
Coastal Carolina University Coastal Carolina University 

CCU Digital Commons CCU Digital Commons 

Electronic Theses and Dissertations College of Graduate and Continuing Studies 

5-1-2023 

Teaching Students with a Mild Intellectual Disability how to Teaching Students with a Mild Intellectual Disability how to 

Respond to Strangers using Computer-Based Video Instruction Respond to Strangers using Computer-Based Video Instruction 

Chelsey Rae Simmons 
Coastal Carolina University 

Follow this and additional works at: https://digitalcommons.coastal.edu/etd 

 Part of the Education Commons 

Recommended Citation Recommended Citation 
Simmons, Chelsey Rae, "Teaching Students with a Mild Intellectual Disability how to Respond to Strangers 
using Computer-Based Video Instruction" (2023). Electronic Theses and Dissertations. 159. 
https://digitalcommons.coastal.edu/etd/159 

This Dissertation is brought to you for free and open access by the College of Graduate and Continuing Studies at 
CCU Digital Commons. It has been accepted for inclusion in Electronic Theses and Dissertations by an authorized 
administrator of CCU Digital Commons. For more information, please contact commons@coastal.edu. 

https://digitalcommons.coastal.edu/
https://digitalcommons.coastal.edu/etd
https://digitalcommons.coastal.edu/graduate
https://digitalcommons.coastal.edu/etd?utm_source=digitalcommons.coastal.edu%2Fetd%2F159&utm_medium=PDF&utm_campaign=PDFCoverPages
https://network.bepress.com/hgg/discipline/784?utm_source=digitalcommons.coastal.edu%2Fetd%2F159&utm_medium=PDF&utm_campaign=PDFCoverPages
https://digitalcommons.coastal.edu/etd/159?utm_source=digitalcommons.coastal.edu%2Fetd%2F159&utm_medium=PDF&utm_campaign=PDFCoverPages
mailto:commons@coastal.edu


CBVI AND RESPONDING TO STRANGERS  1 
 

 

 

 

 

Teaching Students with a Mild Intellectual Disability how to Respond to Strangers using 

Computer-Based Video Instruction 

A DISSERTATION 

 

Submitted to the Faculty of  

Coastal Carolina University in partial fulfillment 

of the requirements  

for a degree of Doctor of Philosophy in Education 

 

by 

Chelsey R. Simmons 

Coastal Carolina University 

Conway, SC 

Date: 7/1/2022 

 

 

 

Dissertation Chair: Dr. Suzanne Horn  



CBVI AND RESPONDING TO STRANGERS  2 
 

Abstract 

 Computer-based video instruction (CBVI) has been effective in teaching students with 

disabilities various health, community, and safety skills. Research suggests that CBVI is often used 

in conjunction with community-based instruction (CBI). Frequently, students with severe 

disabilities or students who are of high school age participate in CBI and/or CBVI and its 

accompanying research. This study investigated the effectiveness of CBVI to teach students with 

a mild ID, ages 11-13, appropriate responses to lures from strangers. A single-case, multiple probe 

across participants design was used to examine the impact of CBVI on one dependent variable, a 

correct two-step response (verbal and motor) to a lure from a stranger. The two-step response was 

adapted from the Akmanoglu & Tekin-Iftar (2011) study investigating responses to strangers. 

Findings from the study suggest CBVI had a positive impact on all participants. Implications for 

practice and for future research are provided.  

 Keywords: computer-based instruction, community-instruction, lures from strangers, 

disabilities 
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CHAPTER 1: INTRODUCTION  

Background 

 The Individuals with Disabilities Education Improvement Act of 2004 (IDEA 2004) 

ensures that all students receive a free and appropriate public education that emphasizes services 

and related services uniquely designed to meet a student's individual needs. Specifically, these 

services are designed to prepare students for continuing education, employment, and future 

independent living, post-secondary education (IDEA, 2004). Depending on the students' 

disability and needs, these special education services can appear vastly different from student to 

student. IDEA (2004) requires school districts to consider the unique needs of each child when 

planning for post-secondary success.  

 Transition planning is mandated for all students under IDEA 2004. Federal law requires 

transition planning to begin for students by the time they turn 16 years old. However, 41% of 

states start this process much earlier, with some states initiating planning at age 13 and others 

incorporating formal transition planning into elementary school activities (Suk et al., 2020). 

Nevertheless, educational decisions made at the elementary school impact middle and high 

school programming, and each pathway developed for a student is impacted by early decision 

making. Transition planning is designed to assist all students in deciding what they want to do 

after graduation and how they will get there. Transition plans are considered roadmaps to assist 

students in successfully transitioning from formal schooling to post-secondary life. The 

components of an effective transition plan include academic features as well as functional, daily 

living, and social skills instruction (Neubert & Moon, 2006).  

 After exiting high school, students with an intellectual disability face many social, daily 

living, and employment barriers (Schechter, 2018). For students with moderate to severe 

disabilities, successful transition planning is fundamental to post-secondary success, regardless 
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of disability status. The education system is designed to prepare students to be successful and 

productive members of society. A student’s transition plan can vary significantly depending on 

future aspirations, cognitive ability level, and personal interest. Transition services and support 

can also vary considerably for each individual, with community-based instruction (CBI), social 

skills, and functional life skills being key components of an effective transition plan for students 

with a moderate to severe intellectual disability (Bakken, 2019; Walker et al., 2010). 

 CBI uses the community or natural setting as the classroom (Kluth, 2000). In CBI, 

students are taught a target skill in the community setting or via a combination of classroom and 

community instruction. The objective of CBI is to provide meaningful learning experiences for 

students with disabilities to practice the skills in the environment they would likely occur. This 

type of instruction also helps promote the generalization of skills to other settings and allows for 

direct and immediate corrective feedback and teaching.  

 With the recent Corona Virus Disease-19 (COVID-19) pandemic and its global impact, 

CBI has been halted for the safety of students. CBI has ceased in many school districts across the 

United States due to school closures, virtual and e-learning at home, and the need for social 

distancing in stores (McLaughlin, 2021; Rowe et al., 2020). While this was a significant barrier 

to CBI, even before the COVID-19 shutdown schools faced barriers to implementing CBI, such 

as having appropriate funding, limited resources, and constraints of No Child Left Behind (Kim 

& Dymond, 2010). Additionally, insufficient staff, transportation barriers, and logistical 

requirements were also reported to interfere with effective CBI (Pickens & Dymond, 2015).  

 A promising alternative to CBI is computer-based video instruction (CBVI). CBVI has 

been utilized in classrooms and with children with disabilities for decades and can be an 

alternative to CBI when logistics, finances, school barriers, and scheduling make CBI difficult 

(Bates et al., 2001; Bramlett et al., 2011; Cihak et al., 2006; Mechling & Cronin, 2006). CBVI is 
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an educational methodology that uses computer technology to deliver instruction via videos and 

online tools (Butcher & Jameson, 2016). CBVI is relatively simple to implement and is time and 

cost-effective. Additionally, CBVI materials can be used repeatedly each school year and do not 

require the transportation logistics needed for CBI.   

 CBVI also requires fewer teachers and school staff to implement than does CBI (Hetzroni 

& Banin, 2017). The impacts of CBVI have been largely positive in helping students with a mild 

to moderate disability realize growth towards transition planning goals. Research has 

demonstrated that CBVI has been used to successfully teach grocery skills (Hansen & Morgan, 

2008; Mechling & O'Brien, 2010), social and safety skills (Akmanoglu & Tekin-Iftar, 2011; 

Hopkins et al., 2011; Shulta-Mehta et al., 2010), and other life skills (DiPippi-Hoy et al., 2009; 

Mechling & Cronin, 2006) to children with an intellectual and/or developmental disability and 

can have a similar, positive impact that CBI has on skill attainment.  

 Some CBVI models incorporate video instruction and a form of CBI. In doing this, 

students are taught a skill in a simulated/virtual location. The student is then taken to a 

community setting and asked to replicate skills previously learned in the simulated/virtual 

location. Students also receive instruction in the community. This method of delivery helps 

promote generalization and maintenance of acquired skills. In-vivo experiences and components 

of CBVI support generalization and maintenance of acquired skills. Indeed, research supports 

that CBVI interventions are most effective when they can mimic real-life scenarios and have 

some element of in-vivo practice (Branham et al., 1999; Hetzroni & Banin, 2017).  

 

Statement of the Problem 

 Despite the effectiveness of CBVI on the acquisition and maintenance of vocational, 

academic, functional, and skills, much research is devoted to either CBI or CBVI for students 
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with disabilities in the high school setting. Most CBI and CBVI research recruits students with a 

moderate to severe intellectual disability as participants. Indeed, students with a mild intellectual 

disability (mild ID) typically have more verbal and social skills compared to their counterparts 

with severe impairments. However, that does not negate the need or benefit of CBI or CBVI for 

students with a mild ID. Additionally, most CBVI studies involving students with a mild ID 

focus on teaching daily living and community skills rather than social and safety skills (Gibson 

et al., 2017).  

 A literature review examining CBI research noted that of the 23 studies reviewed, more 

than half were conducted at a high school (n=14), while eight were conducted at a middle school 

and six were conducted at the elementary school level (Walker et al., 2010). It was also reported 

that the studies focused on teaching daily living skills (n=10), community skills (n=8), vocational 

skills (n=4), and recreation skills (n=2). Of the 23 studies examined, only five studies aimed to 

improve social skills (safety, asking for help, social interactions with others), and of those 

studies, three of them occurred before the year 2000 (Collins et al., 1993; Rynders et al., 1990; 

Souza & Kennedy, 2003; Taber et al., 2002; Taber et al., 2003; Vandercook, 1991). This 

literature review demonstrates the need for more research on the impact of CBI using students 

with a mild ID serving as participants.   

 As time has progressed since the Walker et al., (2010) literature review, the trend remains 

to include students with more severe disabilities (moderate to severe disabilities) as participants 

for CBI research (Gibson et al., 2017). A literature review examining instructional methods used 

to teach employment skills to students with disabilities noted that of the 56 studies examined, 

subsets of the population of students with disabilities (moderate ID, severe ID, and autism) were 

studied more than others. Of the studies examined, half used technology for instruction while the 

other half used live instruction in the classroom. Most studies incorporated technology and a 
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form of CBI to demonstrate intervention effectiveness. The literature review concluded with a 

significant amount of support for the efficacy of teaching students with disabilities living skills. 

While some studies examined social skills, a gap in the literature exists for the effects of CBI on 

teaching social skills to younger students, as Gibson et al. (2017) noted in their review that half 

of the studies examined measured social skills as the dependent variable, however, participants 

were aged 14-22. In addition, a gap exists about the impacts of CBVI on social skills acquisition 

for younger students.  

 Students with a mild ID have delays in intellectual functioning, often in the areas of 

problem-solving skills, decision making, and judgment (Bouck, 2014). Delays in adaptive 

functioning, such as communication, independent living, and social skills, also impact students 

with an intellectual disability. Students with a mild ID are likely to be employed with entry-level 

or blue-collar positions that require social skills for success and employment (Newman et al., 

2011). As part of their special education programming and transition plan, students with a mild 

ID can be directly taught social skills to support them as they navigate the world of relationships, 

employment, and community living.  

 In 2001, the US Department of Education funded the National Longitudinal Transition 

Study- 2 (NLTS-2) to examine post-secondary outcomes for students with disabilities. More than 

11,000 students with disabilities were surveyed, along with their parents. Data from the NLTS-2 

suggested that students with disabilities have more difficulty with language comprehension, poor 

academic achievement, problems with personal living and community skills, and less financial 

independence than their peers without disabilities. Results from the NLTS-2 suggested that 

students with an intellectual disability report feeling depressed, lack confidence in themselves, 

and have poor social skills two to three years after graduation compared to their peers (Bouck & 

Joshi, 2016; Wagner et al., 2005). Additionally, students with a mild ID are more likely to be 
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victims of crime and taken advantage of in sexual and social situations than typically developing 

peers, as students with cognitive, problem-solving, and social skills delays might easily 

misinterpret social situations or have difficulty judging unsafe scenarios (Newman et al., 2011). 

 In 2021, the United States Department of Justice conducted a study reviewing the 

victimization rate of individuals with disabilities from over 450,000 eligible households. 

Statistics suggested that students with disabilities are twice as likely as nondisabled children to 

be physically abused and almost twice as likely to be sexually abused. The rate of violent 

victimization against persons with disabilities (ages 12 and older) was almost four times higher 

than that rate for non-disabled individuals. Abusers and offenders often perceive individuals with 

disabilities as vulnerable, unable to defend themselves, cognitively unable to identify the 

offender, and less likely to call for help during a crime. Additionally, individuals with disabilities 

are less likely to report crimes and be supported by the criminal justice system, as victim 

advocates lack appropriate training to help these individuals. Individuals with disabilities fear 

ostracism, have less advocacy support, and are viewed as unable to make their own choices, all 

contributing to the underreporting of crimes against those with disabilities (Office for Victims of 

Crime, 2021).  

Social skills are an essential component of everyday life and for interacting with others.  

Having well-developed social skills allows individuals to communicate, connect with others, and 

relate to others. Social skills are essential building blocks for relationships, employment, 

friendships, and mental health. Individuals with poor social skills often report higher rates of 

depression and lower life satisfaction than individuals with adequate social skills (Olivares-

Olivares et al., 2019; Simpson et al., 2004). Rates of depression are even higher for individuals 

with disabilities with social skills deficits (Herman et al., 2018; Wagner et al., 2005). 
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Despite much research on social skills training (SST) and role-play being devoted to 

students with autism, students with a mild ID can also benefit from these strategies and 

methodologies (Hetzroni & Banin, 2017). Students from all different backgrounds and 

disabilities benefit from direct social skills instruction (Reichow et al., 2008). Social skills 

training is an evidence-based behavior therapy used to improve social and interpersonal skills for 

students with an intellectual and/or developmental disability. Social skills training involves an 

individual introducing a behavior, explaining the behavior, and then modeling the behavior.  

Important components of SST include positive reinforcement, feedback, direct modeling, role-

play, and homework given as practice (Gantman et al., 2012). Social skills training allows 

students to learn behaviors and social expectations through rules and scripted steps that can be 

generalized to various situations.   

Within SST, role-playing is crucial. Role-playing allows participants to demonstrate and 

act out skills acquired through personal interactions. Role-playing supports the generalization of 

learned skills to novel situations. Role-play situations allow for immediate corrective feedback 

and modeling of appropriate behaviors and expectations. Role-play techniques are effective 

strategies for teaching social skills to students of all ages (Haydon et al., 2017).  Research has 

demonstrated that video-role playing and video modeling effectively teach social skills to 

students with autism (Akmanoglu & Tekin-Iftar, 2011; Akmanoglu et al., 2014; Olcay-Gul, 

2016). Video role-playing is a type of role-play instruction where role-play scenarios are viewed 

by students rather than target students actively participating in the acting process. With the 

current COVID-19 pandemic, video-role playing is becoming an important instructional tool in 

SST.   

Purpose  
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 The purpose of the current study is to examine the effectiveness of an instructional 

program consisting of CBVI for teaching students with a mild ID how to respond to strangers. 

The research will extend the limited research on the effectiveness of utilizing only CBVI to teach 

stranger awareness to students ages 11-13 with a mild ID. 

Research Questions 

 The purpose of the current study was to investigate the following three research 

 questions.  

1. Is an instructional program consisting only of CBVI effective in teaching students with a 

mild ID (between the ages of 11-13) how to respond to a stranger? 

2. What are the effects of the instructional program on the generalization of the learned 

social interactions to novel situations with strangers in real-life experiences? 

3. What are parents' and teachers opinions of the instructional program?  

Significance of the Study 

 This study will contribute to the growing body of literature on CBVI to teach students 

with a mild ID appropriate social skills in several ways. First, it will add to the limited research 

on utilizing only CBVI for skill acquisition. Second, it will contribute to the research using 

CBVI for students with a mild ID. Third, it will contribute to the literature using younger 

students, ages 11-13, as participants. Fourth, few studies exist about using CBVI to respond to 

strangers, and these findings will contribute to the emerging research. Knowing and 

demonstrating appropriate social skills is becoming more important for students and adults, 

especially for those with disabilities.  

 Fifth, the research will address the need for more CBVI strategies to teach children 

important life skills, especially in a time of COVID-19 and isolation. As technology is an 

emerging tool used in 21st-century classrooms, it seems appropriate that interventions incorporate 
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technology as well. CBVI will be used as a support tool to help students acquire social skills by 

embedding evidence-based practices such as role-playing and direct video instruction. Sixth, the 

study will include a generalization measure to determine if the learned skills transfer to real-life 

situations. Generalization is important when learning any skill, especially social skills. Social 

skills taught in controlled settings need to be replicated in novel settings to be pertinent to the 

participant. Lastly, the study will include a measure of social validity to determine if the skills 

learned are deemed valuable to parents and teachers.  

Definition of Key Terms 

 This work will use several key terms: transition services, intellectual disability, 

computer-based video instruction (CBVI), and role-playing. The following definitions of those 

key terms will be applied throughout this work.  

 Transition Services. Transition services to help students with disabilities move from 

high school to adult life are defined in federal special education law (IDEA, 2004 (§ 300.43)) as 

follows: 

 The term 'transition services' means a coordinated set of activities for a child with a  

 disability that (a) is designed to be within a results-oriented process, that is focused on  

 improving the academic and functional achievement of the child with a disability to  

 facilitate the child's movement from school to post-school activities, including post 

 secondary education, vocational education, integrated employment (including supported  

 employment), continuing and adult education, adult services, independent living, or  

 community participation; (b) is based on the individual child's needs taking into account  

 the child's strengths, preferences, and interests; and (c) includes instruction, related  

 services, community experiences, the development of employment and other post-school  

 objectives, and, when appropriate, acquisition of daily living skills and functional  
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 vocational evaluation. 

 The research will occur in the Southeastern United States. Under this state’s law, 

transition services and transition planning begin when a child turns 13. Students who are still 12 

but will turn 13 during the IEP also receive transition services. For this research, transition 

services will be designated as an instructional service on the students' IEP related to an academic 

goal or behavioral goal.  

 Mild Intellectual Disability. For this work, a student with a mild ID will be identified as 

a student with a cognitive processing standard score (SS) at least two standard deviations below 

the mean (SS= 48-70) plus or minus the standard error of measurement in two major areas of 

cognitive performance (verbal comprehension, fluid reading, visual processing, working 

memory, and/or processing speed). The delays must be measured using a standardized and norm-

referenced measure of cognitive processing. Delays must also be documented through a 

psychoeducational evaluation report, on the students’ IEP, or in previous psychoeducational 

evaluation reports.   

 Students with a mild ID also have adaptive behavior delays. Adaptive behavior includes 

real-life skills such as grooming, getting dressed, avoiding danger, social skills, making money, 

making friends, and following school rules. Adaptive behavior also includes the ability to work 

and take personal responsibility (Zais, 2011). Delays in adaptive behavior at least two standard 

deviations below the mean (SS= 48-70) plus or minus the standard error of measurement in at 

least two adaptive skill domains are also required to meet the study criteria for mild ID (Zais, 

2011). Adaptive behavior delays must be measured through a valid and reliable measure 

designed to evaluate adaptive functioning in the following domains: communication, daily 

living, socialization, and motor skills.  
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 Computer-Based Video Instruction (CBVI). Computer-based video instruction is an 

instructional paradigm that uses computer technology to deliver training or educational 

programming to students. For this study, CBVI will be defined as recorded videos of typically 

developing students engaging in role-play scenarios with a stranger using a proposed strategy. 

This specific form of CBVI is created using the theoretical framework of programmed 

instruction, first coined by B.F. Skinner in the 1950s. 

 Simply put, programmed instruction is an educational technique characterized by self-

paced, self-administered instruction that follows a logical sequence of events (Root & Rehfeldt, 

2021). Ultimately, Skinner argued that learning could be achieved if content or topics are divided 

into a series of smaller steps and if the learner gets immediate reinforcement and feedback during 

instruction (Skinner, 1958). The CBVI used in this study can also be explained using Albert 

Bandura's theory of observational learning, in which learning occurs through observing the 

behavior of others. This research assumes the framework of programmed instruction and 

observational learning during the video instruction phase (Bandura, 1977).  

 Videos for this research will be created and recorded by the researcher. Students used as 

models for the video will be selected from the school where the research occurs. A laptop 

computer will be used to view the videos. 

 Role-Playing. Role-playing will be defined as a reciprocal interchange between two 

people involving the proposed strategy for interacting with strangers. Reciprocal interchange 

refers to back and forth actions between two people. For this study, during the CBVI 

intervention, the participant will observe videos of a stranger and a typically developing student 

role-playing a response to a stranger in novel settings. After watching the video, the researcher 

and the participant will then engage in role-playing as probes for the data collection measure. In 

these role-play scenarios, the principal researcher will act as the stranger for the participant child. 
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The participant and researcher will act out the behaviors with a scenario provided by the 

researcher. During the intervention condition, the researcher will provide the student with 

minimal time for planning responses and reactions. By giving the student minimal time to 

prepare or rehearse, the child’s true abilities will be assessed without the practice effects on 

performance.  

 Role-playing between the researcher and the participant will occur daily after each CBVI 

trial. Data on the dependent variable will be collected by the percentage of correct responses to 

the stranger. A two-step analysis will be conducted for the target skill based on the work of 

Akmanoglu and Tekin-Iftar (2011). The correct two-step response will include a verbal and 

motor response to the stranger within four seconds from the last word of the strangers’ statement. 

Both a motor and verbal response are required to be considered correct.  

 

 

Assumptions, Limitations, Delimitations 

 The current study is not without assumptions, limitations, and delimitations. First, 

assumptions are made about the social validity questions by assuming that parents answered all 

questions openly and honestly and to the best of their cognitive ability. It is assumed that the 

parents have the cognitive ability to complete the questions and work technology. It was also 

assumed that the email addresses provided by parents are accurate and still in use. Assumptions 

were also made that students were familiar with the laptop devices, as they have engaged in 

virtual instruction for most of the last school year.  

 One significant limitation of the study is the current country-wide COVID-19 pandemic 

and current regulations from the Centers for Disease Control (CDC) and the Department of 

Health and Environmental Control (DHEC). Due to these regulations, the participants and 
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researcher must maintain social distancing, making role-play scenarios difficult. Students 

missing more than 10 days of unexcused absences will not be included in the study. Students 

placed on quarantine due to COVID-19 for more than ten consecutive days will be dropped from 

the study. Practice effects and the exposure to skills during quarantine absences cannot be 

accounted for. Students who opted for virtual instruction were not included in the study, as role-

playing between the subject and researcher was designed to be in-person and not done virtually 

through the computer. Regulations for social distancing and the use of masks could have 

impacted the validity of the obtained results.  

 The population parameters of the study were also selective. Simply put, it is impossible to 

implement the targeted intervention to all students who demonstrate a need; therefore, students 

with disabilities who had adequate overall attendance and were not considered medically high-

risk were included as participants for the study. Students of parents who expressed concern for 

the health and safety of their child were not used in the study. Lastly, students in grades 6-8 from 

the school where the lead researcher was employed were used as participants for the study. They 

were selected for easy access to the population and to expand the current literature on CBVI and 

younger students.  

Summary 

 The current chapter described the importance of transition planning for students with 

disabilities. Special education law, federal requirements to ensure an appropriate education, and 

the importance of post-secondary education and support was reviewed. The benefits of CBI were 

discussed. The highly unique needs of students with an intellectual disability were reviewed, the 

characteristics of students with a mild ID were reviewed, and the potential risk factors associated 

with having an intellectual disability were also reviewed.   
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 CBVI was discussed as an effective means to teach students with and without disabilities 

various skills, including purchasing skills, academic skills, and social skills. The specific need 

for students with a mild ID to have adequate social skills for safety and future employment is 

significant. The need for these skills is growing with each year that passes. Students with a mild 

disability who spend more time in the general education setting spend less time working on 

safety, employment, and social skills in the community. CBVI can help fill this void. The need 

for research to fill the gap of using CBVI to teach social skills to students with a mild ID was 

presented. The importance of using CBVI for younger students was also given, as was the 

evidence to support social skills instruction at a young age. Emphasis on the importance of role-

playing in social skills instruction was presented along with literature to support these claims.  

 The following chapter will present a review of the current literature. Significant literature 

from 2000 and beyond will be reviewed. Specifically, the next chapter will review the history 

and purpose of transition planning, the history of CBI, barriers to CBI, computer-assisted 

instruction (CAI), CBVI research, and the importance of CBVI and programmed learning theory 

combined with generalization strategies. The chapter will conclude with a discussion on CBVI 

and social skills, CBVI used to teach safety and stranger skills, and role-play as effective means 

of teaching social skills.   
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CHAPTER 2: REVIEW OF THE LITERATURE 

Transition Services 

 Millions of students graduate from high school each year and transition into post-

secondary activities. Those activities could include attending college, entering the workforce, or 

enlisting in the military. For students with an intellectual disability, the transition to life after 

high school can be difficult if they are not properly prepared. The change can be filled with 

anxiety and apprehension about the future. Graduating students report feeling unprepared for 

their future at alarming rates and students with disabilities are no exception (Wehman, 2020). 

Frequently, students with disabilities lack opportunities and options for secondary education and 

employment (McDonnell & Hardman, 2013). This lack of appropriate support can lead to social 

isolation, stress, and decreased life satisfaction. Indeed, students with disabilities face the poorest 

post-secondary outcomes compared to any other minority group (Hiersteiner et al., 2016).   

 To combat the educational barriers faced by students with disabilities, federal legislation 

was created under the Education for all Handicapped Children Act of 1975 (EHA) to support 

states in protecting the rights of students with disabilities. Before the passing of EHA, many 

students with disabilities were excluded from public education, with one in five children with a 

disability receiving an education. The Education for all Handicapped Children Act of 1975 was 

later revised, expanded, and renamed in 1990 to require students with disabilities receive 

transition planning support through their Individualized Education Plan (IEP). Transition 

planning is a process used to help students with an IEP decide what they want to do after high 

school. Students set specific goals during the planning process and receive services and support 

to reach those goals. Within the transition planning process, students receive transition services. 

Transition services are a set of coordinated activities based on the student's interests and needs, 
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including instruction, related services, community experiences, daily living activities, and 

activities to gain employment (McDonnell & Hardman, 2013).   

 Transition services are activities designed to assist a student in transition from formal 

schooling to post-secondary life. There is no one specific transition plan that will meet the needs 

of all students, nor will one specific transition service be effective for every child. Rather, 

transition plans and services should be uniquely tailored to the individual and the individuals' 

future success. Transition services that focus on building community life skills or independent 

living might be appropriate for one student. In contrast, transition services that are academically 

focused and prepare a student for college might also be suitable for another student. Regardless 

of the focus of the transition plan, research has found that students with appropriately designed 

and implemented transition plans have better post-secondary outcomes (Test et al., 2009; 

Wehman, 2020).   

 Kohler et al. (2016) created the Taxonomy for Transition Programming 2.0 to combine 

the latest research and support to improve post-school success, reduce student dropout, and foster 

successful transition for students with disabilities to careers and college. The taxonomy for 

success includes five components: student-focused planning, student-led development, 

interagency collaboration, family engagement, and program structure. When transition plans 

include these components, students with disabilities are better prepared for post-secondary life 

(Kohler et al., 2016). 

 Additionally, simply having a transition plan and services does not guarantee post-school 

success. For transition services to be effective, teachers must utilize empirically-based strategies 

that increase the likelihood of positive post-school outcomes. Rowe et al. (2015) noted that while 

teachers claimed to be using evidence-based strategies, many of the strategies used had little to 

no impact on outcomes of students with disabilities. Many strategies utilized were developed 
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from studies with limited sample sizes, unclear intervention guidelines, and limited procedural 

fidelity. From their conclusions, Rowe et al. (2015) operationally defined 16 predictors of post-

school success that should be considered and included in the transition planning process and 

when delivering transition support. These predictors include career awareness, exposure to 

occupational courses, paid employment/work experiences, vocational education, work-study 

opportunities, community experiences, academic services to meet state exit exam requirements, 

inclusion in general education, clearly defined programs of study, self-determination and self-

advocacy support, social skills instruction, development of independent living skills, parental 

involvement, an overall transition program framework, and student involvement.  

 As successful adult outcomes for students with disabilities rely heavily on school 

programming and planning, teams must focus on activities that transition students from school to 

adult life. Inter-agency and staff collaboration should be heavily promoted along with parental 

involvement in transition planning (Carter et al., 2012). It is also important to include 

components in the transition plan that have been correlated with positive post-school outcomes, 

such as employment opportunities before exiting high school (Shogren et al., 2013) and 

developing social and self-determination skills (Sung et al., 2015).  

 Often, for students with more severe disabilities, transition services focus on developing 

community and daily living skills. The delivery of these services is frequently achieved through 

CBI (Boles et al., 2019; Bramlett et al., 2011; Everhart et al., 2011; Gantman et al., 2012; 

Hansen & Morgan, 2008; Mechling & Cronin, 2006; Mechling & O'Brien, 2010). However, 

students with a mild ID fall into a predicament. They do not typically require intensive and 

rigorous daily living and functional skill instruction, often provided in the special education 

classroom or the community through CBI. Students with a mild ID often have communication 

skills that disguise social and cognitive deficits, permitting them to spend more time in the 
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regular education setting. Indeed, students with a mild ID can function better in the real-world 

setting than their peers with more significant cognitive impairments due to relative 

communication and social skills strengths (Gibson et al., 2017). Therefore, special attention 

should be given to developing and implementing transition services for students with a mild ID.  

 Having a comprehensive transition plan that includes CBI, behavioral skill development, 

and functional academic instruction is especially significant for students with high-incidence 

disabilities, such as learning disabilities, emotional disabilities, attention deficit hyperactivity 

disorder (ADHD), and a mild ID, as these students are most likely to enter the workforce or 

attend college after high school graduation (Trainor et al., 2016). Moderately strong predictors of 

positive school outcomes for students with high-incidence disabilities include transition plans 

with students in general education settings, students receiving social skills instruction and 

behavioral support, paid work experiences, and students participating in the IEP process (Madaus 

et al., 2014). However, managing all the expectations of a well-developed transition plan can be 

difficult for teachers who serve children with various disabilities and needs and difficult to fit 

into the school day (Kim & Dymond, 2010). 

 Despite scheduling and planning barriers for students with a mild ID and high-incidence 

disabilities, positive impacts are noted when students with a mild ID can participate in CBI as 

part of the transition planning process (Hedley et al., 2017). Being prepared to enter the 

workforce and earn gainful employment straight from high school is a crucial bridge for students 

with a mild ID that can be achieved through a well-developed transition plan (Landmark et al., 

2010).  

Community-Based Instruction 

 Community-based instruction (CBI) is a vital teaching tool for some students with 

disabilities in secondary schools. This type of instruction occurs in the community or "real-life" 
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setting to expose students to various community situations to help learn skills and promote 

generalization. The overall goal of CBI is to provide hands-on experiences for students with 

disabilities which allows them to practice skills and receive immediate, corrective feedback 

(Walker et al., 2010). In some instances, skills are taught inside the classroom and then students 

have an opportunity to practice those skills in the natural setting (Rowe et al., 2011; Rowe & 

Test, 2012; Smith et al., 2016). In other circumstances, students learn skills directly in the 

community setting (Bassette et al., 2018; Taber-Doughty et al., 2013). Evidence suggests that 

CBI is effective in both of these training formats (Flanagan & Kutscher, 2021; Gibson et al., 

2017). 

 Data suggests that when students with special needs receive instruction in the naturally 

occurring environment, acquisition and maintenance of skills are often quick and efficient 

(McCoy et al., 2016; Welsh et al., 2018). Experiences in the natural setting allow students to 

observe expected and unexpected behaviors, provide reinforcement for the student, and support 

the maintenance of the acquired skills. Skill generalization is often achieved at higher rates when 

students receive CBI, either alone in the community or in conjunction with classroom 

instruction, than when only receiving instruction inside the classroom walls (Barczak, 2019; 

Cihak et al., 2004). Indeed, students with disabilities need to experience naturalistic teaching, as 

this might be their only opportunity to receive such exposure. 

  Cihak et al. (2004) examined the impact of CBI, simulated only instruction in the 

classroom (SOI), and a combination of the two methodologies with varying delivery (i.e., CBI on 

one day and SOI on the other, or CBI and SOI on the same day) on the acquisition of functional 

and vocational skills. Specifically, five students with a moderate ID were taught to follow one-

step commands to send a fax, swipe a debit card and press a PIN number to withdraw 20 dollars, 

purchase two items using a debit card, and use a copy machine to collate a five-page newspaper. 



CBVI AND RESPONDING TO STRANGERS  26 
 

Results suggested that the CBI arrangement resulted in the least number of required sessions to 

reach mastery compared to SOI. Students receiving CBI only took an average of seven sessions 

to achieve mastery and four to generalize the skill to a novel setting. Results also indicated that 

SOI took significantly longer to reach mastery of skills than CBI. Together, CBI and SOI on the 

same day greatly impacted student acquisition, suggesting a combination of CBI and SOI on the 

same day can successfully teach functional skills to students with moderate disabilities (Cihak et 

al., 2004). 

 A variety of skills have been effectively taught using CBI, including grocery shopping 

skills (Bates et al., 2001; Cihak et al., 2006; Morse & Schuster, 2000), purchasing skills (Taber et 

al., 2003; Xin et al., 2005), employment skills (Horn et al., 2020) banking (Barczak, 2019), and 

community safety skills (Collins et al., 1993; Taber et al., 2002). However, research using CBI to 

teach community skills has declined since 2005 (Dymond et al., 2018). Yet, despite this decline, 

teachers still report CBI's efficacy and support its continued use (Hopkins & Dymond, 2020).  

 A review of the literature on CBI indicates that most CBI studies are conducted in 

various locations, including grocery stores (Hansen & Morgan, 2008), public stores (Barczak, 

2019), and restaurants (Boles et al., 2019). Purchasing grocery items were the most commonly 

targeted skill, followed by purchasing non-grocery items and understanding community-

referenced signs. Skills such as folding clothes, dressing, and learning social skills have received 

less attention with CBI compared to purchasing skills (Gibson et al., 2017).  

 Despite most research focusing on independent living skills, CBI can teach almost any 

skill. The majority of the current research incorporates a type of gradual or least to most 

prompting and time delay for CBI, with few studies using modeling and role-playing as a means 

of instruction (Boles et al., 2019; Hedley et al., 2017; Ramdoss et al., 2011; Walker et al., 2010). 
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Additionally, limited studies incorporate a form of “stranger danger” in CBI or appropriate 

responses to lures from strangers (Akmanoglu & Tekin-Iftar, 2011; Mechling, 2008).  

 Mechling (2008) conducted a 30-year review of safety skill instruction for individuals 

with an intellectual disability. Searching from 30 years of research (from 1976-2006), Mechling 

concluded that 36 studies and two literature reviews focused on teaching safety skills to students 

with an intellectual disability. Of the 36 studies, six involved responses to lures from strangers or 

advancements from strangers, with the largest number of research studies focusing on first aid 

and pedestrian/street crossing safety. Many of the intervention strategies used in the studies 

involved using board games, using photos, and teaching participants to “say no” and walk away.  

Of the six studies, two studies used a component of CBI; however, these studies date before 

2001.   

  Another important trend worth noting is that much of the current research on CBI is 

devoted to older students in high school (Boles et al., 2019; Gibson et al., 2017; Trevor et al., 

2021). Middle school and elementary school students do participate in CBI; however, high-

school-aged students are often participants in CBI research. One explanation could be that 

students in high school are closer to transitioning out of formal schooling and into post-

secondary experiences. High school students are expected to shop at grocery stores or purchase 

items independently, whereas younger students are not. However, early intervention and skill 

instruction is linked to positive school outcomes, and transition planning does begin in many 

middle schools across the United States (Papay et al., 2015). The earlier children can be exposed 

to daily living, functional, and safety skills, the more comfortable and quicker the acquisition of 

such skills will be. Also, more emphasis on community and independent living skills is placed on 

high school students and incorporated into transition plans, which could be why much research 

on CBI is devoted to older students. 
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 When students are taught social skills at a young age, including interacting with peers, 

adults, and strangers, they are better socially adjusted than peers without such instruction 

(Deitchman et al., 2010; Simpson et al., 2004). Social skills are building blocks for more 

communicative skills; therefore, they should be taught early and consistently. When students 

begin transition planning at a young age and are taught community living, social skills, and 

independent living skills early, they feel less pressure in high school to learn these skills and are 

more prepared for community living (Papay et al., 2015). 

 It would be remiss not to discuss the other alarming piece of data is that most CBI 

research has been devoted to students with a moderate to severe intellectual disability. Higher-

incidence disabilities, such as specific learning disabilities, ADHD, and mild ID, are frequently 

excluded from CBI research (Trainor et al., 2016). One explanation for this is the perceived 

"higher need" to assist students with moderate to severe disabilities with functional and 

community living skills. It is assumed that these students require more support to live 

independently later in life. Additionally, grants and private funding are available to support 

students with moderate to severe disabilities to receive CBI (U.S. Department of Education, 

2021).  

Barriers to Community-Based Instruction 

 Students with specific learning disabilities, ADHD, and a mild ID can earn a diploma or 

secure gainful employment after or during high school. Indeed, some of these students are taking 

a full course load of academic classes, and there is limited time in their schedule for community-

based activities (Dunn, 2012). With national standards becoming more rigorous for students with 

and without disabilities, extracurricular and social activities during the school day are being 

reduced (Beveridge, 2010). Even elective courses, such as physical education or science, note a 

decreasing trend in the amount of time spent in each activity (Roda, 2006).  



CBVI AND RESPONDING TO STRANGERS  29 
 

 Additionally, standards-based reform has transformed special education over the past two 

decades, forcing students without severe cognitive impairments to participate more in general 

education classes and be held to higher academic standards than previous years (Quenemoen & 

Thurlow, 2017). Students with mild disabilities have less time in their schedules for transition 

services and CBI than their peers with more significant cognitive deficits due to their 

participation in regular education and elective classes. 

  On the one hand, participation in activities with same-aged peers in the students' least 

restrictive environment (LRE) is best practice. Indeed, research supports that spending more time 

inside the general education setting leads to better student outcomes (Gallagher & Bennett, 

2015). On the other hand, spending more time inside the general education setting will impact 

services inside the special education classroom, where students can receive more individualized 

support from the special education teacher. Most often, the impact is typically seen in transition 

services or areas of social-emotional support. Suppose a student with a mild ID is capable of 

earning academic credits. In that case, they often do not have room in their schedule or the 

schedule flexibility needed to leave campus for CBI activities (Best et al., 2015).  

 Teachers also feel pressure to juggle CBI with other academic requirements. Rooney-

Kron and Dymond (2021) sent surveys to 256 special education teachers about possible barriers 

to CBI experiences. The common barriers reported by teachers included lack of opportunities, 

resources, time, and key stakeholder support. Over fifty percent of respondents reported barriers 

with transportation, logistics, staff, and funding as the key reason for limited CBI. Also, teachers 

reported that lack of financial support and support from the administration limited the types of 

CBI offered (Rooney-Kron & Dymond, 2021). Similarly, Almalky (2018) noted the same 

barriers to CBI among teachers in Saudi Arabia, noting concerns for administrative support, 

liability concerns, and logistical issues as key barriers to implementing CBI effectively.  
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 Additionally, teachers consider the use of CBI relative to the needs of their students.  

With special education classes becoming more and more diverse, teachers find challenges to 

selecting appropriate CBI to meet the needs of all students (Hopkins & Dymond, 2020). 

Teachers must consider the extent to which CBI reduces the amount of time spent inside the 

general education classroom and weigh the pros and cons (Dymond, 2020; Test et al., 2017).  

Computer-Assisted Instruction 

 Computer-Assisted Instruction (CAI) is grounded in the theoretical framework of 

programmed instruction, first coined by B.F. Skinner in the 1920s and 1930s (eLearning 

Industry, 2021). Initially applied to instruction at Harvard University in the 1950s, programmed 

instruction is an educational technique characterized by self-guided and self-administered 

instruction (Britannica, 2020). Under this framework, instruction is presented in a logical and 

methodological sequence, including multiple repetitions and options for practice. Under his 

theory, Skinner argued that learning could be achieved if the content is divided into smaller 

steps, with individuals receiving frequent and immediate feedback on their performance. Much 

like his work using theories of behaviorism, Skinner argued that when learners get immediate 

reinforcements and rewards, content is better remembered and stored (eLearning Industry, 2021).  

 There are two basic models under the theory of programmed instruction. The first model 

is very linear and is how Skinner conceptualized his framework. Under this model, content is 

divided into smaller, unchanged steps where students respond at individual rates and receive 

immediate reinforcement and feedback on their results. The second model is branching, 

expanded from the first model by Norman Crowder (Britannica, 2020). Under this model, 

students apply problem-solving to a situation through a series of alternative answers. If the 

student answers correctly, they move on to the next question. If the student answers incorrectly, 
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they are forced to a remedial format where they practice and learn the skills needed to answer the 

question successfully. This process is repeated throughout the lesson. 

 Regardless of the model, programmed instruction operates under the assumption that 

learners should take an active role in instruction (Root & Rehfeldt, 2021). Students should also 

receive immediate feedback and are self-pacing their instruction. Additionally, programmed 

instruction should occur through gradual steps. The final principle is that the learner should 

provide some sort of verification that learning was established. The proof can be achieved 

through assessments and interviews with the learner (Root & Rehfeldt, 2021). CAI does not 

always imply the use of videos for instructional purposes. CAI can include using static picture 

prompts, word prompts, or real-life photos used in a story to deliver instruction to students with 

and without disabilities. 

 Often, during CAI activities, the computer program serves as the primary delivery of 

instruction and content. At a secondary level, this may be when the student learns through an 

independent experience where lessons and activities are assigned for the student to complete. 

The personalized nature of CAI can be highly modified to meet each student's needs. Often, a 

predetermined criterion or set length of time is required for a student to reach mastery before 

moving to another lesson. CAI can also be an instructional tool inside and outside the classroom 

setting (Hopkins & Dymond, 2020). 

 CAI methodologies and principles have been applied to many educational fields and 

courses. Specifically for students with disabilities, CAI has demonstrated positive impacts on 

acquiring mathematical skills (Kucukalkan et al., 2019), social skills (Robinson-Ervin et al., 

2016), literacy skills (Purrazzella & Mechling, 2013; Ramdoss et al., 2011; Spooner et al., 2015), 

writing skills (Pennington et al., 2014), and science vocabulary (Smith et al., 2013). These 

positive impacts have been observed in students with differing types of disabilities, including 
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autism (Root et al., 2017), developmental disabilities (Hu et al., 2020), learning disabilities 

(Kucukalkan et al., 2019), and emotional/behavioral disorders (Robinson-Ervin et al., 2016).  

 Students have been using online and virtual learning tools to acquire skills rather than in-

vivo experiences for decades (Spitler et al., 2013). CAI has been used to teach students with and 

without disabilities various topics, including direct curriculum concepts such as math, English 

language arts, and foreign languages. CAI has also provided academic reinforcement activities 

for students of all ages (Greer et al., 2014). In light of current world circumstances due to 

COVID-19, teachers are being asked to teach students online at alarmingly high rates. Whether 

the environment is fully online or a hybrid format delivery, teachers must adapt curriculum and 

materials to accommodate virtual platforms. This requirement presents various challenges for 

students with disabilities (Greer et al., 2014). 

 A literature review examining the use of CAI interventions to improve social and 

emotional skills in students with an ASD, conducted by Ramdoss et al. (2011), suggested 

promising outcomes. Eleven studies were included in the literature review, involving over 300 

participants with autism and ranging in ages from 4-79 (M=28). The analysis yielded mild 

statistically significant results, however, suggested relevant points for practitioners to utilize 

when conducting CAI. First, they reported that CAI procedures developed by the researcher 

yielded more positive results when compared to standardized CAI programs. They also indicated 

a need for a generalization measure with CAI, as the learned behaviors did not generalize into 

novel settings as predicted in three of the studies examined. Ramdoss et al. (2011) suggest using 

CAI in conjunction with an activity with peers or an adult, such as role-play or a group 

discussion, to promote generalization and motivation. They concluded that using relevant, age-

appropriate social situations and settings during CAI might also improve motivation and 

generalization.   
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Computer-Based Video Instruction (CBVI) 

 CBVI is grounded on the core basic assumptions of observational learning theory. 

Observational learning is a form of learning in which the student learns by watching others, 

retains and internalizes the behavior, and then replicates the behavior themselves (Greer et al., 

2007). The basic underlying assumption is that students can learn behaviors through 

observations, and much learning can happen indirectly. Research indicates positive impacts of 

indirect learning (McDonald & Ahearn, 2015; Scattone, 2008; Tetreault & Lerman, 2010). 

 Considered the father of observational learning, Albert Bandura first began using this 

term in the 1970s to describe behavior acquired with no direct training. In his theory, modeling 

plays a key component in behavioral acquisition (Bandura, 1977). Observational learning theory 

is thought to play an important role in social situations and social skills instruction, where 

students are expected to pick up on the behaviors of others and learn social norms through 

observing others' behaviors. Often, children learn how to behave and respond to others while 

watching the behaviors of their parents, siblings, or other peers (Ledford & Wolery, 2015).  

 In Bandura's theory, four stages are required for learning and retention to be achieved.  

First, the student must be attentive and focused on the model demonstrating the behavior. For 

students with disabilities, this might be difficult. However, the use of reinforcement and frequent 

breaks can be helpful (Ledford & Wolery, 2015). Second, the student must be able to retain the 

modeled behavior. If the student has difficulty retaining information, re-teaching, acronyms, 

visual aids, and breaking down steps into smaller chunks might be beneficial. Third, the student 

must be able to replicate the behavior. The student will need to demonstrate the behavior in some 

manner, such as role-playing (McLeod, 2016). Lastly, for the student to engage in the desired 

behavior, the student will need to be motivated to display the behavior. Different motivators 

encourage each student and children with disabilities are no exception (Cherry, 2021). 
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 Video modeling can be used to teach or modify a skill by having the learner to watch a 

demonstration of a behavior not previously learned (Akmanoglu & Tekin-Iftar, 2011; 

Akmanoglu et al., 2014; Walton & Ingersoll, 2013). Research has suggested that video modeling 

and instruction have become more popular with the increased reliance on technology in the 

classroom (Allcoat et al., 2021). With advances in technology and reliance on technology for 

instruction, CAI has evolved. CBVI is a form of instruction delivered through the computer, with 

roots in CAI, using a video modeling component. With video modeling, the student observes 

another adult or child engage in a skill that the student is later expected to replicate. The video 

modeling component can be presented through various formats. Different from CAI, CBVI 

includes embedded videos as instructional teaching tools. Similar to CAI, CBVI research has 

demonstrated positive impacts on behavior for students with a variety of disabilities (Greer et al., 

2014; Hetzroni & Banin, 2017; Mechling & Hunnicutt, 2011; O'Neill & Rehfeldt, 2017; Rice et 

al., 2015; Root et al., 2017).  

 A 2019 meta-analysis analyzing 39 single case studies examining effective intervention 

strategies for teaching employment skills to individuals with disabilities yielded promising 

support for the efficacy of CBVI (Boles et al., 2019). Boles et al. (2019) suggested moderate 

treatment effects resulting from the 20 video modeling interventions reviewed. When examining 

the differences in CBVI across the type and complexity of target behaviors, Boles et al. (2019) 

concluded that CBVI yielded weak effects for repetitive behaviors (copying, faxing, stocking 

items), yet using CBVI to teach social skills behaviors yielded strong effects (interacting with 

customers and employers, interacting during an interview).  

 When specifically examining age variations, Boles et al. (2019) concluded that most 

studies including participants ages 16-21 yielded moderate effect sizes. However, effect sizes 

were noted for individuals as young as 12. Individuals ages 12-15 yielded the strongest effect 
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sizes (0.85) compared to other groups, supporting the push for transition services and instruction 

to begin before the federally mandated age of 16 (Boles et al., 2019). They also concluded that 

no significant differences existed between individuals with ASD, ASD with ID, ID, or 

individuals with mild and moderate to severe ID, suggesting that CBVI can be utilized with 

individuals of various disabilities. Lastly, results suggested similar effect sizes for interventions 

implemented in natural and simulated settings. These findings support research suggesting CBVI 

programming is as effective as CBI. Their analysis concluded that video modeling is a quality, 

effective, and evidence-based practice for individuals with various disabilities and IQ levels.  

 In addition to its efficacy, teachers consider CBVI for their students easier to implement 

than CBI, as there are fewer logistical and financial costs involved (Rooney-Kron & Dymond, 

2021). CBI is difficult to organize, yet CBVI tools can be easily created, embedded, and used for 

years. Additionally, CBVI has been described as interactive, captivating, and engaging for 

students with and without disabilities (Bippert & Harmon, 2017; Chiang & Jacobs, 2010; Mayer, 

2003). 

 CBVI can provide multiple teaching opportunities and examples for students to learn. 

These opportunities may not typically be available within the classroom walls and open up 

multiple learning experiences. While research supports multiple modalities to teach skills and 

promote generalization (Karimi & Nazari, 2021; Westman, 2021), CBVI could possibly be the 

vessel in which these modalities can be presented (Bell, 2021). For example, if a classroom 

teacher wishes to teach children how to build an airplane or climb a rock wall, it would be nearly 

impossible to do this within the school setting and boundaries of the classroom walls. However, 

CBVI practices could provide endless support and teaching examples through video modeling, 

role-playing, graduated guidance, and/or group discussion (Boles et al., 2019). Research also 
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supports that video modeling leads to faster skill acquisition and generalization of daily living 

skills for individuals with various disabilities (Domire & Wolfe, 2014). 

 The positive impacts of CBVI strategies are observed across skills, including teaching 

grocery skills (Goo et al., 2016; Hansen & Morgan, 2008), academic skills (Mechling & 

Hunnicutt, 2011; Satsangri et al., 2021), purchasing skills (Barczak, 2019; Cihak et al., 2006; 

Mechling et al., 2003), health safety skills (Wells et al., 2012), food preparation skills (Ayres & 

Cihak, 2010; Mousa Al-Salahat, 2016), job skills (Mechling & Ortega-Hurndon, 2007) and life 

skills (Ayres et al., 2009; Bidwell & Rehfeldt, 2004; Boles et al., 2019; Mechling et al., 2014;). 

Within the last decade, using CBVI strategies to teach social skills to students with disabilities 

has been given more attention and focus than in the years prior (Boles et al., 2019; Olcay-Gul, 

2016; Rice et al., 2015; Simpson et al., 2004). CBVI can be used to present videos in social 

video stories, used for video role-modeling and video discussions, and even used to deliver video 

games teaching a target skill (Boles et al., 2019, McCoy et al., 2016). 

CBVI and Social Skills  

 Research is emerging using CBVI to teach children with disabilities social skills (Fisher 

et al., 2020; Fox et al., 2020; Mailey et al., 2021; McCoy et al., 2016; Ramdoss et al., 2011); 

however, most of these studies have focused on instruction to students with autism (McCoy et 

al., 2016). Social skills are important for all students. Current research suggests that social skills 

deficits, or the inability to acquire various social skills or utilize previously taught skills 

successfully, are common among students with disabilities, especially those with autism and an 

intellectual disability (Frye, 2018; Kalyva & Agaliotis, 2009; Lang & Sturmey, 2021; McCoy et 

al., 2016;). Students can overcome social skills deficits with direct, systematic training that 

provides feedback, reinforcement, modeling, role-play, and most recently, video modeling (Fox 

et al., 2020; Godish et al., 2017; Mailey et al., 2021). Research has demonstrated that using one 



CBVI AND RESPONDING TO STRANGERS  37 
 

or all of these components during social skills training can demonstrate positive impacts (Fenty 

et al., 2008).  

 Wang et al. (2011) conducted a meta-analysis examining the effectiveness of peer-

mediated and video modeling social skills intervention for children with ASD. Of the 12 studies 

examined, five used video modeling to deliver the intervention, while seven used peer-mediated 

support to deliver instruction. Wang et al. (2011) found that peer-mediated and video modeling 

interventions effectively improved social skills for children with ASD, with 75% of studies 

yielding a large effect size. No strategy was more significant than the other in producing positive 

impacts, yet Wang et al. (2011) concluded that younger children might benefit more from the 

intervention than older children. Additionally, the impact of age on intervention outcomes 

depends on what type of intervention was used, as younger students progressed faster than older 

students when given video modeling interventions (Wang et al., 2011). 

 Despite much research on CBVI being devoted to students with an ASD, CBVI has also 

been utilized to teach students with an ID various social skills. Olcay-Gul (2016) focused on the 

use of video modeling and social stories to teach students with an ID a target social skill of 

saying “get better soon” in response to a sick friend. They concluded that all three participants in 

the study acquired the target skill and maintained the skill for four weeks after completion. In 

this design, participants watched daily videos lasting approximately two minutes. After the 

videos concluded, the participants were sent back to the classroom, where an individual entered 

the room and began coughing. The researcher then asked, “How are you?” and the individual 

responded with, “I’m sick.” To successfully demonstrate the target skill, the participants needed 

to state, “Get better soon.” Olcay-Gul (2016) concluded that social stories and video modeling 

could effectively teach social skills to students with an intellectual disability. Despite the short 

intervention sessions (no longer than five minutes), both teachers and participants expressed that 
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the intervention package was entertaining and feasible given the time constraints within the 

school day. Recommendations to teach different social stories or use different delivery formats 

(i.e., role-playing or teacher-directed interventions) were suggested.  

 Hetzroni and Banin’s (2017) study investigated the impact of CBVI and group discussion 

on social skills acquisition. Individuals ages 11-15 having a mild ID were participants in this 

study. In their research, they addressed the effectiveness of video modeling and group discussion 

on the following behaviors: entry into the school or classroom, asking permission before taking 

an item, and playing with a friend. The researchers evaluated actions, verbal statements, and 

nonverbal statements associated with each of the three behaviors. In their research, participants 

watched a video clip consisting of 3-5 minute long segments depicting peers acting adequate and 

non-adequate social behaviors related to the three target situations. After watching the videos, 

participants engaged in a 20-minute group conversation reviewing the social behaviors, defining 

adequate and non-adequate behaviors, identifying consequences, and identifying pro-social 

behaviors. After the group discussion, participants engaged in 10-minute educational games 

summing up the group discussion via the computer. Each intervention session lasted 50 minutes.  

 Hetzroni and Banin (2017) concluded that using multiple channels and strategies to teach 

social skills is beneficial. Not only did the intervention package produce meaningful results for 

all five participants, but all participants also maintained the acquired skills during a one-month 

follow-up. Despite finding positive impacts using video modeling, games, and group discussions 

to improve social pragmatics and understanding of social rules, the researchers concluded that 

more research is needed to determine if additional strategies (i.e., role-playing, peer 

instruction/guidance) are equally as effective in teaching social skills combined with CBVI.  

CBVI to Teach Safety Skills and Stranger Awareness 
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 Safety skills and stranger awareness are important skills for all students. Students with 

disabilities are no exception as they have the right to access their community and feel safe when 

encountering new environments and social situations. Increasing independence in the community 

is important for individuals with disabilities and can increase self-esteem, improve quality of life, 

and provide employment opportunities (Kelley et al., 2013). Video modeling has been used to 

teach safety skills, including extinguishing cooking fires (Mechling et al., 2009), safely 

navigating public transportation (Mechling & O’Brien, 2010), first aid (Ozkan et al., 2013), and 

navigating pedestrians in public (Kelley et al., 2013). 

 With an increased reliance on technology, computers and cell-phones have been used to 

teach safety skills both inside and outside of the classroom to students with disabilities. In 

conjunction with a system of least prompts, Bassette et al. (2018) found the use of video 

modeling effective in teaching students with a moderate ID how to locate signs in the 

community. Bassette et al. (2018) successfully taught three students how to locate a picture of a 

key location identifier when lost (a street sign or other sign) and send the picture to a trusted 

contact (parent and/or teacher). Using two videos, participants watched role-play scenarios 

where students identified as being lost. One video represented the student being lost, while the 

other video depicted a cell phone and the steps to taking a photo of a key location identifier. 

Most students achieved mastery criterion within six sessions and generalized the skill to a 

department and grocery store.  

 Akmanoglu and Tekin-Iftar (2011) studied the impact of CBVI on teaching children 

(ages 6-11) with autism how to respond to strangers. Their multiple probe design assessed the 

combined effects of video modeling, graduated guidance, and CBI for teaching children with 

autism how to respond to lures from strangers. Each participant in the study received all phases 

of intervention. Training occurred during video modeling and CBVI. During these video 
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modeling sessions, participants in this study watched videos of a stranger delivering a lure to a 

model peer. The peer provided an appropriate response to the lure on the video. Participants 

received guidance and feedback from the researchers immediately. During the CBI settings, 

participants received lures from strangers in the community with immediate feedback and 

guidance given by the researcher. Six intervention probes were presented in each setting (CBVI 

and CBI) and repeated until mastery was achieved. 

 Results suggested that the intervention effectively taught appropriate responses to lures 

from strangers. In response to lures from strangers, all participants could either verbally state 

“no” or take 4-5 steps away from the stranger immediately following the lure. Additionally, 

students maintained the acquired skill for four weeks and generalized it to a novel location in the 

community. Akmanoglu and Tekin-Iftar (2011) concluded their research by suggesting a need 

for more studies with varied student populations and instructional formats to fully understand the 

impact of CBVI on teaching appropriate responses to lures from strangers.  

 Godish et al. (2017) also used video modeling and discussion to teach abduction skills to 

four male students, ages seven and eight, with autism. Their research combined video modeling 

and real-life settings (grocery store, retail store, community park) to teach students with autism 

how to respond to a lure from a stranger. Appropriate responses to lures included saying no, 

walking/running away from a stranger to a trusted adult within 10 seconds of the lure, and 

reporting the lure to an adult within 10 seconds of the lure. Students received CBVI three 

times/week for one hour sessions. After each session, the participant and researcher discussed the 

videos and what the student in the video did correctly or incorrectly. Participants then entered 

community settings where they were probed to demonstrate skill acquisition. If the participant 

was unable to identify the correct response in to the lure, he then received training in the 

community setting (via their parents).  
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 Results from Godish et al. (2017) suggested that all four students acquired abduction 

prevention skills. Two of the three participants demonstrated the acquired skills in the 

community setting eleven weeks after the study concluded. One participant dropped out of the 

study before follow-up data was gathered. Their research supported the efficacy of using CBVI 

to teach abduction safety skills to students with autism.  

 Bell (2021) further explored using CBVI to teach children with an ASD how to 

appropriately respond when approached by a stranger. Bell (2021) taught participants, ages 6-12, 

to assertively yell “no way,” “stop,” or “go away,” and to indicate to strangers they would run 

away and tell a trusted adult that “someone bothered them.” Participants watched four videos 

(each lasting one minute) depicting appropriate responses to lures from strangers. At the 

conclusion of each video, participants were asked, “What would you do if you were asked 

something by a stranger?” Unique to the Bell (2021) study was that students received no 

additional instruction other than the CBVI. At the research’s conclusion, all participants were 

able to demonstrate the appropriate responses between two and five video modeling sessions and 

maintained the acquired skills at the one year follow-up assessment. While CBVI has been 

studied in conjunction with other intervention measures, Bell (2021) demonstrated CBVI alone 

will suffice as an intervention procedure. Until this research, most CBVI studied included CBVI 

and discussion, feedback, promoting, and/or gradual guidance.  

 A recent meta-analysis conducted by Trevor et al. (2021) suggests a gap in the research 

using CBVI to teach students with a mild ID how to respond to strangers safely. Despite video 

modeling and CBVI having the largest treatment effect size (.97), of the 31 studies analyzed 

involving individuals with an intellectual disability and safety skills interventions, only one study 

(Akmanoglu & Tekin-Iftar, 2011) examined video modeling in response to lures from strangers. 

Six other studies included in the meta-analysis examined stranger safety and sexual abuse 
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prevention; however, the majority of these studies were dated before 2000 and did not involve 

the use of video modeling. Even with the Bell (2021) study being completed after their meta-

analysis, these results suggest a clear gap in the research surrounding CBVI and stranger safety 

involving students with a mild ID.   

Role-Playing 

 Another strategy used in social skills instruction is role-playing. In role-play scenarios, 

students practice skills by acting out scenarios without scripts to demonstrate appropriate 

behaviors. Role-play strategies have advantages such as immediate reinforcement and correction 

of behavior. Like CBVI research, much of the current research on role-play is restricted to 

students with autism as participants (Bergstrom et al., 2016; Fisher et al., 2020; Leaf et al., 2012; 

Ratto et al., 2015). Role-play has been used to successfully teach social skills such as initiating 

conversations (Nurenberger et al., 2013), understanding emotions (Craig et al., 2016), play skills 

(Chester et al., 2019), and appropriate school behaviors (Hanley et al., 2007).  

 Both CBVI and role-play techniques have successfully taught students various social 

skills; however, limited studies exist that combine CBVI and video role-play to teach social 

skills (Trevor et al., 2021). Simpson et al. (2004) examined the impact of delivering CBVI to 

students with autism on three social behaviors (sharing, social greetings, and complying with 

teacher directions). The intervention included both video modeling and role-play, in which 

participants watched four videos of their non-disabled peers role-playing examples and non-

examples of the target behavior. After watching the four videos, participants were given four 

opportunities to role-play the social behaviors with each other. Target behaviors during role-play 

included complying with teacher directions, initiating a greeting with others, and sharing 

materials for the proposed activity.   
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 The researchers implemented a multiple probe across behaviors design, with four 

students serving as participants from age’s five to six. Results suggested that all students 

increased from baseline to treatment over 24 school days. Simpson et al. (2004) concluded that 

despite the participants' young age and introducing a new behavior not already in the students' 

repertoire, students could learn skills from their peers via video modeling. They also noted that 

this form of intervention is relatively easy to implement and replicate, involves limited logistical 

and financial burdens, and was judged by parents as effective and important. 

 To review the recent literature, Table 1 summarizes studies focusing on CBI, CBVI, 

CBVI and social skills, CBVI and safety skills, and CBVI and role-playing. Table 1 includes 

research conducted from 2010-2022.  

Table 1 

Summary of Current Literature 

Community-Based Instruction (CBI) from 2010-2022 

Reference Participant 

Demographics 

Independent Variable/ 

Purpose 

       Study Design Findings  

Rowe & Test (2012) Four students 

ages 16 (with 

LD, autism, 

ED) 

CBI and static picture 

prompts used to teach 

students to use a debit 

card for a purchase and 

track expenses (20 total 

steps) 

Multiple probe across 
participants design. Students 
received training in school and 
the community setting and 
same script was followed. 
Materials in school training 
session mimicked real-life 
materials 

All students reached 

mastery criterion (20/20 

steps) over two trials and 

generalized to four 

different community 

settings for at least five 

weeks 

Taber-Doughty et al. 

(2013) 

Four students 

with a 

moderate ID 

(ages 16-18) 

VM with CBI to teach 

various independent task 

performance, depending 

on the setting (school, 

grocery store, bowling 

alley) 

 

 

 

Multiple baseline across 
settings. Students were 
required to watch a video 
completing a task and then 
complete the same task 
independently. Videos were 
shown in the instructional 
setting and students were 
graded on number of steps 
completed, number of task 
transitions completed, and the 
duration of the task 
 

Students demonstrated 

increased independence 

and less time to complete 

tasks as the intervention 

progressed. All students 

met mastery criteria in 

bowling alley and 

grocery store and all but 

one achieved mastery in 

school setting 
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Bassette et al. 

(2018) 

Three students 

ages 13-17 

with a 

moderate ID 

VM in conjunction with 

a five-level system of 

least prompts to assess 

students ability to 

demonstrate appropriate 

safety skills 

Multiple probe across student 
design. Intervention was in 
two phases (classroom and 
department store). VM 
intervention- students watched 
two video clips that showed a 
model identifying he/she was 
lost and pointing to a sign for 
location. Next video clip 
depicted how to use a cell 
phone for help. Students used 
role-play to demonstrate 
acquisition 
 

All three demonstrated 

mastery and generalized 

to novel setting. Took on 

average four sessions for 

mastery and generalized 

immediately 

Horn et al. (2020) Four students 

with ASD ages 

17-20 

CTD with eCoaching 

training program to 

assess employment skills 

acquisition of sorting 

men’s clothing by size. 

Multiple probe across 
participants design. Students 
were prompted to sort shirts 
by sizes, in the men’s 
department store. Students 
were given direct coaching 
and used eCoaching online 
intervention tool to provide 
reinforcement and corrective  
feedback 
 

All four students 

demonstrated mastery of 

acquired skills within 4/5 

sessions and maintained 

at least four weeks after 

intervention ended 

 

Computer-Based Video Instruction (CBVI) from 2010-2022 

Mechling et al. 

(2014) 

Three students 

(ages 15-17) 

with a 

moderate ID 

Examine the impact of 

three procedures VP, 

VM, and CVM on the 

acquisition of three 

behaviors (putting away 

household items, multi-

step cleaning procedures, 

folding) 

Multiple probe across 
behaviors design with 
alternating treatments. VP 
session- student completed a 
task at a time and clicked 
through the video after each 
step.VM session- student had 
to watch entire video model 
before beginning the task. 
CVM- student performed the 
task while the video was 
playing and the video repeated 
until student was done 
 

VP, CVM, and then VM 

were most effective (in 

that order). All students 

met criterion for mastery 

in VP condition for all 

three tasks 

Goo et al., (2016) Four male 

students with 

moderate ID 

ages 17-20 

Using CBVI to teach 

grocery purchasing skills 

to identify three specific 

grocery items 

Multiple probe across students 
design. CBVI in the classroom 
used to teach 17 steps of 
grocery purchasing skills (via 
17 short instructional videos). 
The CBVI program delivered 
prompts as reinforcement or to 
“try again.” 
 

All participants reached 

mastery criterion by 4-6 

sessions and generalized 

to a novel grocery store 
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Mousa Al-Salahat 

(2016) 

Three males 

ages 15-17 

with a 

moderate ID 

and DS 

CBVI (via video 

modeling) to teach how 

to make a sandwich 

(broken down into 12 

steps) 

Multiple probe across 
participants design. Students 
watched a peer with downs 
syndrome make a sandwich 
and receive praise for it. 
Students watched the video 
and were given a chance to 
perform the task. Correct 
response earned praise 
incorrect earned watching the 
video again 
 

All students achieved 

mastery criterion (100% 

accuracy) within 20 

sessions. Students 

maintained mastery 

criteria at two week 

follow-up 

O’Neill & Rehfeldt 

(2017) 

Four students 

(ages 19-21) 

diagnosed with 

an LD 

Using video-modeling, 

instructional videos, 

rehearsal, and feedback 

to teach students with 

disabilities how to 

respond to interview 

questions 

Multiple probe across 
participant design. Students 
received a pretest then 
computerized BST. The BST 
included 8 questions, each 
with their own (3-5 minute 
video). Videos included 
rehearsal, feedback, and direct 
instruction 

All participants reached 

mastery at 6-7 sessions 

and two maintained 

mastery for two months 

follow-up 

 

Satsangri et al. 

(2021) 

Three students 

(ages 16) with 

an LD in math 

CBVI in conjunction 

with a system of 

prompting to teach 

algebra (specifically 

graphing equations) 

Single-subject multiple probe 
design. One instructional 
video (7 min long) was created 
in conjunction with an app to 
allow students to use a stylus 
pen to solve problems. 
Students watched the same 
video repeatedly until mastery 

All three students 

demonstrated mastery by 

5-7 sessions. Students 

also maintained skills 

post-intervention (for at 

least 5 sessions) 

CBVI and Social Skills Instruction from 2010-2022 

Akmanoglu et al. 

(2014) 

Four students 

ages 4-6 

diagnosed with 

autism 

CBVI and graduated 

guidance (teacher 

coaching) together 

compared to CBVI alone 

to teach students how to 

role-play 

Adapted alternating treatment 
designs. All treatment was 
presented inside the 
classroom. Participants were 
taught two different role-play 
skills from the following: 
breakfast play and carrying 
fruits. Role-play skills and 
treatment conditions were 
randomized 

Both treatment methods 

were equally as effective 

for three participants. 

For one participant, only 

CBVI and graduated 

guidance was effective. 

Most students reached 

mastery within 20-30 

sessions and maintained 

skills up to four weeks. 
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Olcay-Gul (2016) Three 

participants 

(ages 20-23) 

diagnosed with 

a moderate ID 

CBVI and teaching 

students to “get better 

soon” in response to a 

sick person 

Multiple probe across 
participants design. Students 
watched daily intervention 
videos created by researcher, 
using video role-play, to tell a 
sick person to feel better. 
Intervention session lasted no 
more than five minutes. 
Probes administered in 
classroom to demonstrate 
skills acquisition 

All three participants 

reached mastery within 

five sessions and 

maintained for at least 

four weeks after 

Robinson-Ervin et 

al. (2016) 

Six students 

(ages 12-13) 

with ED 

Impact of CBVI on 

social skills acquisition 

(following directions and 

remaining on-task) 

Multiple probe across 
participants design. Students 
watched videos discussing 
what social skills were, why 
they were important, and 
complete mini assignments 
after watching videos of 
appropriate ways to follow 
directions and remain on task. 
Program consisted of CBVI 
and explicit social skills 
instruction in a small group. 
Lessons were presented daily 
and lasted 30-40 min 

All students showed 

improvement at the end 

of the 

program/intervention (20 

sessions). Skills 

generalized to other 

settings in the school 

(different classrooms and 

elective classes). 

Students with more 

interest in the 

intervention performed 

better 

Hetzroni & Banin 

(2017) 

Five 

participants 

(ages 11-15) 

with a mild ID 

Impact of CBVI on three 

behaviors: entry into 

school or classroom, 

asking for permission to 

take an item, and playing 

with a friend 

Single-subject across multiple 
baseline design across 
situations. Participants 
watched 3-5 minute video clip 
for each behavior, of peers 
acting expected and non-
expected behaviors. After 
videos, students participated in 
20 minute small group 
discussion and then 10 
minutes of role-play 

All students reached 

mastery criteria within 

six sessions and 

maintained for at least a 

month after the study 

conclusion 

CBVI and Safety/Danger Skills from 2010-2022 

Akmanoglu & 

Tekin-Iftar, (2011) 

Three students 

(6-11) 

diagnosed with 

autism 

CBVI and graduated 

guidance for teaching 

students with autism 

how to protect 

themselves from lures of 

strangers by saying “no” 

or taking five steps back 

from the stranger after 

the lure  

Multiple probe across 
participants design. Students 
watched videos of strangers 
giving lures to children and 
children giving correct 
responses. Students received 
training in community in 
classroom. In community 
setting, researchers gave 
immediate feedback on 
performance 

All students achieved 

criterion mastery within 

10 instructional sessions. 

Students maintained 

skills for four weeks and 

generalized to novel 

settings 
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Mechling & 

O’Brien (2010) 

 

 

 

 

 

 

 

 

 

 

 

 

 

Ozkan et al. (2013) 

 

 

 

Three adults 

(ages 12-20) 

diagnosed with 

mild to 

moderate ID 

 

 

 

 

 

 

 

 

 

 

Five students 

(8-13) 

diagnosed with 

a mild to 

moderate ID 

 

CBVI to teach students 

to request to stop using a 

bus signal and exit a city 

bus in response to a 

predetermined target 

 

 

 

 

 

 

 

 

 

 

CBVI to teach students 

to call specific 

emergency services in 

specific situations (i.e. 

fire versus police) and to 

orally recite the phone 

number (from a total of 9 

emergency numbers) 

Multiple probe across 
participants design. Instruction 
took place inside the 
classroom. Students watched 
video recordings (via first 
person mode) of an individual 
walking to the bus stop, 
getting out a bus pass, sitting 
down, riding the bus, looking 
for landmarks, and pressing 
stop at the designated 
landmark. Videos were 
presented using PowerPoint 
with a voice over explaining 
each step 
 
Multiple probe across 
behaviors. Instruction 
occurred 3-5 days per week in 
students’ classroom. Students 
watched a video starting with 
“what would you do if X.” 
Each video consisted of a 
different scenarios and 
response. Videos lasted 
approximately 10 minutes 
 

 
 

All students achieved 

criterion mastery within 

5-6 sessions, generalized 

to in-vivo experiences, 

and maintained for as 

long as 52 days post 

intervention 

 

 

 

 

 

 

 

 

All five students reached 

mastery criterion within 

12-46 sessions 

depending on the 

emergency service being 

presented. Participants 

maintained skills 4, 8, 

and 12 weeks post 

intervention 

Kelley et al. (2013) Four adults 

(ages 18-26) 

with a mild to 

moderate ID 

CBVI (using an iPod) on 

pedestrian navigation 

from various locations 

(correct and independent 

travel of a route and 

percent of correct 

pictured landmarks 

identified for each route) 

Multiple probe across 
participant design. Students 
were given a map and told 
how to get to various points. 
CBVI occurred on the iPod, as 
students were told to use the 
iPod to navigate their way. 
IPod training sessions lasted 
10 minutes. Researcher 
followed students to provide 
support if lost or technical 
support 

All four participants 

reached mastery criterion 

within 10 sessions and 

students could navigate 

routes independently and 

with researcher from 67-

232 days post 

intervention.  

Godish et al. (2017) Four male 

students (7-8) 

diagnosed with 

autism 

CBVI to teach boys with 

autism how to respond to 

stranger lures at a 

grocery store, 

community location, and 

park (by either yelling 

no, running away within 

10 seconds from a lure, 

and/or telling an adult 

within 10 seconds from 

the lure) 

Non-concurrent multiple 
baseline design across 
participants. Sessions lasted 
three times per week for one 
hour sessions. Students 
received in classroom and 
training in the home. Students 
watched three videos (5-6 
minutes long) and discussed 
them with the researcher after 

watching them 

 

All students reached 

mastery 4-6 sessions 

after intervention began. 

One student dropped 

from the study. All 

remaining students (3) 

maintained skills seven 

weeks after intervention. 
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Bell (2021) 

 

Six children 

(ages 6-11) 

diagnosed with 

autism 

CBVI to teach students 

how to respond when 

approached by a 

potential abductor 

(saying no, stop, or go 

away and tell a parent) 

Multiple baseline across 
participants design. Four 
videos were created to 
simulate stranger encounters. 
Each video lasted one minute 
and depicted correct responses 
to abductors. Students were 
then taken to the community 
for generalization 

All participants reached 

mastery criteria within 2-

5 sessions. Students 

maintained skills three 

months post intervention 

CBVI and Role-Play from 2010-2022 

Walker et al. (2016) Five 

participants 

ages 18-22 

with a 

moderate to 

mild ID 

CBVI and a simulated 

reality program to teach 

interview (eye contact, 

posture, hand gestures) 

and social skills 

(appropriate hand 

shaking, appropriate 

communication) through 

role-playing and 

coaching 

Multiple probe across days design. 
Students received CBVI, via 
virtual reality interviews followed 
immediately by in-person coaching 
sessions. Interview sessions 
consistent of 11 questions 

 

All five participants 

achieved mastery from 

6-8 sessions 

Note: LD: Learning Disability; ED: Emotional Disability; ID: Intellectual Disability; VM: Video Modeling; 
CTD: Constant-Time Delay; VP: Video Prompt; CVM: Continuous Video Modeling: DS: Downs’ 
Syndrome; BST: Behavior Skills Training 

 

Focus of the Current Study 

 Previous studies have focused on CBVI to teach students with disabilities life and 

functional skills. While some studies address social skills, few studies specifically address safety 

skills and appropriate interactions and responses to strangers (Akmanoglu & Tekin-Iftar, 2011; 

Bell 2021; Godish et al., 2017; Trevor et al., 2021). When investigating further, these few studies 

do not incorporate CBVI as the sole instructional component (Bell, 2021). Additionally, most of 

the literature presented focuses on students with a moderate to severe intellectual disability as 

participants for CBVI (Trainor et al., 2016) and students with autism as participants for social 

skills instruction. The current study is designed to examine the effectiveness of an instructional 

program consisting only of CBVI for teaching students with a mild ID how to respond to 

strangers.  
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Summary of the Literature Review 

 Transition services are required for all students with disabilities. Transition services are 

federally required to begin at age 16; however, many states begin the transition planning process 

much earlier. The earlier the transition planning is initiated, the better the outcome for students, 

as it is demonstrated that students with disabilities have poor post-secondary outcomes (Greene 

& Kochhar-Bryant, 2003). Students with disabilities have higher dropout rates and 

unemployment than their typical peers. Students with an intellectual disability have one of the 

poorest post-secondary outcomes out of all disability classifications, as students with cognitive 

impairments have deficits in social, cognitive, and adaptive skills (Francis et al., 2018). 

 A promising form of intervention to teach social, functional, and life skills is CBI, where 

students go out into community settings and receive direct skills instruction. CBI has been used 

successfully to teach various skills to students with disabilities (Walker et al., 2010).  CBI also 

shows strong support for generalization and maintenance of acquired skills (Cihak et al., 2004).  

 As effective as CBI is, there are times when CBI is not feasible, either due to the school's 

location, teacher, logistical, and scheduling barriers, health concerns, and/or mobility concerns. 

Additionally, CBI has essentially been put on hold with the recent COVID-19 pandemic, with 

schools and businesses requiring social distancing and COVID-19’s disruption of the entire 

United States education system. However, CAI and intervention strategies have continued 

without pause. Grounded in the theory of programmed instruction, CAI can provide students 

with simulated community experiences delivered in the home or classroom's comfort, safety, and 

security. Using the concepts of self-guidance and self-administration, CAI also effectively 

teaches a variety of functional, social, and life skills (Hu et al., 2020; Kucukalkan et al., 2019; 

Purrazzella & Mechling, 2013; Root et al., 2017).  
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 CAI can serve as a powerful intervention tool, incorporating static pictures, games, 

stories, and videos depicting real-life situations. CBVI is one adaptation of CAI. CBVI 

instruction is grounded in Albert Bandura's observational learning theory, which purports that 

learning occurs by watching others, retaining and internalizing the presented behaviors, and 

replicating them. CBVI with role-modeling in which students vicariously learn through others is 

a seamless example of observational learning in action. 

 With a growing emphasis on 21st-century learning and developing 21st-century skills, the 

efficacy of CBVI methodology to teach students with disabilities basic skills should be further 

explored. It is important to consider the sole strategy of CBVI for an intervention package for 

students with disabilities, as it could be quick and efficient for teachers given their current job 

demands. Using only CBVI, teachers would not need to provide individual or small group 

teaching or actively participate in the intervention. Additionally, using students with a mild ID as 

participants in research is not as common as using students with moderate to severe disabilities. 

When CBVI studies target social skills deficits, few target safety skills when encountering 

strangers (Robinson & Graham, 2019). The current research aims to address this gap in research. 

The CBVI in the present study replicated the intervention strategy utilized by Akmanoglu & 

Tekin-Iftar (2011) to examine the combined effect of CBVI for students with a mild ID on the 

acquisition of a strategy to respond to strangers.   
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CHAPTER 3: METHODOLOGY 

 As reviewed in chapter 2, CBVI is a powerful tool for teaching students with and without 

disabilities. Research supports using CBVI to teach a variety of both functional and academic 

skills to students with disabilities. CBVI is cost-efficient, easy to implement, and logistically 

feasible given the current COVID-19 pandemic. Students with a mild ID often have delays in 

social and communicative skills.  

 Research examining CBVI to teach students with disabilities social skills suggests 

positive outcomes (Fisher et al., 2020; Fox et al., 2020; Mailey et al., 2021; McCoy et al., 2016; 

Ramdoss et al., 2011). However, research using CBVI to teach social skills is emerging, 

especially when examining the impact for students with a mild ID. Studies that have evaluated 

the effectiveness of CBVI to teach social skills have utilized strategies such as video and peer 

modeling combined with gradual guidance (Akmanoglu & Tekin-Iftar, 2011), group discussion 

(Boles et al., 2019; Hetzroni & Banin, 2017) and/or social stories (Olcay-Gul, 2016; Scattone, 

2008) however, limited recent studies have examined utilizing only CBVI to teach students with 

a mild ID how to respond to strangers. Additionally, when teaching how to respond to strangers 

using CBVI, much research is devoted to participants with autism or severe disabilities 

(Akmanoglu & Tekin-Iftar, 2011; Akmanoglu et al., 2014; Gibson et al., 2017; Olcay-Gul, 

2016). A gap in the literature exists on the effect of CBVI for teaching students with a mild ID 

how to respond to strangers.  

 The purpose of this study was to investigate (a) the effectiveness of CBVI for students 

with a mild ID on the acquisition of strategy used to respond to strangers, (b) the degree to which 

these acquired skills generalized to novel situations, and (c) the perceptions of the parents and 

teachers on effectiveness and value of learning appropriate interactions with strangers through 

CBVI. This chapter addresses the participants, setting, materials, dependent variable, 
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independent variable, procedures associated with the experimental conditions, treatment fidelity, 

research design, and data analysis. 

Participants 

 Four students with a mild ID from an intermediate and middle school participated in the 

study. Participants were included in the study if they met the following inclusion criteria: (a) has 

a diagnosis of mild ID with an Intelligence Quotient (IQ) IQ Standard Score (SS) ranging from 

48-70, plus or minus the standard error of measurement in two significant areas of cognitive 

performance (verbal comprehension, fluid reading, visual processing, working memory, and/or 

processing speed) measured by a norm-referenced measure of cognitive processing (Zais, 2011), 

(b) has delays in adaptive behavior at least two standard deviations below the mean (SS=48-70), 

plus or minus the standard error of measurement in at least two adaptive skill domains measured 

by a norm-referenced teacher and parent adaptive behavior rating scale, (c) is annually assessed 

by the state assessment, (d) can manipulate a computer, (e) has adequate mobility skills, (f) has 

transition or social-emotional services listed on their IEP, and (g) demonstrates attending and 

imitating skills of at least five minutes.  

 All students who met the above criteria were included as participants in the study except 

for the following: students were excluded from the study if they took the annual state alternative 

assessment, had missed more than 10 days of unexcused instruction, and/or were enrolled in the 

district virtual education program. The primary researcher of this study verified the above 

inclusion criteria by reviewing each student’s academic and special education records (for 

criteria a-c and f) and through direct observations and parent/teacher reports of the student 

(criteria d, e, g).  

 For social validity measures, parents’ ages ranged from 40-55. Teachers who responded 

to the questionnaire were between the ages of 50-60 and had an average of 25 years of teaching. 
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The primary special education teachers who worked directly with the participants completed the 

survey. Teachers who completed the survey held certifications in teaching children with severe 

disabilities were both females. 

 Consent was obtained through legal guardian permission. Guardians signed parental 

consent forms allowing the researcher to access educational records. The legal guardian also 

signed informed consent to allow the student to participate in the study and verified that results 

might be used for publication within the appropriate confines of confidentiality (see Appendix 

A). Participants also signed assent forms (Appendix B) to participate in the study. Before written 

assent, the principal researcher read the assent forms to each participant once parental consent 

was obtained. Student descriptions including age, gender, disability, psychoeducational 

evaluation scores, special education services, and overall social skills are included below. 

Joshua 

 Joshua is a 13 year, 7-month-old African American male enrolled in seventh grade at a 

middle school. Joshua was diagnosed with a mild ID, according to his educational records. 

According to the most recent evaluation data, Joshua earned an IQ SS of 70 on the Kaufman 

Assessment Battery for Children- Second Edition Normative Update (KABC-2NU; Kaufman & 

Kaufman, 2018). Results suggested his overall weaknesses fell within the following cognitive 

abilities: verbal comprehension, long-term retrieval, visual processing, and nonverbal reasoning. 

Joshua’s mother completed the Adaptive Behavior Assessment System- Third Edition (ABAS-3; 

Harrison & Oakland, 2015) as part of his evaluations. Her ratings suggested delays in social 

(SS=70) and conceptual skills (SS=68). Joshua received all core academic instruction inside the 

special education self-contained classroom. He transitioned to elective classes, lunch, and recess 

independently throughout the day. Joshua was described by his teachers as helpful and creative.   
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 Academically, Joshua is reading independently on a second-grade level. He is able to 

identify first and second-grade sight words but struggles with reading fluency, decoding, and 

phonological awareness according to i-Ready diagnostic assessments (Curriculum Associates, 

2021). According to teacher data and i-Ready diagnostic assessments, Joshua writes on a 

kindergarten level. He has math skills that fall within the first-grade level, with weaknesses in 

math computation, basic math fluency, and addition/subtraction with regrouping.  

 Socially, Joshua was described by his teachers as friendly. According to his teacher, he 

does not initiate conversations with others or understand appropriate boundaries with adults, as 

he often touches or hugs adults at unexpected times. Joshua is more likely to talk and interact 

with adults than his same-aged peers. Joshua has expressive and receptive communication 

deficits that negatively impact his social skills, as he has difficulty with vocabulary, expressing 

his feelings, and sustaining a reciprocal conversation with others. According to his teacher, he 

rarely initiates conversations with others yet talks to those who first talk to him. Joshua’s 

strengths lie within his positive attitude towards school and others, cooperation, and willingness 

to do what is asked.  

 Joshua’s IEP includes transition services of 30 minutes per day to address future 

aspirations of becoming a chef. His IEP goals address delays with reading comprehension, 

reading fluency, answering ‘wh’ questions, money, addition, subtraction, and written expression. 

Observations and reports from his teacher indicate that Joshua can independently open his 

computer, retrieve assignments, and complete assignments for 15-20 minute intervals. He 

reportedly initiates classwork and assignments without teacher support. He can copy and imitate 

three-step directions. Additionally, he can navigate the school setting without physical support or 

accommodations and participates in PE classes similar to his peers.  

Terry  



CBVI AND RESPONDING TO STRANGERS  55 
 

 Terry is an 11 year, 6-month-old African American male enrolled in sixth grade at an 

intermediate school. Terry was diagnosed with a mild ID, and according to most recent 

evaluation data, Terry earned an IQ SS of 67 on the Wechsler Intelligence Scale for Children- 

Fifth Edition (WISC-V; Wechsler, 2014). Terry’s psychoeducational evaluation report indicated 

that his verbal communication skills were poor (SS=60); therefore, Terry was administered the 

Wechsler Nonverbal Scale of Ability (WNV; Wechsler, 2006) and earned an IQ SS of 68. 

Terry’s overall weaknesses lie within the following cognitive abilities: verbal comprehension, 

visual processing, working memory, and processing speed. Terry’s mother completed the 

Developmental Profile- Third Edition (DP-3; Alpern, 2007) as part of his evaluation, and her 

ratings suggested delays in adaptive behavior (SS=72). Terry’s adaptive delays lie within his 

communication and social skills.  

 Terry received all core academic instruction inside the special education self-contained 

classroom. Throughout most of Terry’s academic career, he received his primary academic 

instruction inside the special education setting. Throughout the day, Terry transitioned to elective 

classes, lunch, and recess independently and did not demonstrate a need for mobility 

accommodations when transitioning. Teacher observations suggested he demonstrates adequate 

mobility skills. Terry was described by his teachers as compliant and sweet. He is soft-spoken 

but will respond to teacher requests.  

 Socially, Terry’s teacher reported that he has few friends inside the classroom and spends 

free time with only one male peer in the class. According to his mother, he is not involved in 

afterschool activities. According to i-Ready diagnostic assessments, Terry is academically 

performing on a first-grade level in both math and reading. He struggles with decoding, reading 

fluency, and basic math computation skills. His teacher reported that Terry’s strengths lie in his 

pleasant demeanor, upbeat attitude, and eagerness to participate in class activities.  
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 Terry’s IEP did not include specific transition goals or services, as he is 11 and the age of 

transition planning in the current state does not formally begin until the age of 13; however, 

Terry’s IEP included social-emotional goals and services to address delays with appropriate 

interactions with peers and adults. Terry’s IEP included 400 minutes per week of behavior 

support to address social skill delays. According to his IEP, Terry does not sustain reciprocal 

conversations with adults. His teacher reported that he gravitates towards adults in social 

situations and is overly friendly with peers, which can cause him to be bullied. His IEP goals 

addressed delays with peer relationships, reading comprehension, reading fluency, and math 

problem-solving. Observations and reports from his teacher indicate that Terry could 

independently open his computer, retrieve assignments, and complete assignments for 15-minute 

intervals. He was able to copy and imitate three-step directions given at one time. He reportedly 

initiates classwork and assignments without teacher support.  

Natalie 

 Natalie is a 13-year 5-month-old Hispanic female enrolled in seventh grade at a middle 

school. Natalie was diagnosed with a mild ID, and according to most recent evaluation data, she 

earned an IQ SS of 62 on the WISC-V (Wechsler, 2014). Natalie’s overall weaknesses lie within 

the following cognitive abilities: verbal comprehension, visual processing, and working memory. 

Natalie’s mother completed the Vineland Adaptive Behavior Scales- Third Edition (VABS-3; 

Sparrow et al., 2016) as part of her evaluations, and her ratings suggested delays in adaptive 

behavior (SS=63). Natalie’s adaptive delays lie within her communication, social skills, and 

daily living skills.  

 Natalie received all core academic instruction in math, ELA, science, and social studies 

inside the special education classroom. She has received instruction via this format for her entire 

academic career. Throughout the day, Natalie transitioned to elective classes, lunch, and recess 
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independently without accommodations for mobility. Natalie was described by her teachers as 

easy to please. She could be anxious at times, and she has indicated to her teachers that she does 

not prefer to be in large crowds. According to her teacher, Natalie has only one friend but has 

verbally expressed the desire for more friends to her mother and teachers. She was not involved 

in afterschool activities and, according to her mother, has limited opportunities for socialization 

at home.  

 Academically and according to i-Ready diagnostic assessments, Natalie was performing 

at a kindergarten-grade level in both math and reading. According to her teacher, recent IEP data, 

and checklists, she struggled with phonics, vocabulary, and sight word recognition. She struggled 

with measurement and data, double-digit addition and subtraction, and place value in math. 

Natalie’s strengths fell within her ability to socialize with those she feels comfortable with, her 

politeness, and her sense of humor.  

 Natalie’s IEP included specific transition services of 30 minutes per day to address future 

aspirations of working in fashion or a clothing store. Her IEP goals addressed delays with 

reading comprehension, answering ‘wh’ questions, creating short stories and verbally sequencing 

events, oral expression, addition and subtraction, and writing with correct spelling and 

punctuation. Observations and reports from her teacher indicated that Natalie could 

independently open her computer, retrieve assignments, and complete assignments for 30-minute 

intervals. She was able to copy and imitate five-step directions. She reportedly initiated 

classwork assignments without teacher support.   

Michael 

 Michael is a 13 year six-month-old African American male enrolled in seventh grade at a 

middle school. Michael was diagnosed with a mild ID, and according to most recent evaluation 

data, Michael earned an IQ SS of 62 on the WISC-V (Wechsler, 2014). Michael’s 
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psychoeducational evaluation report indicated that his verbal communication skills were poor 

(SS=61); therefore, Michael was administered the Wechsler Nonverbal Scale of Ability 

(Wechsler, 2006) and earned an IQ SS of 64. Michael’s overall weaknesses lie within the 

following cognitive abilities: verbal comprehension, visual processing, working memory, 

nonverbal reasoning, and processing speed. Michael’s mother completed the VABS-3 (Sparrow 

et al., 2016) as part of his evaluations, and her ratings suggested delays in adaptive behavior 

(SS=62). Michael’s adaptive delays lie within his communication, social skills, and daily living 

skills. 

 Michael received all core academic instruction inside the special education self-contained 

classroom. Beginning in second grade, Michael has received his primary academic instruction 

inside the special education setting. Michael transitioned to elective classes, lunch, and recess 

independently throughout the day and did not demonstrate a need for mobility accommodations 

when transitioning. Teacher observations suggested he demonstrates adequate mobility skills. 

His teachers described Michael as very cooperative, friendly, and helpful. Michael was reported 

to be kind to others and often kept to himself inside the classroom. 

 Socially, Michael’s teacher reported that he has friends inside the classroom; however, he 

did not socialize with others not in his class. According to his mother, he is not involved in 

afterschool activities or church organizations. According to i-Ready diagnostic assessments, 

Michael is academically performing on a first-grade level in both math and reading. He struggles 

with sound-ID, decoding, letter recognition, and basic math computation skills. His teacher 

reported that Michael’s strengths fell within his willingness to cooperate, friendliness, and kind 

attitude.  

 Michael’s IEP included specific transition services of 30 minutes per day to address 

future aspirations of working in a video-game store. His IEP included goals to increase reading 
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compression, math computation, math problem solving, written expression, language processing, 

and typing speed. Michael also received 30 minutes of monthly occupational therapy support to 

increase his typing speed. His IEP also included social-emotional goals to address initiating 

interactions with others. According to his IEP, Michael does not sustain reciprocal conversations 

with adults or peers. Observations and reports from his teacher indicate that Michael could 

independently open his computer, retrieve assignments, and complete assignments for 20-minute 

intervals. He was able to copy and imitate two-step directions given at one time. He was 

reportedly independent with initiating and completing classwork in the school setting.  

Researcher 

 The primary experimenter, researcher, and data collector for this study was a doctoral 

candidate in multidisciplinary education. The primary researcher held a Bachelor’s degree in 

Psychology and Sociology, a Master’s degree in Psychology, and an Educational Specialist 

degree in School Psychology. The researcher held a teaching certification in School Psychology 

and has practiced in a school setting for the last ten years. The researcher has conducted research 

in cyberbullying, post-secondary transition assessments, and math interventions for students with 

a mild ID.  

Independent Observer   

 A special education teacher certified to teach students with multiple and severe 

disabilities helped gather data for procedural reliability by conducting observations as the 

independent observer. The independent observer used the procedural reliability checklist 

(Appendix F) to identify the appropriate steps of the intervention delivered by the researcher. 

The observer also conducted observations for interobserver agreement using Appendix C. The 

special education teacher was not a teacher of the participants and had at least five years of 

teaching experience.  
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Setting  

 The four participants were in grades 6-8 and attended an intermediate and middle school 

in the Southeastern United States. The schools were approximately less than one mile apart. At 

the intermediate school, approximately 414 students were enrolled. Forty-eight percent of the 

students lived in poverty, receiving free or reduced lunch. The school consisted of the following 

demographics: 74% Caucasian, 19% African American, and 7% Hispanic or Latino. At the 

middle school, approximately 317 students were enrolled. Thirty-eight percent of students lived 

in poverty, receiving free or reduced lunch. The school consisted of the following demographics: 

73% Caucasian, 22% African American, 4% Hispanic or Latino, and 1% Asian American.   

 Before beginning the study, an Institutional Review Board approval was obtained. The 

CBVI intervention trials occurred in a self-contained classroom for students with various 

disabilities in grades 4-6 (intermediate school) and 7-8 (middle school). In both classrooms, the 

baseline, intervention, and maintenance trials occurred at a small table at the back of the 

classroom. Pre-generalization and generalization probes took place at the playground of each 

school. In each classroom where CBVI was delivered, there were chrome book computers for 

every student and a SmartBoard in the classroom. During the intervention phase, CBVI video 

vignettes were shown on the researchers' Dell 5400 laptop computer, located within the students' 

classroom. In both classrooms where CBVI was delivered, one special education teacher and 

three adult paraprofessionals were present. Additionally, class ratios were equal, as there were 

seven students in each class. The intervention was conducted in ten-minute sessions for five days 

per week. 

Materials 

Observation Protocol 
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 Observers evaluated the role-play probes using an observation protocol developed by the 

primary researcher (Appendix C). The observer recorded, on paper, the time of day the 

trial/session began and ended, the experimental phase, the setting, and the correct behaviors 

demonstrated during role-play by circling yes or no on the observation protocol for each probe. 

The observer also determined if the 2-step behavior was correctly demonstrated, which included 

both a verbal and motor response from the participant within 4 seconds from the last word of the 

stranger’s statement for each of the four probes within the trial. The statement/lure being utilized 

for the probe was pre-written down on the observation protocol for the observer to reference to 

know when to begin the 4-second timing. A stopwatch was used for timing via the observer’s i-

Phone.  

 Appendix G lists the 44 stranger statements utilized during the baseline, intervention, and 

maintenance conditions. The lures created were authoritarian (e.g., “Your mom asked me to pick 

you up. Come here.”), incentive-based (e.g., “Hi. Come here and play with my cell phone.”), 

and/or assistance-based (e.g., “I think I’m sick. Will you help me?”). The principal researcher 

and independent observer each had a list of the 44 lures during data collection for reference.  

 Before the start of the study, all 44 statements were randomized in a sequence for each 

participant, using a random number generator. If the participant received all 44 statements during 

the study (baseline, intervention, maintenance), the random number sequence repeated itself. 

Additionally, a space for additional comments was provided on the protocol.  

Video Vignettes 

 The CBVI included video vignettes created by the principal researcher. Video vignettes 

were filmed from the perspective of a third person, using the participants’ peers as models. The 

vignettes were filmed to demonstrate how to appropriately respond to strangers. Stages of the 

vignette were acted, via role-play, in the video. Four separate videos were created, each 
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beginning with differing opening statements from a stranger, such as “Hey, don’t I know you? 

Come here,” “Hi, it’s Jamie. I know your mom, come over here,” “Hey, I’m lost can you come 

here and help me,” or, “Hi, I need some help. Can you help me?” The strangers used during the 

CBVI videos were different for all four videos. The strangers were an acquaintance of the 

principal researcher. Four students were selected to be model peers for the intervention, two boys 

and two girls. The chosen students were between the ages of 11-13, with each child filming one 

video. The children selected were from the school where the intervention took place and/or were 

acquaintances of the principal researcher. The setting of the recorded CBVI videos changed 

locations to include a parking lot, an outside area, a wooded area, and a picnic area as the 

background. The vignette lasted approximately 30 seconds. 

 The principal researcher’s voice was recorded within the video vignette, stating the 

appropriate responses as they appeared in the video. The appropriate responses to the strangers 

were replicated from the Akmanoglu & Tekin-Iftar (2011) study. For example, in the video, the 

stranger approached the child actor and stated one of the opening phrases, the video paused, and 

the participant heard the researcher’s voice say, “Say no.” The child actor then said, “No.” The 

video paused, and the participant heard the researcher’s voice say, “Take 4-5 steps back.” The 

child actor then took 4-5 steps back away from the stranger. The video ended after the child actor 

took 4-5 steps back away from the stranger.  

 Video vignettes 1 and 2 used female students as the model and included the 

demonstration of how to appropriately respond to strangers in the settings of the wooded area 

and parking lot. Video vignettes 3 and 4 used male students as the model and included the 

demonstration of how to appropriately respond to strangers in the outside area and the 

picnic/play area. Video presentation sequence (either video 1, video 2, video 3, or video 4) was 

randomized by a random number generator for each participant before the research study. The 
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randomized sequence was repeated in that order for the student during the intervention condition. 

For example, if the student was randomly assigned the sequence of video 1, video 2, video 3, and 

video 4, that sequence was repeated throughout the intervention condition.  

Other Technology 

 The principal researchers’ Latitude 5400 laptop computer was used to play CBVI video 

vignettes for the participants in the study. The principal researchers’ iPhone 11 was used to 

capture and record the CBVI video vignettes created for the participants to view. The 

researcher’s iPhone 11was also used for recording the researcher’s voice in the video. The 

iPhone 11 was password and face identification protected. Once the video vignettes were filmed, 

the videos were uploaded to the researcher’s Latitude 5400 laptop computer and saved within a 

password-protected file. Video vignettes were deleted from the principal researchers’ iPhone 11.  

 

 

Dependent Variable and Response Definitions  

 There was one dependent variable in this study, the percentage of correct responses from 

participants to the stranger’s statement. This study utilized the two-step task analysis developed 

by Akmanoglu and Tekin-Iftar (2011). There was only one possible correct participant response 

during the trials, which was defined as the participant giving a verbal response (saying no) and 

motor response (going 4-5 steps away from the stranger) within 4 seconds of the time he/she is 

delivered the last word of the statement from the stranger. The possible incorrect participant 

responses during the trials were as follows: (a): the participant did not give a verbal response 

(saying no) and/or a motor response (going 4-5 steps away from the stranger) within 4 seconds of 

the time he/she is delivered the last word of the statement from the stranger, (b): the participant 

gave a verbal response (saying no) but went with the stranger, and (c): the participant walked 
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away from the stranger (4-5 steps away) but did not give a verbal response (saying no) within 4 

seconds of the time he/she is delivered the last word of the statement from the stranger. Incorrect 

responses were recorded; however, only correct responses during the daily trials were counted 

towards criterion. The criterion to move from intervention to maintenance condition was 100% 

correct response for three consecutive trials. Appendix C was used to record the data taken on 

the dependent variable during baseline, intervention, maintenance, and generalization probes.  

Independent Variable 

 The CBVI intervention strategy for interacting with strangers was based on an adaptation 

of the work of Akmanoglu and Tekin-Iftar (2011). The Akmanoglu and Tekin-Iftar (2011) study 

included the combined use of CBVI, graduated guidance, and CBI to teach students with autism 

how to respond to lures from strangers. For the current study, the components of CBVI remained 

similar to those in the Akmanoglu and Tekin-Iftar (2011) study, including the video instruction 

for students to give a verbal response (saying no) and motor response (taking 4-5 steps away 

from the stranger) within 4 seconds of the time he/she was delivered the last word of the 

statement from the stranger. Similar to the Akmanoglu and Tekin-Iftar (2011) study, participants 

watched video vignettes of strangers and peer students interacting and role-playing the target 

skill. However, in the current study, participants did not receive graduated guidance or CBI. 

Rather, CBVI alone was presented, via videos, with no further instruction. Four role-play probes 

were administered within each session during baseline, intervention, and maintenance trials (i.e., 

each trial will consist of four role-play probes). The number of correct responses (0, 1, 2, 3, 4) 

was divided by the total number of probes (n=4) and multiplied by 100 to calculate a percentage. 

As stated earlier, a correct response included giving both a verbal response (saying no) and a 

motor response (taking 4-5 steps back from the stranger) within 4 seconds from the last word of 

the stranger’s statement.  
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 Bandura’s theory of observational learning was used to develop the independent variable. 

Based on his own research, Bandura believed that learning consists of observing and modeling 

another’s behavior. Bandura purported that individuals can learn from others through direct 

observation and challenged the notion that learning was a direct result of experience with the 

environment (Bandura, 1977). For example, under his theory of observational learning, Bandura 

argued that an individual could watch someone walk into a hole in the road and fall, and from 

that situation, learn that he or she should not walk into the hole or else they will also fall. The 

observing individual did not physically need to fall into the hole to understand the impact. 

Rather, was able to watch it happen and learn from that. This intervention followed a similar 

assumption: students could watch their peers’ role-play interactions with strangers via a video 

and learn how to interact with strangers without direct experience or small group training.  

Experimental Procedures 

 The experimental procedures consisted of five phases: pre-generalization, baseline, 

intervention, maintenance, and generalization. It is important to note that the special education 

teacher continued with daily instruction during all phases. Participants did not receive instruction 

on interacting with strangers, nor did they engage in role-play scenarios in their daily classroom 

lessons. 

Pre-Generalization 

 One week before beginning the study, participants were taken individually to the 

playground with the principal researcher while the stranger was out of view. The principal 

researcher indicated she needed to retrieve something from the hallway and for the participant to 

wait outside. A stranger who agreed to participate in the study approached the participant on the 

playground and attempted to interact with the participant. All students received the following 

lure in the pre-generalization condition, “Hey, I’m lost. Can you help me?” Immediately after the 
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participant’s response to the lure, the principal researcher came back into view of the participant 

and took the participant inside. 

 During the pre-generalization condition, data on the dependent variable was taken via one 

probe at the playground. Data were recorded on an observation protocol (Appendix C). To 

collect data for the pre-generalization condition, the principal researcher watched the participant 

and the stranger interact through the library window, which was close to the exit door to the 

playground. All participants received the pre-generalization role-play probe within the same 

week, with the same adult who served as the stranger. The pre-generalization probe was 

administered to ensure the participant did not already demonstrate the targeted behaviors before 

the intervention in the real-life setting. If the participant identified the target behavior during this 

condition, they were removed from the study. 

Baseline 

 After the pre-generalization phase, data on the dependent variable was gathered over five 

trials, with one trial a day for five days. Each trial consisted of four role-play probes. Data was 

recorded on an observation protocol for each participant (Appendix C). Data were recorded by 

the principal researcher and independent observer (for 55% of probes) inside the classroom. The 

independent observer collecting data for interobserver agreement (IOA) watched the researcher 

and participant in real-time during the trial. The independent observer was seated at the back of 

the room and was present in the classroom before the start of the intervention.  

 Within each baseline trial, four role-play probes were administered. At the beginning of 

the first role-play probe, the principal researcher stated, “Let’s role play. I’ll be the stranger, and 

you be the child,” and delivered the preassigned lure from Appendix G. As noted earlier, 

selection of the lure (1-44) from Appendix G was randomized by a random number generator. 

After the participant’s response, the principal researcher stated, “Let’s role-play again” and 
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delivered a different pre-assigned and randomized lure to the participant from Appendix G. This 

sequence was repeated for the remaining two role-play probes within that trial. The process was 

the same for all five baseline trials for each participant. Role-play probes administered during the 

baseline condition did not include any responses from the principal researcher. During the 

baseline condition, the special education teacher continued with daily instruction as planned for 

that day.  

 

 

Intervention 

 Once baseline was stabilized and data demonstrated a stable and predictable pattern 

documenting a low number of correctly identified behaviors, the participant with the lowest 

baseline score entered the intervention condition first while the other participants remained in the 

baseline condition. The next participant in the study moved from the baseline to intervention 

condition when the participant receiving intervention reached 75% correct or better (e.g., 

demonstrated both with a verbal and motor response within 4 seconds of the strangers lure for 3 

out of 4 probes within that trial), over three consecutive trials. Before the second participant 

moved into intervention, one baseline trial was administered to all participants in baseline 

(Ledford & Gast, 2018). This trial was administered to demonstrate a continued stable trend in 

baseline. The same procedures applied to all participants entering the intervention condition.  

  The intervention was shown as a CBVI video created by the principal researcher. The 

video was shown to the participant on the researchers’ Dell 5400 laptop computer. The 

intervention was implemented with consistency to each participant. During each trial, the 

researcher had the pre-assigned CBVI video waiting for when the participant arrived. For the 

first intervention trial, the following script was provided: “You are going to watch a short video. 
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You are going to begin now.” The participant then selected the play feature to access the video. 

The researcher ensured the participant was seated in front of the computer and watched the 

video, as evidenced by them looking at the screen. The researcher sat within two feet of the 

participant and monitored their behavior to ensure they were on-task. The researcher was seated 

slightly to the back of the participant, as not to cause distraction or interfere with watching the 

CBVI video. Since the video did not require participants to press any buttons or manipulate the 

computer after pressing play, the students were not required to engage with the computer after 

starting the video; rather, they were required to sit and watch the video. 

Role-Play Probes 

  At the immediate start of the second intervention trial, the researcher stated to the 

participant, “Let’s role play,” and the researcher said, “I’ll be the stranger, and you be the child. 

Make sure you role-play each behavior you saw yesterday during the video.” The researcher and 

the participant stood three feet away from each other. Wearing a mask was optional for the 

participant, but the researcher did not wear a mask. The researcher then delivered one of the pre-

assigned and randomized statements from Appendix G. If the participant made an error during 

the role-play probe, the researcher ignored the response and recorded it as incorrect. If the 

participant correctly identified the two steps, the researcher stated, “That’s correct, good job: and 

recorded the response as correct. The researcher then stated, “Let’s role play again,” and a 

different pre-selected statement from Appendix G was delivered. All role-play probes within the 

trial (n=4) followed the same format as described above. After the four role-play probes, the 

participant watched the preassigned CBVI vignette. The researcher stated, “You are going to 

watch a short video. You are going to begin now” and the CBVI vignettes began. Data on the 

dependent variable was recorded on an observation protocol (Appendix C).  
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 Role-playing occurred at the beginning of every intervention trial, except for the first 

trial, as a data collection measure. This was done to reduce the possibility that the participants 

immediately recalled the steps from the video and simply repeated those previously seen during 

CBVI.  

Maintenance  

 After achieving the criterion for mastery, which was100% correct responses for three 

consecutive trials on all four probes within that trial, the participant entered the maintenance 

condition. Maintenance trials occurred again in the classroom once a week until all participants 

reached the maintenance condition. Maintenance trials were conducted the same manner as 

baseline trials, and the same response definitions were used.  

Generalization 

 Once all participants successfully reached the maintenance condition, generalization trials 

occurred at the participants’ playground. Similar steps occurred for the generalization condition 

as the pre-generalization condition. A different stranger from the pre-generalization phase was 

used in the generalization condition. Post-generalization probes were administered within the 

same week that the final participant was in the maintenance phase of the intervention. All 

participants received generalization trials within the same day. The following statement was used 

for the generalization trial, “Hi, come here. Can you help me find my friend?” 

Treatment Fidelity 

Procedural Reliability 

 The independent observer used a 20-step checklist to gain procedural reliability to 

determine if the independent variable was used as initially planned (Appendix F). The 

independent observer was directed to circle the “+” or “-” on the checklist. A “+” indicated the 

step was completed, and a “-” indicated the step was not correctly performed. Steps 1-17 were 
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only used for baseline and maintenance conditions, while steps 1-20 were used for the 

intervention condition. Therefore, N/A was recorded if the participant did not have the 

opportunity to perform the behavior. N/A was already determined and circled by the primary 

researcher before the observation. Procedural reliability was gathered for 30% of all baseline 

trials, 59% of all intervention trials, and 70% of all maintenance trials. Procedural reliability was 

not taken during the pre-generalization and generalization probes. Procedural reliability was 

calculated by taking the number of correct steps, dividing by the number of possible steps, and 

multiplying by 100 to obtain a percent correct score.  

Interobserver Agreement 

 IOA was gathered on the dependent variable by the independent observer for 33% of the 

baseline, 52% of the intervention, 70% of the maintenance, and 50% of post-generalization trials. 

IOA was collected in person, with the independent observer watching the trial as it occurred. 

IOA was established to ensure that the data reported was as reliable and consistent as possible 

(Kennedy, 2005). The researcher trained the independent observer before the start of the study. 

Training sessions between the primary researcher and independent observer occurred after the 

school day using the observational protocol (Appendix C). The researcher and independent 

observer hand-scored sample probes by watching videos of correct and incorrect responses to 

lures from strangers. The principal researcher created the sample probe videos and included the 

videos created for the research study and outtakes of those videos where participants acted out 

incorrect behaviors’. The researcher and independent observer independently watched the four 

video vignettes of correctly acted behaviors and four video vignettes of incorrectly acted 

behaviors until 100% agreement was reached. The presentation of these videos during IOA 

training sessions was randomized. During IOA training sessions, an agreement was be calculated 



CBVI AND RESPONDING TO STRANGERS  71 
 

through an item-by-item comparison of agreements and disagreements (Tekin-Iftar & Kircaali-

Iftar, 2006).  

 For this research, IOA data was calculated using the item-by-item method (Tawney & 

Gast, 1984; Tekin-Iftar & Kircaali-Iftar, 2006). An agreement occurred when both the researcher 

and observer agreed that the correct 2-step behavior (verbal and motor response) was 

identified/acted by the participant. A disagreement was recorded if the task was not scored 

identically. Within each trial, IOA was gathered on each of the four role-play probes. IOA was 

calculated by dividing the number of agreed items for each probe divided by the number of 

agreed and disagreed items and multiplied by 100.  

Social Validity 

 Social validity data were gathered at the end of the intervention via a phone interview 

with parents and teachers by the principal researcher. The principal researcher called all parents 

and interviewed them within the same week. The social validity questionnaire was used to 

measure the parental (Appendix D) and teacher (Appendix E) perception of the ease and 

effectiveness of CBVI. Parents and teachers were interviewed after the generalization probes 

were administered. The questionnaire consisted of five/six yes or no questions addressing the 

efficacy and ease of the CBVI program and if parents perceived the program to be beneficial to 

their child and child’s behavioral performance. At the end of the interview, parents and teachers 

could add comments or elaborate on their responses. Parent and teacher reports are summarized 

in the results section and discussed in chapter five. 

Content Validity 

 The content included in the CBVI is a replication of the steps used in Akmanoglu and 

Tekin-Iftar's (2011) study. While the video locations, stranger lures, and peer models differed 

between the two studies, the two-step process taught to participants via video role-play remained 
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the same. The Akmanoglu and Tekin-Iftar (2011) study combined CBVI, graduated guidance, 

and CBI in their instructional program. In contrast, the current study included only CBVI as the 

instructional component within the intervention package.   

Research Design 

 The current study employed a single-case design. A multiple-probe across participants 

design was used (Kratochwill et al., 2010; Horner & Baer, 1978; Kadzin, 1976) to determine the 

effects of CBVI consisting of video modeling on the acquisition of a behavioral strategy to 

respond to strangers. A single-case design was chosen due to the low incidence of students with 

a mild ID and the limited number of students at the school settings with a mild ID. Reversal or 

withdrawal designs were not appropriate for this research study, as the strategies being taught 

cannot be unlearned or withdrawn from the participant (Cook & Cook, 2018). Additionally, 

continuous measurement of the baseline, as in multiple baselines design, was rejected in favor of 

a multiple-probe design. Continuous measurement of the baseline could result in practice effects; 

therefore, baseline measurement occurred intermittently during baseline (Horner & Baer, 1978). 

 The dependent variable in this study could also be measured repeatedly, which makes a 

multiple-probe across participants design a favorable choice. In this design, experimental control 

was demonstrated when the participant responded at or near baseline levels during probe trials 

before the intervention was introduced. The criterion was reached only after the intervention was 

introduced (Tekin-Iftar & Kircaali-Iftar, 2006; Wolery et al., 1998).  

Data Collection 

 At the beginning of each trial, data was collected and recorded by the researcher. Data 

was collected using the observation protocol (Appendix C). The expected behaviors were broken 

down into a two-step analysis on the protocol. Each behavioral step, verbal and motor, was either 

circled as “yes” for a correct display of the behavior and “no” for an incorrect display of the 
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behavior. For the final scoring of the probe, both the verbal and motor behaviors needed to be 

circled “yes,” indicating both behaviors were displayed by the participant for the probe to be 

considered correct overall. Across all baseline, intervention, and maintenance conditions, four 

probes were administered within each trial. One probe was administered in the pre-generalization 

and post-generalization trials. The percent correct was calculated by dividing the number of 

correct overall probes by the number of probes (4) and multiplied by 100 for a percentage. The 

total percent correct was recorded on the observation protocol. Accuracy was checked using 

interobserver agreement observations and procedural reliability ratings described previously.  

Data Analysis 

 Graphic data on the participants’ performance during baseline, intervention, maintenance, 

and generalization phases of the study was recorded visually on line graphs. Visual analysis of 

the graphs was conducted to observe the effects of the independent variable on the dependent 

variable. The line graphs were examined for three different dimensions: level, trend, and 

variability (Kratochwill et al., 2010; Kennedy, 2005). Level referred to the change in the level of 

the dependent variable from condition to condition. The level is the mean score for the data 

within a phase. Changes in the level of the dependent variable from baseline to intervention were 

recorded for each participant. If the dependent variable was much higher or much lower in one 

condition than another, the data suggested the treatment had an effect. 

 In this research, the trend referred to a gradual increase in the dependent variable across 

observations, after the intervention was introduced. The increasing trend in the dependent 

variable should occur only after the intervention was introduced to suggest causality and a 

positive treatment effect. The trend is the upward slant of the best fit straight line placed over the 

data points. The trend for each participant in each phase was evaluated as positive or negative.  
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 The variability of the data referred to the degree that the data points deviated from the 

trend line and was measured as high, medium, or low. In other words, the variability was the 

fluctuation of the data around the mean. A student must have demonstrated low variability in the 

baseline condition, suggesting a low and stable trend, to move from baseline condition to 

intervention condition. Low variability established a consistent pattern within the phase, which 

allowed for comparison of the next phase when the independent variable was introduced.  

 Lastly, the percentage of nonoverlapping data (PND) was calculated. Scruggs et al. 

(1987) suggest that for single-case designs, calculating the percentage of all data points in the 

intervention phase that exceed the value of the maximum point in the baseline phase (or PND) is 

a strong predictor of treatment efficacy. PND values over 90% suggest a highly effective 

treatment. Values of 70-90 are considered effective, values of 50-70 are considered questionable, 

and values below 50 are considered ineffective treatment (Scruggs et al., 1987). PND on the 

dependent variable was calculated for each participant.  

Social Validity 

 The parent and teacher responses for social validity were analyzed for the total number of 

“yes” responses and the number of “no” responses to each question. The number of responses to 

“yes” and the number of responses to “no” were summarized for each participant and recorded 

on Table 3 and Table 4. Open-ended responses were reviewed by the observer and reported in a 

summary format in chapter 5.  

Summary 

 This chapter presented an outline of the participants, setting, materials, dependent 

variable, and response definitions selected for the study. The independent variable and conditions 

associated with the experimental design were also discussed. Treatment fidelity and social 

validity measures were reviewed. Lastly, the research design and justification and data collection 
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and analysis procedures were discussed. The next chapter will review the results of the study and 

the data analysis.  
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CHAPTER 4: RESULTS 

 

 The purpose of the current study was to examine the effectiveness of an instructional 

program consisting of CBVI for teaching students with a mild ID how to respond to strangers. 

The research extended the limited research on the effectiveness of only utilizing CBVI to teach 

stranger awareness to students ages 11-13 with a mild ID. The research questions were: 

1. Is an instructional program consisting only of CBVI effective in teaching students with a 

mild ID (between the ages of 11-13) how to respond to a stranger? 

2. What are the effects of the instructional program on the generalization of the learned 

social interactions to novel situations with strangers in real-life experiences? 

3. What are parents' and teachers' opinions of the instructional program?  

 This chapter will present the results of the study in the following sections: (1) results of 

CBVI on teaching students ages 11-13 with a mild ID how to respond to a stranger, (2) results of 

the generalization of the learned skill to a novel setting, (3) results related to social validity, (4) 

results related to procedural reliability, and (5) results related to interobserver agreement.  

Response to Strangers  

 Students with a mild ID have difficulties responding to strangers. Students with a mild ID 

often have impaired social, communication, and adaptive skills. The dependent variable in this 

study was the percent of correct responses from the participant to the strangers’ statements. 

Figure 1 provides a visual display of results for participants’ responses to strangers during 

baseline, intervention, maintenance, and generalization conditions. This study utilized the two-

step task analysis developed by Akmanoglu and Tekin-Iftar (2011). There was only one possible 

correct participant response during the trials, which was defined as the participant giving a verbal 

response (saying no) and motor response (going 4-5 steps away from the stranger) within 4 

seconds of the time they are delivered the last word of the statement from the stranger. Results 
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for all participants indicated a functional relationship between the developed CBVI and the 

student’s response to a stranger. A positive experimental effect was observed for all four 

participants. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1 

Percent of Correct Responses from Participants to Strangers 
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 Note: Each data point represents the average score of four probes.  
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 To describe the effects of the intervention, visual analysis was used to examine changes 

in the data within and between conditions, including differences in level. Visual inspection of the 

data indicates all four participants showed a change in the level of correct responses to stranger 

lures after implementation of the CBVI (Figure 1). Level was calculated as the mean within each 

condition. Inspecting the level between phases also offers information about the immediacy of 

the intervention effect. The more immediate the effect after the intervention is introduced, the 

more conclusive is the functional relation between the variables (Kennedy, 2005). Trend results 

were positive for all four students. Trend refers to the line of best fit that can be placed over the 

data within a phase (Kennedy, 2005).  

 The percentage of non-overlapping data (PND) was calculated for the intervention phase. 

PND values over 90% indicate a highly effective treatment (Scruggs et al., 1987). Values of 70-

90 are considered effective, values of 50-70 are considered questionable, and values below 50 

are considered ineffective treatments. Table 2 summarizes the participants' mean scores for 

baseline and intervention conditions and the PND.  
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Table 2 

Summary of Mean and Range Scores for Baseline and Intervention Reported in Percentages 
 
Participant 

      Baseline       
Mean      Range 

   Intervention   
        Mean 

 
PND 

Michael 
 
Natalie                               
 
Terry 
 
Joshua 

 0             0    
 
12.5        0-25 
 
17.9        0-50 
 
28.1       0-50 

         57.5 
 
         90 
 
         90 
 
         83.3 

80 
 
100 
 
100 
 
83.3 

 

Michael 

 During baseline, Michael did not correctly identify the correct two-step response during 

any of the five trials (n=20 probes). Intervention scores had an average of 57.5%. Visual analysis 

of the graph shows an ascending trend during intervention. By the end of the intervention, 

experimental effect was established. For Michael, the change was gradual. Changes in the level 

of the dependent variable were noted during the fourth session. Michael’s trendline began 

positive and returned to baseline on the second trial. However, after the fourth trial, data began to 

trend positively, maintaining a higher trend than when in the baseline condition.   

 Michael took 11 trials to reach the mastery criterion (100% correct trials over three 

consecutive days). Data were not gathered during the first intervention session for any 

participants, as the first session consisted only of CBVI. At intervention trial nine, baseline 

measures were administered to all remaining participants in baseline to demonstrate a continued 

stable trend for the remaining participants. The total instructional time for Michael to reach the 

mastery criterion was 2 hours over 11 consecutive trials (days). Michael had 80% PND, 

suggesting the treatment was effective.  

 Maintenance data collected one, two, three, and five weeks (due to spring break) after the 

intervention ended were all 100% correct. One generalization probe was administered to Michael 
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approximately one week after the intervention ended for the final participant. The generalization 

probe took place at the school playground with a novel stranger. Generalization data was 100% 

correct.  

Natalie  

 During baseline, Natalie’s scores ranged from 0% to 25% correct during the six trials 

(n=24 probes), with an average of 12.5% correct. Intervention scores had an average of 90% 

correct. Visual inspection of the graph shows an ascending trend during intervention. Data 

demonstrated a clear and immediate level and trend change. By the end of the intervention, 

experimental effect was established. Natalie took six trials to reach the mastery criterion. On 

intervention trial four, baseline measures were administered to all remaining participants in 

baseline to demonstrate a continued stable trend for the remaining participants. The total 

instructional time for Natalie to reach the mastery criterion was 55 minutes over six consecutive 

trials (days). Natalie had 100% PND, indicating that the intervention was highly effective for 

her.  

 Maintenance data collected one, two, and four weeks (due to spring break) after the 

intervention ended were 100% correct. One generalization probe was administered to Natalie 

approximately one week after the intervention ended for the final participant. The generalization 

probe took place at the school playground with a novel stranger. Generalization data was 100% 

correct. 

Terry 

 During baseline, Terry’s scores ranged from 0% to 50% correct during the seven trials 

(n=28 probes), with an average of 17.9% correct. Intervention scores had an average of 90% 

correct. Visual inspection of the graph shows an ascending trend during intervention. By the end 

of the intervention, experimental effect was established. Data demonstrated a clear and 
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immediate level and trend change. Terry took six trials to reach the mastery criterion. At 

intervention trial four, the final baseline measure was administered to the last remaining 

participant in baseline. The total instructional time for Terry to reach the mastery criterion was 

60 minutes over six consecutive trials (days). Terry had 100% PND, indicating that the 

intervention was highly effective. 

 Maintenance data taken one and three weeks (due to spring break) after the intervention 

ended was 100% correct responses. One generalization probe was administered to Terry 

approximately one week after the intervention ended for the final participant. The generalization 

probe took place at the school playground with a novel stranger. Generalization data was 100% 

correct. 

Joshua 

 Joshua’s scores ranged from 0% to 50% during baseline, with an average of 28.1% 

correct during the eight trials (n=32 probes). Intervention scores had an average of 83.3% 

correct. Visual inspection of the graph shows an ascending trend during intervention. By the end 

of the intervention, experimental effect was established. Data demonstrated a clear and 

immediate level and trend change. Joshua took seven trials to reach the mastery criterion. The 

total instructional time for Joshua to reach the mastery criterion was 60 minutes over seven 

consecutive trials (days).  

 Joshua had 83.33% PND, suggesting the treatment was effective. Maintenance data taken 

two weeks after the intervention ended (due to spring break) was 100% correct. One 

generalization probe was administered to Joshua approximately one week after the intervention 

ended. Generalization data was 100%.  

Trinity 
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 Trinity’s scores ranged from 0% to 50% correct during baseline, with an average of 21% 

correct over seven trials (n=28 probes). Before her fourth baseline session, Trinity was placed on 

home-based instruction due to anxiety. She did not return for the remainder of the intervention 

and, therefore, was removed as a participant from the study as she no longer met the inclusion 

criteria.   

Social Validity 

 Table 3 and Table 4 represent results related to social validity. After the generalization 

probe, parents and teachers were administered a questionnaire (Appendix D and Appendix E) via 

interview format consisting of five yes/no questions. The principal researcher interviewed all 

parents within the same week. At the end of the interview, parents were allowed to provide 

additional comments.  

Parental Perceptions 

 Table 3 represents the parental social validity responses. Since Trinity dropped from the 

study, her mother was not interviewed; therefore, four parents responded to the survey. All four 

parents responded yes to the five questions, indicating they felt their child enjoyed and benefited 

from the intervention, that the intervention improved their interactions with strangers, and that 

their child would benefit from continued instruction in stranger awareness. All four parents also 

reported that knowing how to respond to a stranger is important.  

 When providing additional comments, one parent reported feeling satisfied knowing her 

child was safer after participating in the study. Two parents reported that their children came 

home from school and shared the strategies taught in the intervention and, therefore, felt their 

children enjoyed the intervention. One parent asked if the same type of intervention method 

(CBVI) could be used to teach other skills, as her child reported he liked to “watch the people on 
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the computer acting.” All parents commented with gratitude and thanks for including their child 

in the study.  

Table 3 

Social Validity Questions and Responses for Parents 

Question                  Yes      No        

1. My child enjoyed participating in this role-play activity.    4 0  

2. Did this intervention help improve your child’s interaction with strangers? 4 0 

3. Do you think your child benefitted from being a participant in the study? 4 0 

4. Do you think your child would benefit from continued social skills  

instruction on this topic?       4 0 

5. Do you think knowing how to respond to a stranger is an important  

skill to have?         4 0  

Teacher Perceptions 

 Table 4 represents the teacher responses to social validity questions. Students in the study 

represented two classrooms; therefore, two teachers responded to the survey. The interview 

survey consisted of six yes/no questions. Teachers reported that the intervention appeared easy to 

implement, as they observed the researcher and participant during the intervention and saw how 

quickly the intervention was implemented. Both teachers reported that they felt the students 

enjoyed the intervention and that the intervention was helpful, as evidenced by the students 

talking excitedly about their participation. Both teachers also reported that this was something 

they will likely implement in the future and that stranger awareness is an important skill to have.  

 When providing additional comments, the middle school teacher reported that this 

intervention was important to her class, as she has not been allowed to go out in the community 

for CBI due to COVID-19 restrictions and transportation issues. She also reported this is an 

important skill for the females in her classroom, as female students in her class are overly 
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friendly with others. She indicated she would like to share these videos with all students in her 

classroom. 

 The teacher from the intermediate school reported being surprised by how easy and quick 

the intervention was to administer, as she was able to watch the intervention inside the 

classroom. She indicated that the earlier we begin transition planning for students with 

disabilities, the better the outcomes will be. She was encouraged by the outcomes and was asked 

if the researcher could continue her work with other students in the classroom. 
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Table 4 
 
Social Validity Questions and Responses for Teachers 

Question                  Yes      No 

1. My students enjoyed participating in this role-play activity.   2 0  

2. Did this intervention help the students interact appropriately with other 

strangers?         2 0 

3. Do you think the students benefitted from being part of this study?  2 0 

4. Do you think the study was easy to implement?     2 0  

5. Is this something you could do in your classroom?    2 0 

6. Do you think knowing how to respond to a stranger is an important 

 skill to have?          2 0 

Procedural Reliability 

 An independent observer collected procedural reliability for 30% of all baseline trials, 

59% of all intervention trials, and 70% of all maintenance trials. Procedural reliability was not 

taken during the pre-generalization and generalization probes. Procedural reliability was 

calculated by taking the number of correct steps, dividing by the number of possible steps, and 

multiplying by 100 to obtain a percent correct score. Procedural reliability was 99% for baseline, 

99% for intervention, and 100% for maintenance trials. 

Interobserver Agreement 

 

  An independent observer collected interobserver agreement data for 33% of the baseline, 

52% of the intervention, 70% of the maintenance, and 50% of generalization trials. For this 

research, IOA data was calculated using the item-by-item method (Tawney & Gast, 1984; Tekin-

Iftar & Kircaali-Iftar, 2006). IOA was calculated by dividing the number of agreed items for 

each probe divided by the number of agreed and disagreed items and multiplied by 100. 

Interobserver agreement for baseline trials was 100%. Interobserver agreement for intervention 
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trials was 100%. Interobserver agreement for maintenance trials was 100%. Interobserver 

agreement for generalization trials was 100%. 

Summary 

 Findings from this study indicate that all four participants increased their ability to safely 

respond to the lures of strangers during the intervention condition. Acquisition of the targeted 

skills was relatively quick for all four participants, ranging from six trials to eleven trials to reach 

the mastery criterion. As each trial represents one day, 75% of the students (Natalie, Terry, and 

Joshua) acquired the skill within approximately one week. Michael took approximately two 

weeks to acquire the skill. All four participants generalized the skill to a novel setting. 

 Social validity data revealed that all parents felt the intervention was beneficial to their 

child and was a useful skill to have. Teachers reported the intervention was quick and efficient 

and something they could incorporate into their classrooms. Teachers considered this 

intervention acceptable and important. Chapter five presents an in-depth discussion of all these 

results.  
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CHAPTER 5: DISCUSSION 

 The purpose of this study was to examine the effectiveness of an instructional program 

consisting of CBVI for teaching students with a mild ID how to respond to strangers. The 

purpose was to extend the limited research on the effectiveness of utilizing only CBVI to teach 

stranger awareness to students with a mild ID between the ages of 11 and 13. Current research 

surrounding the use of CBVI often excludes students with low incidence disabilities under the 

age of 13 (Boles et al., 2019; Gibson et al., 2017), and when young students are included as 

participants, limited studies exist teaching stranger safety skills to students with a mild ID.  

 The primary measure was the correct identification of a two-step behavioral response to 

the lure of a stranger. The behavioral response was developed by Akmanoglu and Tekin-Iftar 

(2011) and included both a verbal and motor response, with both responses needed to be 

considered correct. The current study employed a single-case design. A multiple probe across 

participants design was utilized to determine the relationship between the intervention and the 

dependent variable. A multiple probe across participants design was selected, as repeated 

measurement of the baseline would likely result in practice effects. Additionally, reversal or 

withdrawal designs are not considered appropriate for the skill being taught, as the target skill is 

a safety skill. Students’ ability to generalize the skills to a novel setting was also measured.  

 Results of this study indicated a functional relationship between the CBVI consisting of 

video role-play and the acquisition of a two-step behavioral strategy to interact with strangers. 

During intervention, all students increased their scores from baseline and did so relatively 

quickly. After six intervention trials, Natalie and Terry correctly demonstrated the two-step 

behavioral strategy with 100% correct responses over three trials. Joshua took seven trials to 

reach mastery criterion. Michael took the longest of the four participants, with 11 intervention 

trials required to reach the criterion for mastery.  
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 The participants' total instructional time ranged from approximately 50 minutes (Natalie, 

Terry, Joshua) to two hours (Michael). All participants had 100% correct responses over all 

maintenance trials. Michael, who took the longest instructional time to acquire the skill, 

demonstrated maintenance for up to five weeks post-intervention. Additionally, all four 

participants could generalize the acquired strategy to a different setting with a novel stranger. 

Teachers and parents reported the intervention was socially important and valuable. The 

following is a discussion of the results, limitations to the study, recommendations for future 

research, and implications for practice.  

CBVI and Response to a Stranger 

 The results of the present study indicate that for all four participants, CBVI resulted in 

increased appropriate responses to strangers. All participants increased their scores from 

baseline. On average, students needed seven CBVI sessions to reach the mastery criterion. Three 

of the four participants met the criterion within six to seven CBVI sessions. One participant 

reached the criterion within 11 CBVI sessions. All participants quickly reached the mastery 

criterion (100% correct responses to all four probes within a trial, for three consecutive trials). 

The results suggest this intervention can be a quick and efficient way to teach appropriate 

responses to strangers. These results resemble those from previous studies that demonstrated 

rapid acquisition of safety skills using CBVI (Bell, 2021) and rapid acquisition of social skills 

(Macpherson et al., 2014) using CBVI.  

 Additionally, all participants maintained their skills throughout the study, with Michael 

maintaining the skill five weeks after his intervention ended. No other instructional 

methodologies, feedback, or teaching were provided to the participants aside from the direct 

CBVI, suggesting that CBVI by itself can be utilized to teach safe responses to strangers. 

Previous research using CBVI to teach danger skills and social skills, including the Akmanoglu 
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& Tekin-Iftar (2011) study for which the current study used as a framework, included CBVI and 

an additional component for skill acquisition. Other research has incorporated CBVI and 

additional components, such as direct and individual instruction (Mechling et al., 2014), peer 

modeling (Mousa Al-Salahat, 2016), CBI (Goddish et al., 2017), or feedback (Goo et al., 2016; 

O’Neill & Rehfeldt, 2017). These results expand the current literature that suggests using only 

CBVI to teach safety skills can be an effective intervention (Bell, 2021).  

 The participants in this study were also younger (ages 11-13) than most students included 

in CBVI research. Most CBVI research is dedicated to transition-age children (Boles et al., 2019; 

Gibson et al., 2017; Trevor et al., 2021; Walker et al., 2010). This research suggests that 

transition planning at a young age can be incorporated into a child’s instructional programming 

with minimal time taken from academic instruction, as the average length of each CBVI session 

was ten minutes per day. With teachers being required to teach at a fast pace and most 

instructional time focused on academics (Merritt, 2016), this intervention appeals to both 

teachers and students. Teachers report needing quick, easy, and effective instructional programs 

that require minimal planning and preparation on their end, and the results of this research fit 

those demands (Hopkins & Dymond, 2020). While the initial development of the CBVI took 

approximately five hours (i.e. recruiting participants, creating four videos, finding community 

locations), once the initial materials were developed, this intervention was easy to implement. 

The initial start-up time required is a one-time occurance that teachers must consider, however, 

the repeated use and ease of implementation must also be considered.  

 In addition, previous research using CBVI often focuses on students with severe 

disabilities or autism as participants (Akmanoglu & Tekin-Iftar, 2011; Akmanoglu et al., 2014; 

Gibson et al., 2017; Olcay-Gul, 2016). The current research expands the effectiveness of CBVI 

for students with a mild ID. When teaching social and safety skills to students, students with 
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autism are often included as participants, as the disability is marked by impairments in social 

interactions and reciprocal communication (Charlop et al., 2018). However, students with a mild 

ID also have communication and social impairments and can benefit from safety and social skills 

instruction (Gibson et al., 2017; Hedley et al., 2017; Hetzroni & Banin, 2017). The current 

research supports the benefits of expanding social and safety skills instruction to students with 

various disabilities.  

 The current study also extends the research that suggests CBVI alone, without CBI, can 

be an effective means of instruction for students with disabilities. While research has suggested 

that CBVI and CBI can be a powerful combination to increase skill acquisition and increase 

generalization (Boles et al., 2019; Mechling, 2008; Ramdoss et al., 2011), the current results 

suggest that CBVI on its own can be a powerful instructional tool as well. With the current 

COVID-19 pandemic and teacher and logistical barriers to implementing CBI, the current 

intervention is a promising solution to address barriers out of a teacher’s control. Having an 

intervention that requires limited technology, space, and resources for implementation might be 

appealing to school staff. Incorporating CBVI within part of the transition planning process is 

also a convenient way to teach transition skills. 

CBVI and Skill Generalization 

 During the pre-generalization phase, all four students could not identify the correct two-

step behavioral strategy to respond to a stranger. At the end of the intervention, all four 

participants generalized the learned skill to a novel situation with a stranger in a real-life setting. 

All students were able to identify and demonstrate the two-step behavioral strategy correctly. 

While Joshua only had one week between his final intervention session and generalization, 

Michael had four weeks between intervention and generalization and demonstrated the correct 

behavioral response in a novel setting.  
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 Generalization is an essential component of single-case research design (Kennedy, 2005). 

In an ideal research design, students from differing populations would participate in research. 

However, that is not logistically possible. Generalization of the research results allows students 

to demonstrate that they can take what they learned and apply it to a novel, real-life setting, thus 

allowing the researcher to measure how broad the behavior can be demonstrated. Students need 

to be able to take skills learned, via a computer or in the classroom, and demonstrate that to a 

new situation. Generalization of the skills demonstrates a transfer of knowledge from one setting 

to another and is especially important when learning social and safety skills (Akmanoglu & 

Tekin Iftar, 2011; Bassette et al., 2018; Mechling & O’Brien, 2010; Robinson-Ervin et al., 2016). 

Discussion of Social Validity 

 Social validity data were collected from parents and teachers. Parents and teachers were 

asked to answer questions via an interview with the principal researcher about the intervention's 

ease, effectiveness, and importance. Gathering both teacher and parental input is important to 

understand the social validity of the intervention from multiple perspectives. Parental support 

and teacher buy-in are important for the success of an intervention (Carter et al., 2012). Parents 

and teachers should feel included in their child’s education and be able to provide input 

(Rooney-Kron & Dymond, 2021). Research suggests that students with disabilities have better 

post-secondary outcomes when both teachers and parents are involved in the transition planning 

process (Rowe et al., 2015; Kim & Dymond, 2010; Rooney-Kron & Dymond, 2021). With 

teachers reporting limited time in the day to plan and prepare lessons, having a quick, easy, and 

effective intervention that can be repeatedly implemented is valuable. 

 Parental Perceptions. All four parents who responded to the interview questionnaire 

reported feeling that their children benefitted from being part of the study. Not only did parents 

report that the intervention helped improve their child’s interaction with strangers, some parents 
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indicated their child had open conversations with them about the importance of stranger safety 

and not talking to strangers. All four parents reported that knowing how to respond to a stranger 

was an important skill for their child and all four parents wished for continued instruction on 

social skills and stranger safety for their children.  

 In the section for open-ended comments or remarks, one parent was in favor of safety 

skills and stranger awareness instruction beginning in early elementary school. She reported that 

she has been talking about stranger awareness with her daughter since she was five. She felt all 

schools should discuss safety skills with students, regardless of disability status. One parent 

indicated that the world is not as safe as it used to be and that she felt incorporating a computer 

component into the intervention was what kept her son engaged. Three out of four parents asked 

if the intervention could be continued or used to teach a different social or safety skill.  

 Teacher Perceptions. Two teachers represented the classrooms where students were 

selected. Both teachers responded positively to the intervention questionnaire, indicating that 

their students enjoyed the activity and benefitted from participating in the study. Equally as 

important, both teachers felt the intervention would be easy to implement and something they 

could incorporate with all their students with differing disabilities. Both teachers noticed 

improvements in their students’ ability to respond to strangers. In a section for open-ended 

comments or remarks, one teacher reported that her typical CBI experiences are still on hold or 

are limited in number due to COVID-19. She felt this was a promising alternative to CBI, given 

the pandemic. Additionally, another teacher reported being pleased with the computer 

component of the intervention, especially since kids enjoy the computer, the computer is 

engaging, and much instruction has switched to online since COVID-19.   

Limitations 
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 Several factors limited this study. First, due to the small sample size, the findings of this 

study might be hard to generalize to other populations, including those with lower cognitive 

abilities. Second, participant attrition occurred. One participant dropped from the study as she 

experienced anxiety due to circumstances within her family and had difficulty transitioning from 

home to school. As a result of her school anxiety, she was placed on home-based instruction for 

the remainder of her 2021-2022 school year, which disqualified her as a participant in this study. 

Before being placed on home-based instruction, her baseline data was stable with low variability, 

similar to other participants’ baseline data. Based on other participants’ performance during the 

intervention phase, one might predict she would have responded positively to the intervention; 

however, those conclusions cannot be made on her performance.  

 Third, the current worldwide COVID-19 pandemic limited these results, as students who 

opted for virtual instruction were not included in this research. The current research study was 

designed to be implemented via face-to-face with participant and researcher interaction 

important for the role-play data collection measures. In previous school years before COVID-19, 

virtual instruction was not an option for students. However, due to health and safety concerns, 

students in grades kindergarten through six were given the option to attend school virtually for 

the 2021-2022 year. Three students from one classroom and two from the other opted for virtual 

instruction, which limited the participant selection process. 

 Fourth, the principal researcher also served as the stranger for the daily role-play probe 

sessions. The familiarity with the researcher could have impacted the participants' responses, as 

they might not have viewed the researcher as someone dangerous. Due to COVID-19 and 

restrictions on adults in the building, this limitation could not be avoided.  

 Fifth, parents and teachers were interviewed to gather social validity data. Parents were 

first emailed the survey to compete anonymously; however, the response rate was low; therefore, 
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the principal researcher called parents and spoke to teachers in person. Social validity responses 

were not anonymous; therefore, it is difficult to rule out the Hawthorne Effect, where individuals 

change their behavior because they know they are being observed and interviewed. The 

researcher cannot rule out that the respondents may have provided answers they thought would 

be positive or pleasing to the principal researcher. Also, the parents did not observe the 

intervention taking place; therefore, their responses to the social validity questions were based on 

reports from their children and observations of their behaviors at home, without direct 

observation of the intervention taking place. 

 Only two teachers represented the results from the social validity questionnaire. While 

that occurred because students represented only two classrooms, having two teachers respond to 

the questionnaire might make it difficult to generalize their responses and perceptions to other 

individuals. More individuals responding to the questionnaire might strengthen the social validity 

findings.  

 Lastly, the setting of the research is a limitation. The research took place in two schools 

in the Southeastern United States, which might not be representative of the United States. Being 

confined to the classroom walls, where instruction for other students was still taking place, could 

be a limitation. Participants might have responded to the intervention differently if the setting 

had been changed to a smaller or more private location or if more settings were used for the role-

play probes. 

Recommendations for Future Research 

 Future studies using CBVI to teach appropriate responses to strangers should use 

differing and larger populations. Since this is the only known study utilizing only CBVI to teach 

students with a mild ID appropriate responses to strangers, it would be useful to generalize these 

results to students of differing disabilities, including participants with autism, learning disorders, 
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ADHD, and those with moderate to severe intellectual disabilities. It would be important to 

utilize students of the same age (ages 11-13) to demonstrate generalization across disabilities and 

ages. 

 In addition, future research could be directed at replicating the study but with younger 

participants. Research has suggested that the earlier the transition planning can begin, the better 

the outcomes for students (Greene & Kochhar-Bryant, 2003; Papay et al., 2015). Therefore, 

replicating this study with younger participants might be social and academically beneficial. 

Research has also suggested that implementing social skills training at a young age is helpful for 

students with disabilities (Deitchman et al., 2010).  

 All four participants in this study demonstrated adequate communication skills before the 

intervention. Throughout the intervention, all four students attempted to discuss their decision to 

say “no” to the stranger in more depth than what was required. Two students tried to reason with 

the stranger during role-play and explain why they should not go with her. While the dialogue 

helped understand the participants thinking responses, it opened a door for conversation and 

persuasion from a potential stranger. The study's goal was to have the student immediately say 

no and walk away. Conversing with the stranger about the moral and safety concerns of 

interacting with strangers was not anticipated. Future research should consider additional 

components of the CBVI to include more dialogue or more steps involved in correct responses 

(i.e., more verbal responses and motor responses than utilized in the current study). 

Perhaps future research could include a discussion session after the role-play probes, in 

which the participant and researcher discuss why it is not safe to go with strangers. The 

discussion session could include multiple scenarios or “what-ifs” in which the participant would 

be required to reason through a stranger safety situation. Additionally, the two-step analysis in 

the current study could be expanded to include more steps and actions identified by the 
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participant. Future research should explore the idea of engaging in safe “small-talk” with 

strangers to assist in helping students with a mild ID respond to a stranger’s simple question but 

not divulge too much personal information during a conversation. At a young age, intervention 

should focus on keeping children safe in response to any stranger; however, as children get older, 

teaching safe “small-talk” could be a useful social skill for teenagers and young adults to learn.  

While research suggests that varying forms of CBVI are a powerful instructional tool for 

teaching household tasks (Mechling et al., 2014), purchasing skills (Goo et al., 2016), interview 

skills (O’Neill & Rehfeldt, 2017), algebra (Satsangri et al., 2021), social skills (Olcay-Gul 2016; 

Robinson-Ervin et al., 2016), and safety skills (Akmanoglu & Tekin-Iftar, 2011; Bell, 2021; 

Ozkan et al., 2013; Goddish et al., 2017), adding various instructional settings and CBI might 

also be helpful for generalization. Future research should include role-playing probes in a 

naturalistic setting with multiple strangers serving as adults during the role-play probes. Indeed, 

there could be stronger generalization effects when different settings are used during the 

intervention (Karimi & Nazari, 2021; Westman, 2021). 

Additionally, future research could explore the topic of responding to strangers who are 

community helpers, for example, police officers or firefighters and/or public workers, such as 

librarians or nurses. CBVI could be utilized to teach students to respond differently to strangers 

in uniforms compared to strangers at a grocery store. A helpful intervention could also be to 

utilize CBVI to assist in decision making, for example, when it might be safe or necessary to talk 

to strangers, but with caution. Future research could incorporate an instructional component that 

teaches participants that not all strangers are bad, yet to initially treat even strangers in uniforms 

with apprehension. 

Rather than role-play probes in the classroom, it could be beneficial to role-play in 

various community or school settings to collect data, similar to the research by Olcay-Gul (2016) 
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and Akmanoglu & Tekin-Iftar (2011). Adding additional settings and strangers will assist in the 

generalization of the skill across locations. Akmanoglu & Tekin-Iftar (2011) utilized various 

settings and strangers in their research. The first phase of their study consisted of CBVI in the 

classroom, and the second phase utilized CBI through different settings on the school campus. 

During the second phase, 27 strangers were used to deliver the lures to participants. This 

instructional design was beneficial for students with autism; however, research replicating this 

design with students with a mild ID could also be a topic of further research.  

Future research should gather social validity measures for participants. Participants in this 

study were verbally fluent and could sustain reciprocal conversation with adults. The researcher 

underestimated the conversational skills of the participants in the current study. More research is 

needed on how the participants felt and on their perceptions of the ease and efficacy of this 

intervention. The results would be useful data for the instructional and transition planning 

process.  

Lastly, future research should continue to explore using only CBVI (i.e., CBVI and no 

other instructional method) to teach various skills, from community-referenced to social skills. 

Other social skills, including initiating and sustaining conversations, saying thank you, 

comforting a friend, or even other safety skills such as calling 911 in an emergency, could easily 

be taught using only CBVI. Research utilizing only CBVI could expand these results and those 

from Bell (2021) that only utilized CBVI as an instructional practice.  

Implications for Practice 

 Based on the findings of this study, in conjunction with previous research studies, it 

appears that CBVI is a powerful tool to teach students with a mild ID how to respond to 

strangers with two simple steps, saying no and walking away. The CBVI utilized in this research 

was easy and simple to implement. While the initial development of the intervention took 



CBVI AND RESPONDING TO STRANGERS  99 
 

approximately five hours, the finished product (i.e. CBVI videos) can be utilized for years. 

Within two weeks, all four participants reached the mastery criterion. All participants maintained 

their skills and generalized those skills to a novel setting and situation. CBVI can be utilized to 

teach almost any skill, in any location, with any population (Boles et al., 2019), thus extending 

its power beyond the classroom walls.  

 Safety skills are important for all children. Assertively addressing a potential abductor by 

saying “No” will bring attention to the stranger from others and will halt their actions. In 

addition, walking or running away will get the child out of a dangerous situation and away from 

the potential abductor. Short, simple, and assertive steps are important for students to utilize 

during stressful and life-threatening situations. Educators can utilize the underlying strategies 

and methods of CBVI to teach safety skills and social, community, life, and transition skills.   

 The current results expand the findings from Bell (2021), who used only CBVI to teach 

students with autism how to respond to strangers. These results suggest that CBVI is a valuable 

instructional tool for students of varying disabilities and ages. In addition, this research extends 

the work of Akmanoglu & Tekin-Iftar (2011), who utilized CBVI and CBI to teach students with 

autism how to respond to strangers. However, the current research applied only CBVI, which 

was time and cost-efficient and included fewer staffing and logistical requirements than the 

Akmanoglu & Tekin-Iftar (2011) study. 

 In light of the current COVID-19 pandemic, CBI was paused for many students. Due to 

the disruption of the entire educational system in the United States, students lost valuable 

instruction in learning life and social skills in the community. The current research results 

suggest that, for certain skills, students might not require all the elements of CBI to acquire 

social and safety awareness skills. While CBI is certainly valuable, and research has 

demonstrated the effectiveness of CBI for years across skills (Bakken, 2019), CBI is not 



CBVI AND RESPONDING TO STRANGERS  100 
 

logistically feasible for all students (Hopkins & Dymond, 2020). All participants in this research 

study were able to acquire the target skill relatively quickly, maintain the skill from one to five 

weeks, and generalize the skill to a new setting with a novel stranger. With a growing emphasis 

on technology in the classroom (Allcoat et al., 2021), the current research expands the positive 

outcomes associated with CAI and CBVI. 

 The preparation time, intervention session length (approximately five minutes), and 

logistical requirements make this research appealing to teachers and staff who are already 

burdened with teacher preparation (Hopkins & Dymond, 2020) and content recovery due to 

learning loss from COVID-19 (Kaffenberger, 2021; Kuhfeld et al., 2020). This intervention 

could be utilized during social-emotional learning activities or when direct instruction is 

provided to other students in small groups. The intervention can be created and implemented by 

a classroom teacher, as the only requirement from the classroom teacher would be to create the 

videos and engage in role-playing. The creation of the videos, recruitment of students for video-

modeling, and scouting of locations for videos is the most time-consuming piece of the 

intervention. Once the videos are created, they can be utilized for years to come. The videos 

themselves take anywhere from one to five minutes to create but can be replayed in the 

classroom during school and be shown to children of all ages. The creation of the videos is 

considered a minor requirement compared to the potential benefits of saving a child’s life from a 

stranger. In addition, the students themselves could easily be taught to retrieve the videos and 

play them without teacher support. To save more valuable instruction time, the intervention 

could also occur in a small group instructional arrangement.  

 Students with a mild ID who are trying to earn a high school diploma often have limited 

time in their schedules for CBI or extensive transition planning. This study demonstrates that 

even quick interventions requiring a limited number of resources can be beneficial for teaching 
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stranger awareness. CBVI can be incorporated rather quickly into a student’s daily routine, 

requiring five minutes or less of academic time per day. Progress monitoring of these skills can 

also be done with quick and simple observations throughout the school or via teacher checklists 

and interviews. While this intervention aimed to teach stranger awareness, conclusions can be 

drawn from these results and previous studies that other social, safety, and community-

referenced skills can be taught in the same way (Boles et al., 2019; Gibson et al., 2017; Green et 

al., 2017; Hansen & Morgan, 2008; Mechling & O’Brien, 2010; Root et al., 2017; Rice et al., 

2015).   

 One final implication for practice is the support for transition planning to begin at an 

earlier age than what is federally mandated. The current research supports the movement for 

transition planning to begin during the early teenage years. The participants in this study were 

between the ages of 11 and 13 and responded positively to the intervention. We must not wait 

until children are 16 to consider the transition from school to post-secondary opportunities. 

While most educators see the value in early transition planning (Carter et al., 2014), more 

informal intervention opportunities should be provided before formal transition planning, such as 

those presented by the current research. Expanding the idea of transition planning to include 

social skills training, community experiences, and safety skills instruction for students in 

elementary school will be helpful across the lifespan.   

Conclusion 

 Research exploring the use of CBVI suggests that CBVI frequently includes a CBI 

component (Bassette et al., 2018; Horn et al., 2020; Taber-Doughty et al., 2013), includes 

students with more severe disabilities as participants (Gibson et al., 2017; Trainor et al., 2016), 

and includes older students as research participants (Boles et al., 2019). In addition, much CBVI 

research has focused on teaching community-referenced skills (Gibson et al., 2017; Mechling & 



CBVI AND RESPONDING TO STRANGERS  102 
 

O’Brien, 2010; Ozkan et al., 2013). Limited research exists about utilizing only CBVI to teach 

stranger awareness to young students with a mild ID. This study expands the body of research 

and contributes to the efficacy of utilizing CBVI to teach transition skills to students. 

 Transition services are a coordinated set of activities designed to assist students with 

disabilities in the transition from high school to post-secondary life. Under federal law, transition 

planning begins at the age of 16; however, many states begin transition planning before this 

requirement. The results from the current research support the benefits of beginning transition 

planning in elementary school. This research supports incorporating social skills and safety skills 

in the early transition planning process. Social skills are the building blocks for future success 

post-high school and should be taught early in a child’s educational career (Deitchman et al., 

2010; Newman et al., 2011). 

 The present study offers several contributions to the literature on CBVI and teaching 

appropriate responses to stranger lures. Findings from this study indicate that the use of CBVI 

has a positive effect on teaching responses to stranger lures. Under this multiple-probe design, 

experimental control across four participants was provided for CBVI and teaching appropriate 

responses to strangers. Along with high treatment fidelity, the description of the intervention 

procedures was thorough and allows for others to replicate the study across settings and 

participants. 

 The present study adds to the literature by demonstrating that CBVI can be used on its 

own to teach young children with a mild ID how to respond to strangers. Students with a mild ID 

are often unable to participate in the level of transition planning activities that students with more 

severe disabilities participate in (especially CBI) due in part to their academic requirements. 

Also, managing all the expectations of a well-developed transition plan can be difficult for 

teachers who serve children with various disabilities and can be difficult to fit into the school day 
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(Kim & Dymond, 2010). This relatively quick, easy to implement, and effective intervention can 

be a solution to these difficulties facing overburdened teachers and students.  

 In addition, these research findings suggest that the acquired skills via CBVI can be 

generalized to a new setting with a novel stranger. All participants in the study increased their 

scores from baseline during the intervention. Participants learned how to respond to strangers via 

CBVI, maintain those skills, and demonstrate the skill in a real-world setting.  

 Teachers and parents reported positive responses to the intervention. Both parents and 

teachers viewed the research as socially valid and an important skill for children. Teachers 

appreciated the ease of implementation and the positive impacts on their students’ stranger 

awareness skills. After participating in the study, parents reported feeling safer for their children. 

They expressed the desire for their child to participate in more CBVI and expand it to other 

social skills. 

 In conclusion, the present study resulted in improved responses to stranger lures for all 

participants. The research contributes to the field of education and special education a research-

based practice that improves the safety skills of students ages 11-13 with a mild ID. With an 

education system relying heavily on technology and 21st-century skills, the design of this study is 

appealing, as it is easily incorporated into classroom instruction and delivered virtually. The 

rapid skill acquisition for all four participants makes this research design appealing to teachers 

and beneficial for students. 
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APPENDIX A: PARENTAL CONSENT 

 

 
MINOR PARTICIPANT IN HUMAN 

SUBJECT RESEARCH AUTHORIZATION 
 
 

Introduction 
My name is Chelsey Simmons and I am a doctoral candidate at Coastal Carolina University. As 
the parent or legal guardian of a minor child, I would like to ask for your authorization to invite 
your child to take part in my research study entitled, “Teaching Students with a Mild Intellectual 
Disability how to respond to Strangers using Computer-Based Video Instruction.” You are free 
to talk with someone you trust about your participation in this research and may take time to 
reflect on whether you wish for your child to participate or not. If you have any questions, I will 
answer them now or at any time during the study. 
 
Purpose 
The purpose of this research study is to teach students with a mild intellectual disability a 
strategy to appropriately interact with strangers in a social setting, through computer-based video 
instruction. This intervention will consist of your child watching videos of their peers interacting 
safely and appropriately with strangers using a strategy. Your child and the principal investigator 
(PI- Chelsey Simmons) will then engage in role-playing scenarios where they act out the 
strategies with support and guidance. Before and after your child masters the strategy, he or she 
will have the opportunity to demonstrate their skills with people unfamiliar to them. The 
unfamiliar people are known to the principal investigator, have passed a background check, and 
have been approved by the school. We will evaluate if your child learned the strategy by role-
playing and observations. Your child is being considered for this study because they have been 
identified by their teacher as having the prerequisite skills to begin learning about appropriate 
interactions with strangers.  
 
 
Procedures 
During this research study, your child will be asked to participate in an intervention where they 
learn a strategy to appropriately respond to strangers in a variety of settings. Each day, your child 
will watch one video and engage in role-playing with the principal investigator. The video will 
consist of an adult actor and a child actor engaging in role-play demonstrating how to safely 
respond to a stranger, to include saying “No” and taking 4-5 steps back. The video will be filmed 
at four different locations and last approximately 20 seconds each. Each day, your child will 
watch a different video (for a total of four videos). At the end of the study, your child will 
demonstrate knowledge by generalizing this strategy to the school-playground.  
 
 
Duration  
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For this research study, your child’s participation will be required every day, for a total of 10 
minutes per session, until they reach the mastery criterion (approximately four to five weeks). 
The intervention will occur daily in the classroom next to your child’s special education 
classroom. At this time, you child would typically be reviewing the class calendar, reviewing the 
class schedule, or working on the computer. You child will not be missing instructional academic 
time.  
 
Rights 
You do not have to agree to authorize your child’s participation in this research study. If you do 
choose for them to participate, you may choose to withdraw them from the study at any time 
once the study begins. There is no penalty for not participating or withdrawing from the study. 
 
Risks 
During this research study, no risks or discomforts are anticipated. Minimal risks of nervousness 
or frustration about role-playing with the principal researcher or learning a new skill might 
occur.  This risk will be minimized by using praise and encouragement during the instruction and 
by discontinuing if they child begins to act out or expresses a desire to quit.  
 
Benefits 
By agreeing to allow your child to participate in this research study, they will learn social skills 
to assist them in interacting with strangers in a safe way. You child will enhance his or her 
communication and social skills by participating in this study, which will assist them as they 
transition throughout school.  
 
Confidentiality 
Unless you provide consent to the contrary, the confidentiality of your child’s participation in 
this research study, your child’s responses or any individual results will be maintained by the PI 
and all members of the research team. All paper records for this study will be stored in a locked 
filing cabinet and destroyed after one year following the completion of this research. All 
electronic records will be password-protected and also destroyed after one year following the 
completion of this research.   
 
Note that confidentiality will only be violated when required by law or the ethical guidelines of 
the American Psychological Association. This usually includes, but may not be limited to, 
situations when responses indicate that a participant, or another clearly identified individual, is at 
risk of imminent harm or situations in which faculty are mandated reporters, such as instances of 
child abuse or issues covered under Title IX regulations. For more information about Title IX, 
please see the University’s webpage at: https://www.coastal.edu/titleix/. 
 
Sharing the Results  
As the principal investigator on this research study, I plan to share the results of this study by 
using the information for my Doctoral dissertation.  All identifying student information will be 
kept confidential and pseudonyms will be used when writing the results. These results might also 
be submitted for a publication and/or conference presentation.  
 
Compensation 
There is no financial compensation to the participant for participation. Additionally, it will cost 
you nothing for your child to participate in this study.  

https://www.coastal.edu/titleix/
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Contacts 
If you have any questions about this research study, please feel free to contact Chelsey Simmons 
by phone 843-655-5926 or csimmo1@coastal.edu.  
 
My Dissertation chair on this study is Dr. Suzanne Horn and she can also be contacted by phone 
843-349-4044 or email shorn@coastal.edu  
 
The Institutional Review Board (IRB) under the Office of Sponsored Programs and 
Research Services is responsible for the oversight of all human subject research conducted 

at Coastal Carolina University. If you have any questions about your rights as a research 
participant before, during or after the research study, you may contact this office by calling 
(843) 349-2978 or emailing OSPRS@coastal.edu. 
 
This research study has been approved by the IRB on 2/14/2022. This approval will expire on 
2/13/2023 unless the IRB renews the approval prior to this date. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

************************************************************ 

mailto:csimmo1@coastal.edu
mailto:OSPRS@coastal.edu
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Consent  
 
I have read this form and have been able to ask questions of the PI and/or discuss my child’s 
participation with someone I trust. I understand that I or my child can ask additional questions at 
any time during this research study and am free to withdraw my child from participation in the 
study at any time.  
 
 

I agree for my child to take part in this research study. 
 
 

I agree to allow my child’s name or other identifying information to be included in 
reports, publications and/or presentations resulting from this research study. 
 

I DO NOT agree to allow my child’s name or other identifying information to be 
included in reports, publications and/or presentations resulting from this research study. 

 

 
Parent’s Signature: _____________________________  Date: ___________________________  
 
Printed Name of Parent: __________________________________________________________ 
 
Signature of Principal Investigator: _________________________________________________ 
 
Printed Name Principal Investigator: ___________________________Date: ________________ 
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APPENDIX B: STUDENT ASSENT 

 

Assent Form for Minors 

Teaching Students with a Mild Intellectual Disability how to respond to Strangers using 
Computer-Based Video Instruction 

My name is Chelsey Simmons and I am a student at Coastal Carolina University. I am doing a 
study to see if children can learn how to safely interact with strangers.  

If you want to be in my study, you will watch a video everyday of children role-playing with 
adults. You will then role-play with me what you learned in the video. We will do this role-play 
every day. I will watch you and sit with you while you watch the videos. You will learn how to 
interact with strangers in a safe way.  

You can ask me questions any time. You do not have to be in the study if you do not want to. 
Once you start the study, you can stop any time you want. Nobody (parents or teachers) will be 
mad at you if you want to stop. 

I hope that this way of learning how to interact with strangers will help you and others stay safe 
and feel safe. I am not sure if it will. This study will not hurt or scare you in any way. It is 
created to help you now, and when you get older.  

When the study is done, I will use the results to help other people learn how to be safe with 
strangers. I will write the results in a report. I will not use your name and nobody will know you 
were involved. I will share the information I find out with you and answer any questions you 
have.  

If you want to be in the study, please sign your name below and write the date. 

 

_________________________________    ________________________ 

Signature of Minor Participant     Date 

_________________________________ 

Printed Name of Minor Participant  

___________________________________    ______________________ 

Signature of Principal Researcher     Date 
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APPENDIX C: OBSERVATIONAL PROTOCOL 

Participant:____________________   Date:_________________________ 

Observer: _____________________   Start Time:____________________ 

        End Time:____________________ 

Phase:   Baseline   Intervention    Maintenance   Post-Generalization 

Setting: ________________________________  

Probe 1   Lure #:    __________________________________________________ 

When the stranger delivers the statement, student provides                Yes/No 
verbal response of “no”, within 4 seconds (verbal response)  
 
When stranger delivers the statement, student provides a motor    Yes/No  
response of taking 4-5 steps back, within 4 seconds (motor response) 

   Did the participant demonstrate both behaviors:  Yes/No 

Probe 2   Lure #:    __________________________________________________ 

When the stranger delivers the statement, student provides                Yes/No 
verbal response of “no”, within 4 seconds (verbal response)  
 
When stranger delivers the statement, student provides a motor    Yes/No  
response of taking 4-5 steps back, within 4 seconds (motor response) 

   Did the participant demonstrate both behaviors: Yes/No  
 
Probe 3  Lure #:   __________________________________________________ 

When the stranger delivers the statement, student provides                Yes/No 
verbal response of “no”, within 4 seconds (verbal response)  
 
When stranger delivers the statement, student provides a motor    Yes/No  
response of taking 4-5 steps back, within 4 seconds (motor response) 

   Did the participant demonstrate both behaviors: Yes/No  

Probe 4  Lure #:   __________________________________________________ 

When the stranger delivers the statement, student provides                Yes/No 
verbal response of “no”, within 4 seconds (verbal response)  
 
When stranger delivers the statement, student provides a motor    Yes/No  
response of taking 4-5 steps back, within 4 seconds (motor response) 

   Did the participant demonstrate both behaviors: Yes/No 

 

Total probes with both a verbal and motor response (circle number):  0,  1,  2,  3,  4,  

Additional Observer Comments:   



CBVI AND RESPONDING TO STRANGERS  135 
 

APPENDIX D: PARENT SOCIAL VALIDITY QUESTIONAIRRE 

Parent Social Validity Questionnaire 

Parent: ____________________ Interviewer:______________________ Date:______________ 

Please state your responses to the following questions. If you would like to add additional 

comments, please feel free to say them at the end. 

1. My child enjoyed participating in this role-play activity.  Yes No 

 

2. Did this intervention help improve your child’s interactions with  Yes No 

strangers?          

 

3. Do you think your child benefitted being a participant in this  Yes No 

study? 

 

4. Do you think your child would benefit from continued social  Yes No 

skills instruction on this topic? 

 

5. Do you think knowing how to respond to a stranger is an   Yes No 

important skill to have?  

 

Additional Comments: 
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APPENDIX E: TEACHER SOCIAL VALIDITY QUESTIONAIRRE 

Teacher Social Validity Questionnaire 

Teacher: ____________________ Interviewer:______________________ Date:_____________ 

Please state your responses to the following questions. If you would like to add additional 

comments, please feel free to say them at the end. 

1. My student enjoyed playing in this role-play activity.  Yes No 

 

2. Did this intervention help the student interact appropriately  Yes No 

 with strangers? 

 

3. Do you think the student benefitted from being part of  Yes No  

this study? 

 

4. Do you think the study was easy to implement?   Yes No 

 

5. Is this something you could do in your classroom?    Yes No 

 

6. Do you think knowing how to respond to a stranger is an  Yes No 

important skill to have? 

 

Additional Comments: 
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APPENDIX F: PROCEDURAL RELIABILITY CHECKLIST 

Key: Circle “+” for the steps completed. Circle “-” for the steps not completed. “N/A” will already be 

circled for the step if it is not applicable during that trial.  

Phase Key: Baseline (B), Intervention (I), Maintenance (M)  

Date:_______________________ Observer:______________________ Phase:_____________ 

1. Researcher ensures participant is 3 feet away.  (+      -     N/A) 

2. Researcher gives signal phrase “Let’s role play. I’ll be the stranger and you be the child. Make 

sure you role-play each behavior you saw yesterday during the video” to start trial.  

       (+      -     N/A) 

3. Researcher delivers an opening phrase/lure.  (+      -     N/A) 

4. If the participant engages in a correct behavior the researcher states, “That’s correct.” An 

incorrect behavior is ignored.     (+      -     N/A) 

5. Researcher records data on observation protocol . (+      -     N/A) 

6. Researcher says “Let’s role play again” and ensures student is still 3 feet away. 

       (+      -     N/A) 

7. Researcher delivers a different opening phrase/lure. (+      -     N/A) 

8. If the participant engages in a correct behavior, the researcher states, “That’s correct.” An 

incorrect behavior is ignored.     (+      -     N/A) 

9. Researcher records data on observation protocol . (+      -     N/A) 

10. Researcher says “Let’s role play again” and ensures student is still 3 feet away.  

       (+      -     N/A) 

11. Researcher delivers a different opening phrase/lure. (+      -     N/A) 

12. If the participant engages in a correct behavior, the researcher states, “That’s correct.” An 

incorrect behavior is ignored.     (+      -     N/A) 

13. Researcher records data on observation protocol.  (+      -     N/A) 

14. Researcher says “Let’s role play again” and ensures student is still 3 feet away. 

       (+      -     N/A) 

15. Researcher delivers a different opening phrase/lure. (+      -     N/A) 

16. If the participant engages in a correct behavior, the researcher stats, “That’s correct.” An incorrect 

behavior is ignored.      (+      -     N/A) 

17. Researcher records data on the observation protocol.  (+      -     N/A) 

18. Researcher then says, “You are going to watch a short video. You are going to begin now.” 

       (+      -     N/A) 

19. Researcher has CBVI video vignette open for student to view. 

       (+      -     N/A) 

20. Researcher ensures participant is watching the video and researcher is seated to the back of the 

student, within two feet.     (+      -     N/A) 

Additional Comments:  
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APPENDIX G: LIST OF LURES 

1. Hey, don’t I know you. Come here. 

2. Hi, I think I know your mom. Come here. 

3. Hi, will you help me get something out of my car? 

4. Can you help me with my car? 

5. Hi, come here. I have a toy for you. 

6. Do you like candy? Come here.  

7. Hi, will you help me put my groceries in my car? 

8. Your mom asked me to pick you up, come on. 

9. Hi, will you come with me? 

10. Hi, I’ll buy you a drink if you come with me. 

11. Hello, I’ll buy you candy if you come here.  

12. Hi, do you like toys? I have one. Come here.  

13. Can you help me carry this to my car? 

14. Can you help me find my phone in my car? 

15. Hi, your grandma sent me to pick you up. Come here. 

16. Hey, your dad asked me to come get you. Come here.  

17. Hi, I’m lost. Can you help me? 

18. Hi, I can’t find my car. Will you help me? 

19. Hi, I lost my daughter. Can you come here and help me.  

20. Hi, I lost my son. Can you help me find him? 

21. Hi, come here, will you help me find my friend? 

22. Hi, what’s your name? Come here. 

23. Hi, do you like snacks? I have one in my car. 

24. Hey, let’s go. 

25. Hi, I hurt my arm, will you help me? 

26. Hi, I’m hurt. Can you come with me? 

27. Hi, will you come here and play with my cell phone. 

28. Hi, will you come here and see my iPad. 

29. I broke my leg, will you carry my groceries to my car? 

30. I lost my dog, will you come and help me find him, 

31. I lost my car, will you come and help me find her. 

32. Your mom sent me to pick you up. Come here. 

33. Your dad sent me to pick you up. Come here. 

34. Hi, I’m a friend of your grandma’s. Come here. 

35. Come here and see my new car. 

36. Hi, I can’t find my phone. Will come and help me? 

37. I spilled my groceries, will you help me? 

38. Can you walk here and help me, I’m hurt. 

39. Hi, I’m scared. Will you help me? 

40. I can’t find my wife, will you help me? 

41. I can’t find my husband, will you help me? 

42. I think I’m sick. Will you help me? 

43. I just wrecked my car, will you help me? 

44. Do you like snacks? Do you want to come here and get one? 

 


	Teaching Students with a Mild Intellectual Disability how to Respond to Strangers using Computer-Based Video Instruction
	Recommended Citation

	tmp.1682954284.pdf.NcVb4

