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Abstract: In recent years, there has been a considerable increase in the number of university students
with disabilities in Spain, as in other countries. Access to and completion of studies in higher
education has been identified as a factor that improves the educational and labor inclusion of
these people. However, this group of students faces difficulties in completing their studies, as they
encounter problems in carrying out their internships, which is an obligatory element of many degrees.
Our quantitative research study presents the results of the Generating Professional Skills (GPS)
program for the development of vocational maturity based on training itineraries, carried out by
the University Unit of Attention to People with Disability. The main results show an increase in
vocational maturity and position tutoring as a fundamental part of the educational inclusion process,
as well as a key role of the support services for those with disabilities to experience a more inclusive
and quality education, thus aligning with objective 4 of the 2030 Sustainable Development Goals.
SDG. The information collected allows us to conclude that these programs increase the vocational
maturity and the knowledge and competencies of students with disabilities and, therefore, are key
elements for the success in accessing and obtaining internships and for the successful completion of
their studies.

Keywords: inclusive education; vocational maturity; higher education; internship; disability support
offices; soft skills

1. Introduction

The inclusion of internships as a curricular subject for university degrees represents a major
change experienced by universities since the establishment of curricula adapted to the European
Higher Education Area, together with the modification of teacher training methods, students’ ways
of working, and incentives for international mobility. Competency-based learning is undoubtedly
one of the relevant elements of the training model proposed by the European Higher Education
Area EHEA [1–4], in addition to the students’ autonomous work, the reinforcement of both academic
tutoring, and more appropriate evaluation systems in which the student plays the leading role [5,6].

In Spain, as in other countries [7,8], the number of students with disabilities has recently increased,
although this group of students still constitutes a relatively low percentage of the total number of
students. In fact, during the academic year 2005–2006, the figure for this group was 7247 individuals [9],
rising to 22,190 in the academic year 2018–2019, according to the guidelines for the support of persons
with disabilities in universities introduced by the Universia Foundation in the “IV Study on University
and Disability” [10]. The data regarding the total number of individuals who access and complete
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their university studies stands at 19.9%; however, only 7% of students with disabilities have academic
qualifications. Thus, the representation of students with disabilities at university is reduced to 1.5% of
the total number of university students. Nevertheless, data from the National Statistics Institute [11]
(Table 1), indicate that, although the activity rate is substantially higher among people without
disabilities, this figure increases in both cases (people with and without disabilities) when the level of
education is higher. This demonstrates that university students with disabilities have a greater ability
to adapt to the labor market [12]; therefore, university represents the most adequate field of knowledge
and training in order to achieve the full incorporation of people with disabilities into society [9,13,14].

Table 1. Activity rate by study level (%).

Total Without Disabilities With Disabilities

Total 75.10 77.00 36.60
Illiterate persons 31.50 47.80 4.40
Primary education 57.10 60.80 23.10
Secondary education, training, and
employment programs 73.80 75.00 44.40

Higher education, including doctoral degree 88.20 88.90 57.30

This increase in people with disabilities undertaking higher studies implies a wider range of
graduates seeking an internship and/or employment in line with the students’ knowledge, abilities,
competences, and skills. However, taking into consideration employment and training data on people
with and without disabilities, it would seem natural that these percentages mask a number of additional
difficulties that act as barriers to the recruitment of people with disabilities [15–18], including for
internships [19]. Mandatory training practices in practically all university degrees adapted to the
European Higher Education Area oblige students to face one of the most challenging tasks, that is,
searching for a job [19,20]. Though we are referring to the search for training internships in this case,
the process is similar to search for employment, since the demand for these positions is such that
companies also carry out selection processes among those who wish to access them [21,22]. In these
recruitment processes, there may be situations where employers, who are not aware of the factors
surrounding disabilities, may not consider selecting someone with a disability if there are candidates
who meet the profile of the internship or job offered, and who have not disclosed any disability [23].
This fact is another barrier that students with disabilities have to face during their task of searching
and obtaining an internship offer that suits their interests, motivations, abilities, or skills, and that fits
their functions to the demands of the degree they are studying. For this reason, it is necessary to design
and implement training programs that develop their competences, abilities, and social skills, which
increase the probability of success, both when facing the selection processes, and the maintenance of
the practices after their incorporation.

Both the ability to seek a job or internship and to obtain one are factors that can be measured
as indicators of the level of vocational maturity relevant to employment. Such factors focus on a
very specific moment in life, namely, young people on the threshold of the labor market [19,24–26].
This academic stage, in which students complete their studies with practical experience in a real
working environment, requires them to develop a range of skills and competences that enable students
to carry out this step and attain the highest level of success. On the other hand, it is important to
mention that, although the classroom is essential with regard to the acquisition of generic competences,
teachers rarely include them in their academic learning outcomes, as a result of deficiencies in their
teacher training [27]. Furthermore, it must be remembered that an internship is a curricular subject
that students must pass in order to graduate.

Considering this situation, it seems appropriate to offer support to students with disabilities
who experience difficulties in academic decisions, lack of knowledge of their skills, difficulties in the
planning of strategies for decision-making, and searching for solutions to their vocational situation [28].
On the other hand, the research of [29] on how practices should be designed in the European Higher
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Education Area, guides, through its results, the importance of designing a practical subject from a
training plan based on competences, since practices in real learning environments allow the evaluation
of not only knowledge and skills but also of competences. This model, in turn, allows the students
themselves to be aware of their level of competence in a real situation, that is, to evaluate themselves
and, consequently, to improve their self-learning. However, the task of accompanying the teacher in this
educational process is still necessary. That is why [30], in their research on institutional tutorial action
programs in which the opinions of their university tutors were reflected, after the implementation of
the programs, they determined that academic tutoring allowed the generation of collaborative spaces
for reflection on practice and, consequently, in which students jointly evaluated their achievements
and difficulties.

From this perspective, tutoring becomes the perfect ally to overcome obstacles and difficulties,
taking into account that we live in an increasingly complex real environment, just as they will
advance [31] in their contribution to the creation and development of the European Higher Education
Area, whose implementation has required the search for consensus to reach reference points based on
competences, skills, and abilities. However, the study carried out by [32] on university tutoring in
the European context shows that it is rarely used despite the fact that tutorial action at university is
considered a great option for advice and support in the acquisition and maturation of the competitions.
This is precisely why [20] shares the usefulness of this type of training program, to promote not only
the quality of education but also the employability and professional development of the students.

These services provided by the University, on its path to inclusive education, would be framed
within the mechanisms to respond to diversity among learners in the classroom in order to ensure
equality of opportunity, non-discrimination, and universal accessibility [33], in accordance with Organic
Law 4/2007 of 12 April 2007 (amending Organic Law 6/2001 of 21 December 2001) which governs
universities (in its 23rd additional provision) to establish positive action measures to ensure the full
and effective participation of people with disabilities at the university level.

Based on this situation, the research reported in this paper explores the experiences of students
with disabilities in the last years of their degrees at the Universidad Rey Juan Carlos, who are
planning to do an internship. The research conducted was part of a larger study in which the
design of the orientation and training program for general skills, based on individualized itineraries
(GPS—Generating Professional Skills), was carried out. Therefore, the purpose of this study was to
analyze if the realization of the GPS program increases the level of vocational maturity and knowledge
of the general competences of the university students with disabilities in their last years of their degree
at Rey Juan Carlos University, determining whether the program increases the probability of success in
facing academic tasks and subjects, including training practices and future employment. The objectives
set out above are formulated according to the following hypotheses:

Hypothesis 1 (H1): Participants will have a low level of vocational maturity.

Hypothesis 2 (H2): Participants will be unaware of the generic and specific competences related to their degree,
as well as the meaning and limited development of these skills.

Hypothesis 3 (H3): The vocational maturity level of participants will increase through the implementation of a
training program in transversal skills.

Regarding the description of the service where the sample is located, the Unit for People with
Disabilities and Specific Educational or Labor Needs (UAD) is a service of the Rey Juan Carlos
University, which has been offering this service since 2005.

The main objective of the UAD, as stated in the regulations approved by the Governing
Council in April 2008, is that “those members of the University Community (students, professors,
and administrative and service staff) who present any type of disabilities or special educational need
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may enjoy the same opportunities as the rest for the development of their university studies, or for the
performance of their jobs, under the prism of equal opportunities”.

According to the latest data, available in the 1985–2019 Statistical Yearbook of the Community of
Madrid [34,35], during the 2017–2018 academic year, Universidad Rey Juan Carlos was positioned
as the second university with the greatest number of students in the Community of Madrid, with
46,451 students. It is worth noting that, of the total number of students, nearly 2% are students
with disabilities.

2. Materials and Methods

This research was based on a pre-experimental and quasi-experimental study with a one-group
pretest-posttest design and a duration of one year. All participants met the following inclusion
and exclusion criteria: to be in possession of a certificate proving the degree of disability; to be a
student in the last years of the degree (third or fourth academic year) in a position to carry out the
internship component included within the degree; and not having previously been able to access
internships through the standard procedures for all students at the university, despite having informed
the Disability Support Office of their intention to start their internship.

The sample population selected consisted of 41 university students with disabilities, which
eventually reduced to 29 because of academic development reasons unrelated to the implementation
of this research.

The questionnaire applied was an adaptation of the Vocational Maturity Interview (VMI) [25,26,36],
a 10-item structured interview composed of ten open questions. The VMI informs about three
main factors associated with vocational maturity that deal with occupational choice: the search for
information, the knowledge of professional requirements, and professional identity. Factor 1 (F1),
the search for information, is composed of items 1, 2, 4 and 9, and measures activities and specific
efforts to understand the world of work and occupational information of interest to the assessed
students. This factor is in line with aspects of vocational maturity regarding specific efforts for the
purpose of acquiring knowledge in the world of work and job seeking. It has a value of 2.12 and a
total variance of 21.2%. Factor 2 (F2), the knowledge of professional requirements, is composed of
items 5, 7 and 8, and it refers to the self-appraisal of abilities relevant to job performance; it is not about
actions taken, but rather beliefs, values, and judgments in terms of the level of self-knowledge and
occupational information. It has a value of 1.29 and a total variance of 12.9%. Finally, Factor 3 (F3) is
composed of items 3, 6 and 10, and refers to orientation to work, that is, clarity about the profession
that the subjects of this research would like to carry out. It has a value of 1.08 and a total variance
of 10.8%. It assigns a score from 0 to 2 that results in a total VMI score of 22 points. Validity and
reliability studies of VMI have been carried out in the United States and Spain [25,36,37]. It comprises
a sociodemographic data collection questionnaire and semi-structured interview to assess the students’
knowledge of skills and competences.

For analysis, the arithmetic mean, standard deviation, the median, and the interquartile range
were used as indices of central tendency and dispersion for quantitative variables of the sampling
distribution, depending on the assumption or not, respectively, of normality determined with the
Shapiro–Wilks (S–W) test. The measure of association between two categorical variables was done
by Pearson’s χ2 or Fisher’s exact test if both were dichotomous, in which case the effect assessment
was performed by risk estimation, with an accuracy of a 95% confidence range. To determine the
association between a dichotomous independent variable and a variable quantitatively dependent
on parametric distribution, the Student t-test was used for independent and dependent sampling,
depending on whether they matched or not, respectively, the sampling distribution. In both cases,
the effect was assessed through the mean difference and accuracy by a 95% confidence range. If the
dependent variables violated the assumption of normality (S–W), the Mann–Whitney U test was used
for independent samples, or the Wilcoxon test for paired samples. The effect measure was evaluated
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through the difference between the medians. In all cases, a value of p < 0.05 was used as a level of
statistical significance with the SPSS Statistics v22 software.

Regarding design and procedure, individual meetings were convened for the students requesting
academic support at the Disability Support Office. These students with disabilities had expressed
interest in initiating an internship and previously failed in the selection processes carried out by
companies. Participants were informed of the research and gave informed consent to participate in
the study. We guaranteed their anonymity and the confidentiality of all data collected. Participants
were also informed that they could withdraw from the study at any time, and their data would then be
deleted and would not be included in the analysis.

In the first interview and after the initial contact (obtaining sociodemographic data and information
about their personal stories and disabilities), the Vocational Maturity Interview (VMI) was answered
orally, as indicated in the instructions.

Participants were summoned to the second tutoring, after asking them whether they had consulted
the study guides for their degree besides the transversal skills associated with their university studies.
Then, they were asked to define each of the 15 competences previously selected from the different
categories of the Tuning project. The answers were noted literally by the experimenter, who categorized
them according to the definitions included in the training program. Before starting, the participants
were informed that the time available for answering the questions was 15 min, making it necessary for
them to specify and define their answers. After completing this initial assessment on the knowledge of
competences, a work plan was designed, mainly based on training transversal skills through academic
tutoring, according to their needs. During this tutoring, an individualized training program was
initiated, firstly, assessing the importance of both the knowledge and development of these skills
(extremely useful in academic and training processes).

Training, information, and practical activities were provided to develop seven competences that
were selected from the Tuning project, mainly in the instrumental area because they are the first to be
acquired before the systemic and personal ones. However, one of each of the remaining areas was
incorporated, that is, one from the personal area and one from the systemic area, namely, Instrumental
Competences: information management skills, concern for quality, ability to work under pressure,
problem-solving, and decision making; Interpersonal competences: Teamwork (co-operation); Systemic
competences: motivation. Once the training content was completed, the assessment was repeated.

The total number of participants was 41, as mentioned above, of whom 26 were men (63.4%) and
15 were women (36.6%). The median age was 26 (SD = 7.06; max = 52, min = 19), with a range of 19 to
52 years of age. With respect to marital status, most of the participants were single (87.8%, compared
with 12.2% of students who were married), living in the family home (87.8%, compared with 12.2% of
students who lived independently). The following degrees are the ones in which most participants
were registered: Business Administration and Management, Law, Tourism, Software Engineering,
Accounting and Finance, Audiovisual Communication, and, finally, the dual degree in Chemical
Engineering and Energy Engineering. The degrees with fewer participants were Advertising and
Public Relations, Biology, International Relations, and the dual degrees in Engineering and Industrial
Organization, and Computer Engineering and Business Administration and Management. Regarding
the type of disability, 41.5% of the students had a physical disability, 6% had a visual disability, 6% had a
psychological disability, and 4% had a sensory disability. Furthermore, 4% of the subjects had physical
and psychological disabilities simultaneously, while another 4% had physical and sensory disabilities.

The most prevalent degree of disability among the students was 33%, at an average of 54%
(SD = 20.36). Half of the sample receive benefits, whereas the rest of them do not. It was detected that
26.8% of the participants were exposed to family overprotection. Considering the level of proficiency
in a foreign language (according to the Common European Framework of Reference for Languages)
4.9% had a level equivalent to C2, 17.1% to C1, and 24.4% to B2; 53.7% had a B1 level, being the
most basic level (equivalent to the level required to access their respective degrees). Only 5% had
computer skills equivalent to a programming level, and 37.5% had knowledge of office computing
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and advanced software. The remaining 57.5% only had knowledge in office computing. Additionally,
62.5% had a driver’s license and only 9.8% were working, in contrast to the 90.2% of students who
were only studying.

3. Results

3.1. Vocational Maturity Level of Students with Disabilities Enrolled in the Disability Support Office of the Rey
Juan Carlos University

With regard to the total score of VMI, it should be noted that, as far as the pre-test moments
are concerned, the analyzed sample rose to 41 subjects, as detailed above. As illustrated in Table 2,
the results obtained show, in terms of the total score, that the range of scores was from 9 to 20
points, while the average score was 13.3 (SD = 2.88), although the highest proportion of subjects had
intermediate scores (65.5% of the sample had 11 to 15 points). These results reveal a low level of
vocational maturity among participants in correlation with the tool used. These data allow us to
confirm the first hypothesis.

Table 2. Distribution of total score obtained through Vocational Maturity Interview (VMI) at an
early stage.

Score N % % Accumulated

9 3 7.3 7.3
10 3 7.3 14.6
11 6 14.6 29.3
12 7 17.1 46.3
13 5 12.2 58.5
14 5 12.2 70.7
15 4 9.8 80.5
16 2 4.9 85.4
17 2 4.9 90.2
18 1 2.4 92.7
19 1 2.4 95.1
20 2 4.9 100

Total 41 100

As can be observed in Table 3, the score decreased in line with the different factors. More specifically,
the scores were higher considering the ability to search for information (F1), lower in relation to the
knowledge of professional requirements (F2), and Professional Identity (F3), the factor associated with
guidance towards employment, shows similar scores to the first factor. These three factors denote a
progressively more complex vocational maturity, since the first factor is related to the abilities useful
when choosing a job, while the other two factors are related to the ones needed to obtain it.

Table 3. Distribution of total score obtained through VMI. Previous results.

Title 1 N Minimum Maximum M SD

F1VMIPRE 41 0.50 2.00 1.2317 0.40462
F2VMIPRE 41 0.25 2.00 1.0915 0.45674
F3VMIPRE 41 0.67 1.67 1.3171 0.25767

By undertaking further analysis using the Student t-test, it has been demonstrated that, on the basis
of the gender of the participants, there is neither significant difference in respect to the ability to search
for information (F = 0.042; p = 0.838), nor contrast in guidance towards employment (F = 0.992; p = 0.32),
although differentiation can be observed according to the knowledge of professional requirements
(F = 5.79; p = 0.021). No significant differences were detected in the following aspects: previous work
experience, overprotection, being currently working, computer knowledge, and/or relevant allowances.
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Depending on the degree of disability, the variable was recoded in such a way to result in two groups:
one group with a degree of disability lower than 65% and the other higher. No significant differences
were detected with the Student t-test in the ability to search for information (F = 0.124; p = 0.726), or in
the guidance toward employment (F = 1.73; p = 0.196). In contrast, a significant difference could be
observed with regard to the knowledge of professional requirements (F = 5.55; p = 0.024).

3.2. Knowledge of Generic Competences in University Studies

Regarding the knowledge of generic competences, the sample was reduced to 29 subjects who
responded to all questions. Analyzing the possible existence of a relationship between knowledge
of generic competences and previous work experience in any field through the Student t-test, only a
significant relationship was found with the 12th competence (Sense of Initiative and Entrepreneurship;
F = 7.56, p = 0.010). No relationship was found with the academic year in which the participants were
enrolled. With regard to the chi-square test to assess the students’ knowledge of each competence,
the results are reported in Table 4.

Table 4. Chi-square test to assess students’ initial knowledge of each generic competence (GCI).

Competence Chi-Square df p

GCI-1 8.345 2 0.015
GCI-2 11.655 2 0.003
GCI-3 24.069 2 0
GCI-4 19.931 2 0
GCI-5 13.517 2 0.001
GCI-6 14.966 2 0.001
GCI-7 17.034 2 0
GCI-8 2.138 2 0.343
GCI-9 2.138 2 0.343
GCI-10 11.241 2 0.004
GCI-11 13.310 2 0.001
GCI-12 28.414 2 0
GCI-13 14.345 2 0.001
GCI-14 6.276 2 0.043
GCI-15 0.276 2 0.871

Note: df: Is the degree of freedom for the chi-square test. GCI: initial knowledge of each generic competence.

Almost all the skills are unknown, except for GCI-3 (Decision-making), GCI-4 (Critical thinking),
GCI-7 (Problem-solving). We can see how the GCI-15 produces higher levels, but we have ruled this
one out since it is frequently used as an example before testing (due to its systemic nature and the fact
that it not assessable in the post-test). These data permit the verification of the second hypothesis of
this research.

3.3. Post-Treatment Improvement in Vocational Maturity of Students with Disabilities

The following data correspond to 24 participants of the 41 subjects in the initial sample. Of the
29 students who began the training program, 5 dropped out owing to motives such as a change of
residence, medical reasons associated with the disability, and, mainly, uncertainty about combining
academic work at university and attendance to the internships at the companies. Thus, the total
number of participants who completed this study was 24 students with disabilities.

The results illustrated in Table 5 show that item 3 increases significantly together with item 10.
Both items, 3 and 10, are included in Factor 3, which assesses professional identity, that is to say,
the clarity about the profession that the students would like to carry out, as well as the association of
the students’ skills and abilities with professional profiles. Thus, these data confirm what was expected
in Hypothesis 3.
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Table 5. Student t-test for samples related to the items from the Vocational Maturity Interview.

Pre Post t

M N SD SE M N SD SE
VMI1 1.08 24 0.65 0.13 1.08 24 0.65 0.13
VMI2 1.08 24 0.65 0.13 1.08 24 0.65 0.13
VMI3 1.04 24 0.36 0.07 1.83 24 0.38 0.08 −7.620
VMI4 0.96 24 0.91 0.19 0.96 24 0.91 0.19

VMI5A 0.38 24 0.71 0.15 0.38 24 0.71 0.15
VMI5B 1.08 24 0.78 0.16 1.83 24 0.38 0.08 −4.628
VMI6 1.88 24 0.34 0.07 2.00 24 0.00 0.00
VMI7 1.25 24 0.53 0.11 1.88 24 0.34 0.07 −5.318
VMI8 1.25 24 0.53 0.11 1.63 24 0.49 0.10 −3.191
VMI9 1.63 24 0.65 0.13 1.63 24 0.65 0.13

VMI10 0.96 24 0.62 0.13 1.92 24 0.28 0.06 −6.802

Note: M: Median M; N: Sample number N; DT: standard deviation SD; ET: standard error SE.

Significant improvement can be found in the total scores on the scale, as shown in Table 6, below.
The ability to make reasoned decisions in the future considering their work-related preferences is
thus expected.

Table 6. Student t-test for samples related to the factors in the Vocational Maturity Interview.

M N SD SE M N SD SE t

TOTAL VMI 12.71 24.00 2.63 0.54 16.21 24.00 2.32 0.47 −10.443
PERCENTILE 52.29 24.00 21.36 4.36 81.08 24.00 14.39 2.94 −8.716

F1VMI 1.19 24.00 0.36 0.07 1.19 24.00 0.36 0.07
F2VMI 0.99 24.00 0.39 0.08 1.43 24.00 0.30 0.06 −6.307
F3VMI 1.29 24.00 0.25 0.05 1.92 24.00 0.18 0.04 −10.804

In addition, Table 7 shows the percentages that reflect the knowledge of each of the seven
competences selected in the pre- and post-test, since they are the first to be developed. Substantial
improvements can be observed. However, results with regard to decision-making skills should be
higher, given the course and the vital moment at which participants are, although it corresponds
to expectations.

Table 7. Comparison of the scores in the post-test moment. Knowledge of generic competences.

Competence Pre Post

Curiosity, ability to search and information management (GCI-2) 6.9% 95.7%
Ability to work autonomously and decision-making (GCI-3) 6.9% 52.2%

Concern for quality, for things well done (GCI-5) 3.4% 95.7%
Ability to work under pressure (GCI-6) 3.4% 95.7%

Problem-solving (GCI-7) 10.3% 56.5%
Teamwork (GCI-9) 20.7% 65.2%

Motivation, enthusiasm, appetite for learning (GCI-10) 24.1% 87%

4. Discussion

Despite the data on experimental mortality, the assessment of the vocational maturity of the entire
initial sample (n = 41) yielded an average rate of 13.3 and minimum scores of 9 points, considering
that more than half of the sample (66%) obtained a score between 11 and 15. This places the group of
participants at low-scoring levels and an average percentile in respect to vocational maturity, with the
tools used for this research. These data allow us to confirm the first hypothesis, in which it was set out
that participants (applicants for academic support) will have a low level of vocational maturity in line
with other studies [26]. They requested to participate in training actions on the basis that participants
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lack training for the purpose of being autonomous in seeking and managing internships, along the
same lines as other research [38]. They also declared that they were aware of the greater responsibility
entailed by autonomy and the very demanding workload maintained over time [39]. Considering
the generic competences related to their university degrees, which are reflected in the study guides
or in the syllabus from entry to university, it is necessary to highlight that none of the participants
consulted the study guides, and they were first seen during the tutoring carried out in the training
program. With regard to these results, together with the results of the analysis of the information that
students have of generic competences depending on the academic year, it is disturbing to note no
statistical significance since similar results were obtained for third and fourth-year students, as for
first-year ones (in previous surveys). This raises the issue of whether these same skills are being
properly developed by teachers in their subjects, since today, university teaching should be guided to
the acquisition of professional skills of a specific nature, besides those competences that are considered
to be basic, generic, and transversal [40]. The teachers appear to accept training in generic competences,
though their incorporation into teachers’ daily activities and the academic curriculum are regarded
with doubt [3,27]. On the other hand, it could also reflect indifference toward competences by students
who consider their incorporation into the labor market as being a long way off, as well as uncertain [41].

As established above, tutoring has become a fundamental part of training, and it is key to
individualized instruction and, at the same time, adapted to the educational needs of students with
the intention of achieving high-quality communication between teachers and students [42]. It is also
considered to be an essential factor to promote autonomous learning and the development of the whole
person in an increasingly complex world [31]. Even though tutoring has always been carried out at the
university, it is one of the main aspects that needs to be promoted to improve the quality of higher
education [3].

The results of this study warn us of the lack of knowledge about the meaning of generic and
transversal competences across all university degrees, as well as their limited development that
entails a problem for the incorporation of internships at companies, and even, at a future workplace.
Knowledge of these competences is a requirement raised and demanded by companies, and it has been
detected as a particularly deficient aspect among the group of university graduates with disabilities in
recent times [22]. Difficulties have been identified in the learning process [43], since skills related to
communication, teamwork, and analysis have not been developed despite being referred to as essential
and transversal skills in their professional futures by firms and organizations. There is some unanimity
concerning the skills demanded by companies regardless of university studies, highlighting the abilities
involved in teamwork, identification, and problem-solving, as well as creativity [44]. After considering
the results of the knowledge of generic competences and transversal skills, and specifically, with
regard to instrumental competences, which are the ones that were evaluated, as these competences are
the first to be developed [45], interestingly, decision-making remains the competence that generates
a greater lack of knowledge among participants after the implementation of the training program,
despite putting these skills into practice in the choice of university studies. It may be influenced by the
fact that on many occasions the “family council” has been one of the most compelling reasons behind
their choice of one degree or another. According to [46], another possible explanation may be based on
pre-university guidance, from which, in many of the sample cases, students have been advised with
respect to the selection of university studies independently of their own abilities and motivations. It is
precisely the volitional component that may be critical in promoting students’ profound knowledge,
not only of the contents of the degree but also of possible future professional development. It is
therefore recommended that training in instrumental competences through tutoring needs to be
continued, with the main aim of guiding and assisting students during the learning process [32].
Finally, we have been able to verify the increase in vocational maturity after the implementation of
the training program in transversal skills. These include key behaviors, such as concern for quality,
the ability to work under pressure, information management, and motivation [47]. These skills, equally
important in academic and personal life, are also necessary for both access to internship and obtaining



Educ. Sci. 2020, 10, 386 10 of 13

and maintaining a job since current selection processes focus not so much on experience or knowledge
as on the interviewee’s skills [21].

5. Conclusions

In light of the data obtained, and considering the above, it is first suggested that the continuation
and improvement of the training action building partnership with the rest of the educational personnel
should include transversal skills in the syllabuses in a coordinated way. Since the knowledge of the
competences is the same in the third and fourth years, it makes us consider if we are training students
on competences correctly in university classrooms. Secondly, it is important to further develop and
strengthen the action plans in coordination with teachers to improve the quality of education [3,48],
as tutoring has become a fundamental part of training, and it is key to individualized instruction
and, at the same time, adapted to the educational needs of students with the intention of achieving
high-quality communication between teachers and students. Thirdly, it is necessary for the university
to carry out programs that increase vocational maturity through training and guidance in general
skills, as they are a requirement demanded by companies and improve access to internships and
completion of studies. So, it is necessary to continue with pre-employment procedures, as they are
effective in supporting students [49]. Fourthly, the role of disability support offices at universities,
and their contribution to more inclusive higher education, needs to be highlighted. Finally, although
this study provides relevant data on the situation of university students with disabilities, it has several
limitations. First of all, the small size of the sample did not allow us to assess the degree of generality
of reported experiences. The diversity of qualifications that students are undertaking would be
illustrative of a particular trend, always analyzing the data with caution. It would be advisable not
only to ensure a wider choice of students with disabilities at Rey Juan Carlos University and other
institutions, but also to obtain data on students without disabilities, in the hope that these results could
be compared. It would be also useful to assess a specific test of skills to provide greater consistency in
subsequent research.

To conclude, we would like to point out the positive attitude and involvement of students while
carrying out the assessment questionnaire on generic competences and the implementation of the
training program, since the students realized for the first time that university studies come to an end
and they have to face, independently, the search for and achievement and maintenance of employment.
What is also remarkable was their positive attitude toward themselves, considering the training
program by the Disability Support Office and Special Educational Needs at Rey Juan Carlos University,
and the Disability Support Office itself as an essential service throughout their academic journey.
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