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Abstract 
 

This study examined teachers’ affective, behavioral, and cognitive attitudes toward implementing Universal 
Design for Learning (UDL) to support students with speech-language disorders (SLDs). A cross-sectional 
survey was conducted with 138 teachers using a 20-item Likert-scale instrument, and descriptive statistics were 
used to summarize responses. Teachers expressed generally positive attitudes toward UDL. In the affective 
domain, 73.9% felt comfortable applying UDL and 75.4% trusted its role in inclusive education, although fewer 
(51.4%) felt confident that it fully addresses students’ emotional and social needs. Behavioral attitudes were 
particularly strong, with 91.3% willing to make learning materials more accessible, 89.9% willing to apply UDL 
principles, and 86.2% interested in learning new strategies. Cognitive attitudes also reflected strong 
recognition of UDL’s benefits, with 82.6% believing it improves learning outcomes and 81.2% acknowledging 
its role in reducing barriers. However, many teachers recognized the limits of UDL, with 65.9% agreeing that 
it is not sufficient on its own and 71.0% affirming that individualized speech and language interventions remain 
essential. These findings indicate that teachers hold favorable attitudes toward UDL and recognize its 
potential to enhance engagement and access for students with SLDs, while highlighting the need for ongoing 
professional development and collaboration with speech-language pathologists to optimize inclusive 
education outcomes. 

  
Keywords: universal design for learning, speech-language disorders, teacher attitudes, inclusive education, Saudi 
Arabia   
 

1.  Introduction 
 

Universal Design for Learning (UDL) is a framework for designing learning environments that address 
learner variability (CAST, 2024). The updated UDL Guidelines 3.0 organize the framework into three 
levels—Access, Support, and Executive Function—to guide inclusive instructional design for all 
students (CAST, 2024). This version emphasizes intentional design to reduce barriers and shifts the 
language from “provide” to “design” across engagement, representation, and action and expression, 
such as supporting multiple ways to perceive information (Gronseth et al., 2025). Recent meta-analytic 
evidence further shows that UDL-based instruction improves academic achievement for learners with 
and without disabilities across age groups, subjects, and educational settings, with especially strong 
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effects in small-group instruction and when high-quality assessments are used (King-Sears et al., 2023). 
A speech disorder involves difficulties with articulation, fluency, or voice, while a language 

disorder involves challenges in understanding or using spoken, written, or symbolic communication. 
These conditions, collectively referred to as speech-language disorders (SLDs), may be developmental 
or acquired and may occur alone or alongside other conditions, either as a primary disability or 
secondary to another disorder (American Speech-Language-Hearing Association [ASHA], 1993). 
Students with SLDs often face academic and social barriers, including difficulties with listening, 
speaking, reading, and writing, which can limit classroom participation and learning opportunities 
(Boucher et al., 2025). UDL helps reduce these barriers by providing accessible formats, flexible 
instructional methods, and multiple ways for students to demonstrate understanding (ASHA, n.d.; 
Alqarni & Al-Asiri, 2022). Speech-language pathologists (SLPs) collaborate with teachers to deliver 
supports such as captions, sign language interpretation, and speech-generating devices, and to guide 
the effective use of assistive technologies. Although UDL benefits all students, these supports are 
particularly critical for those with SLDs because they promote equitable access and active participation 
in learning (ASHA, n.d.). 

Teachers’ attitudes are a key factor in how UDL is understood and applied to support inclusive 
classroom environments (Han & Lei, 2024). International studies report generally positive attitudes 
toward UDL; for instance, primary teachers in Bareilly demonstrated high awareness (85.6%) and 
readiness (84.05%) to implement it (Singh et al., 2025). Similarly, secondary school teachers in Sydney 
reported positive attitudes toward UDL (Chen et al., 2023). A scoping review of 16 studies further found 
that teachers view UDL as a valuable framework for addressing a range of student needs and improving 
accessibility and engagement (Han & Lei, 2024). To the best of the authors’ knowledge, no studies have 
examined teachers’ attitudes toward UDL in the context of supporting students with SLDs. This study 
addresses that gap by answering the following research question: What are the affective, behavioral, 
and cognitive components of teachers’ attitudes toward UDL when supporting students with SLDs? 
 
2. Methodology 

 
2.1  Research Design 
 
This study employed a cross-sectional survey design, an approach well-suited for capturing attitudes 
at a single point in time, making it appropriate for attitudinal research (Creswell & Creswell, 2022). 
 
2.2 Procedure 
 
An anonymous electronic survey was administered via Google Forms using convenience sampling. 
Participation was voluntary, and no identifying information was collected. The questionnaire included 
non-sensitive items about attitudes toward UDL and required approximately 10 minutes to complete. 
Before beginning, participants reviewed an information  page outlining the study purpose, estimated 
completion time, inclusion criteria, data privacy measures, and their right to withdraw at any time 
without consequence. Informed consent was obtained electronically by selecting “Agree to Participate.” 
 
2.3  Survey Development, Validity, and Reliability 

 
The survey was self-developed based on the affective, behavioral, and cognitive (ABC) model of 
attitudes (Eagly & Chaiken, 1993) and aligned with UDL principles (CAST, 2024), providing theoretical 
support for construct validity. It consisted of two sections: 

• Section 1: Demographic information, including gender, education level, years of experience, 
and teaching level. 
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• Section 2: Twenty attitudinal statements distributed across three domains—affective (6 
statements), behavioral (6 statements), and cognitive (8 statements)—rated on a 5-point 
Likert scale ranging from strongly agree (5) to strongly disagree (1). 

To support consistent interpretation, the survey items included brief, plain-language definitions at first 
mention and, where relevant, in parenthetical notes beside items. For example, “Universal Design for 
Learning (UDL)” was defined per CAST as a framework to improve and optimize teaching and learning 
for all learners—aimed at learner agency—by providing multiple means of engagement, 
representation, and action & expression to reduce barriers. “Speech and language disorders” were 
defined as difficulties in understanding or producing spoken language that can be developmental or 
acquired and may vary in severity. “Speech-generating devices (SGDs)” were explained as augmentative 
and alternative communication tools that produce spoken output (e.g., dedicated devices or tablet-
based apps). Additionally, communication supports (e.g., picture symbols, visual schedules, 
captioning, sign language) were provided to anchor item wording. 

Content validity was established through expert review by two general education teachers and 
one SLP (Almanasreh et al., 2019). Face validity was confirmed through pilot testing with 31 general 
education teachers who were not included in the final analysis (Creswell & Creswell, 2022). Feedback 
indicated that the statements were clear, relevant, and appropriate, with only minor revisions required. 
Internal consistency reliability was acceptable, with a Cronbach’s alpha of .85 (Tavakol & Dennick, 
2011). 
 
2.4 Data Analysis 
 
Survey data were analyzed using SPSS version 28. Descriptive statistics were calculated, and 
percentages were used to summarize demographic characteristics and responses within the affective, 
behavioral, and cognitive domains. For reporting, Likert scale responses were collapsed into three 
categories: agree (strongly agree and agree), neutral, and disagree (strongly disagree and disagree). 
 
2.5  Participants 
 
A total of 138 general education teachers from various schools in Saudi Arabia participated in the 
survey. Of these, 42 (30.4%) were male and 96 (69.6%) were female. Most participants held a bachelor’s 
degree (65.9%), followed by a master’s degree (31.9%) and a doctorate (2.2%). Teaching experience 
varied, with 18.1% having 0–3 years, 29.7% with 4–5 years, and 52.2% with more than 5 years of 
experience. Regarding teaching level, 63.0% taught at the elementary level, 28.3% at the middle school 
level, and 8.7% at the high school level (see Table 1 for full demographic details). 
 
Table 1: Demographic Characteristics of Participants (N = 138) 
 

Variable Categories n % 

Gender Male 42 30.4 

Female 
 

96 69.6 

Education Level Bachelor’s 91 65.9 

Master’s 44 31.9 

Doctorate 3 2.2 

Years of Teaching Experience 0–3 years 25 18.1 

4–5 years 41 29.7 

>5 years 72 52.2 
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3. Results 

 
The results are presented by attitude domain—affective, behavioral, and cognitive—to reflect teachers’ 
attitudes toward implementing UDL to support students with SLDs. 
 
3.1 Affective Attitudes 
 
Most participants agreed that they feel comfortable applying UDL when teaching students with SLDs 
(73.9%), believe that UDL can make learning easier for these students (70.3%), and trust UDL to 
support inclusive education (75.4%). A considerable proportion expressed confidence that UDL can 
support students who use spoken language as well as those who communicate using pictures, sign 
language, or communication devices (63.8%), and agreed that UDL helps students with SLDs stay 
motivated to learn (65.9%). Just over half agreed that UDL meets the emotional and social needs of 
students with SLDs (51.4%), while 23.2% were neutral and 25.4% disagreed. Neutral responses for the 
other items ranged from 15.2% to 26.1%, with disagreement lowest for trust in UDL to support inclusive 
education (9.4%) and highest for confidence that UDL meets emotional and social needs (25.4%). See 
Table 2 for full results. 
 
3.2 Behavioral Attitudes 
 
A large proportion of participants (83.3%) agreed that they were open to using UDL strategies, such as 
visual aids or gestures, to help students with SLDs understand lessons. Additionally, 86.2% expressed 
interest in learning how to apply UDL strategies to better support these students, and 89.9% indicated 
willingness to apply UDL principles to facilitate participation in learning activities. A total of 87.7% 
agreed that they were interested in implementing UDL strategies that allow students to choose how to 
demonstrate their learning, such as through drawing or using a speech-generating device. Moreover, 
91.3% reported willingness to make learning materials more accessible for students with SLDs, and 
81.2% expressed openness to adjusting classroom tasks using UDL strategies, such as breaking down 
instructions or providing step-by-step support. Across all items in this domain, neutral responses 
ranged from 5.8% to 13.0%, while disagreement ranged from 2.1% to 6.5%. 
 
3.3  Cognitive Attitudes 
 
Most participants agreed that UDL helps students with SLDs stay engaged by offering choices and 
supporting self-management (74.6%) and improves understanding by presenting information in 
multiple ways (81.2%). A similar proportion agreed that UDL enables students to demonstrate 
understanding using various communication methods (79.0%) and considered UDL principles 
practical to apply in the classroom (74.6%). Additionally, participants endorsed the view that UDL 
reduces participation barriers (81.2%) and that consistent use improves learning outcomes (82.6%). 
However, a substantial proportion believed that UDL alone is insufficient to meet the learning needs 
of students with SLDs (65.9%), and 71.0% indicated that UDL cannot replace targeted speech and 
language interventions for these students. 
 
 

Teaching Level Elementary School 87 63.0 

Middle School 39 28.3 

High School 12 8.7 
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Table 2: Results of Teachers’ Affective, Behavioral, and Cognitive Attitudes Toward UDL (N = 138) 
 

Categories Survey Statements Agree Neutral Disagree 

Affective 
Attitudes 

1. I feel comfortable applying UDL when teaching students 
with SLDs. 

102 
(73.9%) 

21 
(15.2%) 

15 
(10.9%) 

2. I feel that UDL can make learning easier for students 
with SLDs. 

97 
(70.3%) 

25 
(18.1%) 

16 (11.6%) 

3. I trust UDL to support inclusive education for students 
with SLDs. 

104 
(75.4%) 

21 
(15.2%) 

13 (9.4%) 

4. I feel confident that UDL can support students who use 
spoken language as well as those who communicate 

using pictures, sign language, or communication devices. 

88 
(63.8%) 

36 
(26.1%) 

14 (10.1%) 

5. I feel that UDL helps students with SLDs stay motivated 
to learn. 

91 
(65.9%) 

34 
(24.6%) 

13 (9.4%) 

6. I feel confident that UDL meets the emotional and social 
needs of students with SLDs. 

71 
(51.4%) 

32 
(23.2%) 

35 
(25.4%) 

Behavioral 
Attitudes 

7. I am open to using UDL strategies, such as visual aids or 
gestures, to help students with SLDs understand lessons. 

115 
(83.3%) 

18 
(13.0%) 

5 (3.6%) 

8. I am interested in learning how to apply UDL strategies 
to better support students with SLDs. 

119 
(86.2%) 

15 
(10.9%) 

4 (2.9%) 

9. I am willing to apply UDL principles to help students 
participate in learning activities. 

124 
(89.9%) 

11 (8.0%) 3 (2.1%) 

10. I am interested in applying UDL strategies that support 
students with SLDs in choosing how to demonstrate 

their learning, such as through drawing or the use of a 
speech-generating device. 

121 
(87.7%) 

14 
(10.1%) 

3 (2.2%) 

11. I am willing to make learning materials more accessible 
for students with SLDs by applying UDL strategies. 

126 
(91.3%) 

8 (5.8%) 4 (2.9%) 

12. I am open to adjusting classroom tasks using UDL 
strategies, such as breaking down instructions or offering 

support step-by-step, to help students with SLDs 
complete the tasks. 

112 
(81.2%) 

17 
(12.3%) 

9 (6.5%) 

Cognitive 
Attitudes 

13. I understand that UDL helps students with SLDs stay 
engaged by offering choices and supporting their ability 

to manage learning. 

103 
(74.6%) 

25 
(18.1%) 

10 (7.2%) 

14. I recognize that UDL improves understanding by 
presenting information in different ways, such as visuals, 

text, and audio. 

112 
(81.2%) 

18 
(13.0%) 

8 (5.8%) 

15. I understand that UDL allows students with SLDs to 
show their understanding using a variety of 

communication means, such as speaking, writing, or 
communication tools. 

109 
(79.0%) 

21 
(15.2%) 

8 (5.8%) 

16. I consider UDL principles practical to use in my 
classroom. 

103 
(74.6%) 

19 
(13.8%) 

16 (11.6%) 

17. I think UDL reduces barriers that limit participation for 
students with SLDs. 

112 
(81.2%) 

20 
(14.5%) 

6 (4.3%) 

18. In my opinion, using UDL consistently improves 
learning outcomes for students with SLDs. 

114 
(82.6%) 

17 
(12.3%) 

7 (5.1%) 
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Figure 1 summarizes teachers’ attitudes toward UDL across the affective, behavioral, and cognitive 
domains. Stacked bars show the distribution of Agree/Neutral/Disagree responses averaged across 
items; agreement is strongest for behavioral, moderate for cognitive, and comparatively lower for 
affective. 
 

Figure 1 
 
Domain-Level Summary of Teachers’ Attitudes Toward Implementing UDL for Students with SLDs 
 

 
 
4. Discussion 

 
This study examined teachers’ affective, behavioral, and cognitive attitudes toward implementing UDL 
for students with SLDs. Overall, the findings revealed a consistently positive orientation toward UDL 
across all attitudinal domains. The strongest endorsement emerged in behavioral attitudes, followed 
by cognitive attitudes, with comparatively lower levels in affective attitudes. Teachers widely 
acknowledged UDL’s role in enhancing access, participation, and learning outcomes. However, a 
substantial proportion also recognized that UDL alone cannot fully address the diverse needs of 
students with SLDs. This balance of strong support and measured caution reflects both confidence in 
UDL’s instructional value and an awareness of the need for complementary, individualized 
interventions (International Disability Alliance, 2021). The following sections explore these findings by 
domain, situating them within the broader international literature on UDL and inclusive education. 

The affective attitudes identified in this study—comfort with UDL, trust in its value, and belief in 
its motivational impact—are strongly echoed in recent research. Han and Lei (2024) reported that both 
teachers and students generally hold favorable views of UDL, recognizing its role in enhancing 
engagement, motivation, and inclusion. Markou and Díaz-Noguera (2022) similarly described how 

19. I believe that UDL alone is not sufficient to meet the 
learning needs of students with SLDs. 

91 
(65.9%) 

32 
(23.2%) 

15 
(10.9%) 

20. I believe that UDL cannot replace targeted speech and 
language interventions for students with SLDs. 

98 
(71.0%) 

31 
(22.5%) 

9 (6.5%) 
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teachers in Greece experienced pride and satisfaction after adopting UDL, linking these emotions to 
observed gains in student participation and performance. According to Saini et al. (2024), students 
with intellectual disabilities often face barriers such as low confidence, social isolation, and behavioral 
challenges; teachers applied UDL-based strategies to reduce these obstacles, though emotional 
improvements were not always directly measured. Complementing this, Sanguinetti (2024) found that 
middle school students responded more positively to curiosity-driven and challenging lessons, 
suggesting that UDL-based approaches can foster stronger engagement even if intrinsic motivation is 
not consistently sustained. In their scoping review, Phelan et al. (2025) highlighted socioemotional 
learning as central to UDL, showing that practices encouraging collaboration, autonomy, and self-
regulation build student confidence and community. Taken together, these findings align with the 
present results, demonstrating that UDL not only promotes teacher confidence but also nurtures 
positive emotional and motivational responses among diverse learners, including those with SLDs. 

The behavioral attitudes identified in this study indicate that teachers were strongly willing to 
apply UDL strategies in practice. Craig et al. (2022) showed that professional development can 
strengthen this willingness, as trained teachers demonstrated modest but observable improvements in 
UDL implementation compared to their peers. Similarly, Unluol Unal et al. (2020) found that pre-
service teachers produced higher-quality lesson plans across UDL principles after targeted training, 
illustrating how preparation can translate readiness into applied practice. In Saudi Arabia, Almutairi 
and Alsuwayl (2023) reported that teachers held a moderate level of UDL knowledge, underscoring the 
need to strengthen understanding so that willingness is matched by practical competence. Ewe and 
Galvin (2023) added that while UDL consistently supports participation and engagement, barriers such 
as limited training and scarce resources often restrict sustained implementation. Collectively, these 
studies confirm that although teachers in this study were willing to adopt UDL strategies, their 
continued success will depend on structured professional development and ongoing support. 
Consistent with broader literature, Han and Lei (2024) found that teachers’ confidence in applying 
UDL varies across contexts and principles—teachers often show behavioral willingness to implement 
UDL while reporting lower confidence in certain domains such as engagement, which aligns with the 
relative differences observed across attitude domains in the present study. 

The cognitive attitudes expressed by participants highlight both recognition of UDL’s benefits 
and awareness of its limitations. Teachers’ agreement that UDL enhances engagement, 
comprehension, and participation resonates with evidence from Ewe and Galvin (2023), who found 
that multiple means of engagement consistently supported student participation and positive learning 
attitudes, although direct effects on outcomes were less pronounced. Similarly, Alqarni and Al-Asiri 
(2022) showed that applying UDL principles in Saudi classrooms reduced barriers, improved 
achievement, and fostered social integration, supporting participants’ belief in UDL’s practicality and 
effectiveness. Complementing this, Moleko and Maphalala (2025) demonstrated that using diverse 
representations and teaching strategies improved learners’ comprehension and processing in 
mathematics, reinforcing participants’ perceptions that UDL strengthens understanding when 
information is presented in multiple ways. At the same time, many participants emphasized that UDL 
alone is insufficient to meet the learning needs of students with SLDs. This perspective aligns with 
Boucher et al. (2025), who explained that SLPs provide individualized instruction tailored to students’ 
varied needs, while UDL offers a unifying framework that reduces barriers and fosters collaboration. 
Together, these findings suggest that while UDL is widely seen as enhancing engagement, 
comprehension, and access to learning, it should be understood as complementary to specialized 
supports rather than a substitute for them. 
 
 
5. Study Limitations, Implications, and Future Research 
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This study employed a cross-sectional survey design, which limits conclusions about causality and 
changes over time (Wang & Cheng, 2020). Because the data were based on teachers’ self-reported 
attitudes, the findings reflect perceptions rather than observed classroom practices. The sample was 
drawn through convenience sampling, which may affect the representativeness of the results and limit 
their generalizability to all general education teachers in Saudi Arabia. These are common constraints 
in attitudinal research and should be considered when interpreting the findings. 

The study indicates that teachers are willing to apply UDL strategies, underscoring the need for 
professional development that provides practical, classroom-focused methods. Teachers also expressed 
confidence in UDL’s benefits for enhancing engagement and participation but recognized that it is not 
sufficient on its own. This finding highlights the importance of positioning UDL as a complement to 
individualized supports rather than a replacement. Additionally, the lower confidence in UDL’s ability 
to meet students’ social and emotional needs points to the need for training that incorporates strategies 
addressing these aspects of learning. 

Future research should build on these findings by using longitudinal designs to track changes in 
teachers’ attitudes and practices toward UDL. Studies should also incorporate multiple sources of data, 
such as classroom observations and perspectives from administrators or SLPs, to complement self-
reported measures. Broader and more diverse sampling would enhance the representativeness of 
findings. Additionally, further research should examine how UDL can be integrated with individualized 
supports to better meet the needs of students with SLDs. This is particularly important for addressing 
social and emotional aspects of learning, where teacher confidence was lower in this study. 
 
6. Conclusion 
 
This study found that teachers in Saudi Arabia hold generally positive attitudes toward UDL for 
students with SLDs, while recognizing that UDL cannot replace individualized supports. These findings 
underscore the need for integrated models that combine UDL with SLP and IEP services to address 
diverse learner needs. Practice should prioritize targeted professional development, while future 
research should examine classroom implementation and evaluate the impact of training on the 
sustained and effective use of UDL strategies. 
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