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Double Blind Peer Review ABSTRACT 
The research analyses Universal Design for Learning (UDL) as a 
framework for inclusive educational environments, combining 
bibliometric mapping with empirical data on study approaches, 
beliefs, anxiety, and resilience. This integrated approach enables the 
development of personalised teaching strategies. Educational trust, 
Spaced Learning, Flipped Inclusion, and artistic practices expand the 
horizons of formative possibilities. The teacher emerges as an 
empathetic guide, capable of weaving together pedagogy, 
technology, and relational care. 
 
La ricerca analizza l’Universal Design for Learning (UDL) per ambienti 
inclusivi, combinando mappatura bibliometrica e dati empirici su 
approccio allo studio, convinzioni, ansia e resilienza. L’approccio 
integrato consente strategie didattiche personalizzate. Fiducia 
educativa, Spaced Learning, Flipped Inclusion e pratiche artistiche 
ampliano le possibilità formative. Il docente è guida empatica che 
coniuga pedagogia, tecnologia e relazione. 
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Introduction 

Education is a generative process in the encounter, in the relationship that 

welcomes and transforms (Biesta, 2013; Mortari, 2015) and takes shape where 

body, mind and world intertwine in a shared sense, going beyond disciplinary 

linearity. In this horizon, the learning environment can no longer be understood as 

a neutral space but as a dynamic ecosystem capable of responding to the 

complexity of subjectivities. 

In this framework, Universal Design for Learning (UDL) fits in, a pedagogical 

paradigm that goes beyond the compensatory approach to inclusion, promoting a 

flexible, anticipatory educational design sensitive to individual variability. Founded 

on the principles of universal architecture (Connell et al., 1997) and fueled by 

cognitive neuroscience (CAST, 2018; Meyer, Rose & Gordon, 2014), UDL articulates 

the three pillars of learning – representation, expression and involvement – in 

plural forms, capable of welcoming each student in his or her uniqueness (Dipace, 

2014; Loiodice, 2020). 

Designing for all is a pedagogical and political act recognising diversity as an 

epistemological resource. In this vision, the teacher assumes the role of the 

relational weaver, capable of orchestrating knowledge, technologies and care 

(Mortari, 2015) to activate authentic and situated learning (Rivoltella, 2014a; 

2014b; Sibilio, 2013). 

The present paper intertwines two perspectives: a bibliometric analysis of UDL 

publications indexed in Scopus, carried out with VOSviewer (Van Eck & Waltman, 

2010), and an empirical investigation based on AMOS tests (De Beni et al., 2014), 

aimed at exploring the cognitive, metacognitive and motivational profiles of 

students. The goal is to outline an educational model capable of transforming data 

into pedagogical action, building an educational ecosystem that welcomes and 

amplifies everyone’s potential. 

 

1. Theoretical framework and literature review 

Every pedagogical theory guides educational action and, today, more than ever, to 

translate it into a transformative device. The proposed theoretical framework 

intertwines pedagogy, neuroscience, innovation and inclusion, configuring UDL as 

a flexible and fair paradigm based on ecosystem vision and creative and situated 

strategies (Biesta, 2013; Mortari, 2017; CAST, 2018). 



 

 
 

 

1.1 Universal Design for Learning: origins, evolutions, perspectives 

UDL represents a flexible and systemic response to the challenge of inclusion. Born 

from the encounter between universal architecture and cognitive neuroscience 

(CAST, 2018; Meyer, Rose & Gordon, 2014), it proposes a didactic design that 

anticipates the diversity of learning through multiple ways of access, expression 

and participation. From a disability-centered approach, it has evolved into a global 

framework for accessible and dynamic educational environments, applicable in the 

most diverse contexts, from experiential workshops to online universities 

(Espinoza-Ramos, 2024; Redstone & Luo, 2024). Its transformative scope is also 

recognised in specific disciplinary areas – from chemistry to physical education to 

computer science (Horna-Saldaña & Canaleta, 2024; Haegele et al., 2024; 

Salgarayeva & Makhanova, 2024) – and in complex geopolitical contexts, where it 

also assumes an ethical-political function (Banwari et al., 2023). Although 

supported by extensive evidence, the model today requires empirical consolidation 

and greater attention to implementation processes (Boysen, 2024; Craig, Smith & 

Frey, 2024). Not a prescriptive framework but an open epistemological framework, 

UDL calls for situated practices and reflective training, in which the role of teachers’ 

and students’ beliefs is decisive (Han & Lei, 2024). 

 

1.2 Educational trust and adaptive ecosystems 

Trust is at the root of authentic inclusion: not an affective inclination but an ethical 

posture recognising each student’s transformable and value-carrying subject. This 

trust is not achieved through isolated technical tools but requires a pedagogical 

vision capable of reading diversity as a resource. UDL embodies this vision, founded 

on the idea that everyone can learn if educators design conditions to accommodate 

variability. As Han and Lei (2024) note, teachers’ expectations shape opportunities 

for participation, while the perception of feeling valued directly affects self-efficacy 

(Redstone & Luo, 2024). The learning environment must be an adaptive ecosystem 

wherein biological, cognitive, relational and cultural factors coexist dynamically. 

Brain plasticity, a cornerstone of neuroscience, shows that learning requires 

stimulating and calibrated contexts (CAST, 2018), such as those promoted by UDL, 

which activates affective, cognitive and executive neural networks, facilitating self-

regulation and motivation (Zhang et al., 2022). If integrated into a coherent design, 

educational technologies reinforce this approach, making the environment more 

responsive and personalised, as evidenced by using context-aware tools (Ayyal 



 

 
 

 

Awwad, 2023). From this perspective, the school appears as a plastic organism 

capable of modulating its structure according to the real complexity of the class 

group (Bray et al., 2024). 

 

1.3 Inclusive strategies between personalisation and creativity 

In this context, teaching strategies are decisive in constructing truly inclusive 

environments. Based on neuroscientific evidence, spaced learning alternates short 

and intense learning phases with active pauses, facilitating memory consolidation 

and cognitive regulation (Basham et al., 2010). Integrated into UDL contexts, it 

effectively responds to the needs of vulnerable students, making the training load 

more sustainable. Flipped Inclusion, proposed by De Giuseppe and Corona (2017a; 

b), represents an evolution of the flipped classroom in an inclusive and relational 

key. Rooted in a systemic vision inspired by Morin (1999), Bronfenbrenner (2002) 

and Sibilio (2013), it anticipates access to content and transforms school time into 

a cooperative and reflective space. Expressive and autobiographical activities 

strengthen the sense of belonging and self-esteem, configuring the classroom as a 

learning community. Artistic practices – theatre, music, visual arts, and storytelling 

– activate bodily and emotional dimensions often excluded from the curriculum, 

offering alternative expressive channels that enhance subjectivity and resize failure 

(Glass, Meyer & Rose, 2013). Within the UDL framework, these approaches do not 

represent compensatory interventions but are tools to rethink educational 

architecture in a plural key. Common to all these strategies is the ability to generate 

flexible, welcoming and differentiated environments in which learning involves 

mind, body and emotion, making each student the protagonist of a possible and 

meaningful path. 

 

1.4 State of the art: emerging trends in UDL literature  

Over the past decade, research on UDL has evolved significantly, moving education 

towards a paradigm that anticipates diversity rather than corrects it. Bibliometric 

analyses on Scopus show a progressive transition from special education to a 

transdisciplinary approach, with repercussions on motivation and academic success 

(Almeqdad et al., 2023), but also with critical issues related to evaluation and 

implementation. Capp (2017) calls for overcoming the exclusive association 

between UDL and disability, while Fovet (2024) and Johnstone & Niad (2022) call 



 

 
 

 

for the need to root the model in all cultural and political contexts. Integrating 

intelligent technologies, such as learning analytics and AI, opens new scenarios for 

personalisation (Roski et al., 2024) but requires attention to the primacy of the 

educational relationship. At the same time, a reflection on teaching professionalism 

as a transformative lever is making its way: the quality of implementation depends 

on the ability of schools to configure themselves as reflective and co-design 

environments (Griful-Freixenet et al., 2021; Molbæk & Hedegaard-Sørensen, 2023). 

The UDL is thus confirmed as a device in continuous redefinition, suspended 

between theoretical consolidation and experimental openness. The present 

research is placed in this liminal space to contribute to a truly universal education 

based not on normative abstractions but on deep listening, context and concrete 

transformation. 

 

2. Methodology 

The research adopts a Mixed Methods approach based on a complex and dialogical 

epistemological approach. The aim is to intertwine analytical rigour and 

interpretative depth, combining a bibliometric analysis of the literature on UDL 

(through Scopus and VOSviewer) with an empirical survey conducted on secondary 

school students using standardised AMOS questionnaires (Study Approach 

Questionnaire - SAQ, Questionnaire on Beliefs - QB, Anxiety and Resilience 

Questionnaire - ARQ). The bibliometric component has made it possible to map 

theoretical evolutions, conceptual nuclei and emerging trajectories; the empirical 

one explored school experiences, cognitive strategies and motivational dimensions. 

The methodological design enhances the interaction between theory and practice, 

which aligns with the vision of Creswell and Plano Clark (2018), according to which 

mixed methods not only broaden the understanding of educational phenomena but 

also generate deeper, situated, and transformative knowledge. 

 

2.1 Bibliometric analysis: criteria, tools, observed period 

The first phase reconstructed the theoretical evolution of the UDL model, 

investigating its trajectories and conceptual nodes. The search on Scopus, using the 

string “Universal Design Learning” applied to the title, abstract and keyword, 

covered the time frame 1999–2025, initially returning 5,335 results. An initial filter 

on the title field alone reduced the corpus to 546 publications, then further limited 



 

 
 

 

to 426 contributions about the “Education” field. The analysis used VOSviewer (Van 

Eck & Waltman, 2010), software for constructing semantic maps and bibliographic 

networks. The survey identified distinct thematic clusters, co-occurrences between 

keywords, co-citation relationships and source density, offering an updated map of 

the scientific debate on UDL. In addition to the descriptive value, the analysis has 

taken on a heuristic and critical meaning, highlighting epistemological 

convergences, theoretical discontinuities and unexplored areas of research 

(Perianes-Rodríguez, Waltman & van Eck, 2016). Understood this way, 

bibliometrics functions as a hermeneutical and guiding tool, instrumental in 

grounding and supporting the subsequent empirical phase. 

 

2.2 Empirical Detection 

The second guideline involved the administration of three AMOS questionnaires 

(QB, SAQ, ARQ) to investigate school experiences, cognitive strategies and 

emotional and motivational dimensions. The survey took place in May and June 

2024 via Google Forms anonymously and voluntarily, with the informed consent of 

the school institution and in compliance with ethical principles. The sample was 

selected for convenience, with stratification by year and address. Two groups from 

the “Regina Margherita” High School in Salerno participated1: section A of the 

Human Sciences High School (mainly female and homogeneous in terms of 

educational orientation) and section L of the Linguistic High School, characterised 

by greater gender heterogeneity and a significant presence of students with 

diversified cultural and linguistic backgrounds. This differentiation enabled a 

comparative analysis of the data, which was aligned with the UDL perspective and 

focused on personalisation. 

Although this is a case study (Trinchero, 2024), the results are not generalisable, 

and the methodology is transferable and replicable. There are some structural 

critical issues: the prevalence of women in a section, the inhomogeneity in 

voluntary adhesions and the variable number of responses. These variables, 

however, reflect the authentic complexity of the school context and reinforce the 

educational value of the survey. 

 

 
1 The authors would like to thank Director Angela Nappi for her availability to collaborate 
on the empirical research. 



 

 
 

 

3. Bibliometric analysis: results and visualisations 

3.1 Evolution of Scientific Production 

The bibliometric analysis on the Scopus database returned a significant corpus of 

publications related to UDL, inclusive teaching and adaptive educational 

environments between 1999 and 2025 (Figure 1). To ensure the relevance of the 

sample, the research was restricted to papers featuring the key expression 

“Universal Design Learning” in the title to capture the most pertinent contributions 

aligned with the objectives of the present study. 

 

 

Figure 1. Documents by year. Source: Scopus 

 

The evolution of scientific production shows quantitative growth, a progressive 

thematic coherence, and an increasingly solid theoretical articulation. Starting from 

2015 - with a marked acceleration from 2019 - the publications are part of a 

paradigm in the process of epistemological consolidation, reflecting a maturation 

of the field. The peak between 2020 and 2024 coincides with a phase of intense 

critical elaboration prompted by educational crises and systemic transformations 

that have made it urgent to rethink models of access and participation. There is also 

a widening of application contexts and a greater geographical diffusion: from the 

school environment, UDL extends to higher education, vocational training and 



 

 
 

 

digital design. The apparent decline in 2025 may be an effect of indexation delays 

rather than a sign of regression. 

 

3.2 Research geography 

The graph relating to the geographical distribution of publications (Fig. 2) shows an 

intense concentration in North America, with a predominance of the United States 

reflecting the origin and academic consolidation of the paradigm. What deserves 

attention, however, is the presence and absence: scientific production in this area 

excludes vast areas of the South of the world. 

 

 

Figure 2. Documents by region or territory. Source Scopus 

 

This asymmetry raises epistemological and political questions: who can define 

“inclusion”? Furthermore, who evaluates so-called “universal” pedagogical 

models? The risk of global standardisation of educational approaches developed in 

specific cultural and historical contexts, without adequate local mediation, is 

concrete and problematises the epistemic neutrality often attributed to UDL. 

Bibliometric data thus become an opportunity to critically interrogate the 

geography of pedagogical knowledge, claiming an orientation towards cognitive 

justice. Promoting effective inclusiveness requires scientific production to be open 

to alternative knowledge, locally located visions and perspectives from historically 

subaltern contexts. The democratisation of UDL, understood not only as a didactic 



 

 
 

 

model but also as a field of research, has passed through a radical expansion of 

epistemic plurality. 

 

3.3 Types of Scientific Contributions 

The typological composition of the scientific production (Figure 3) shows a strong 

academic orientation, with an apparent prevalence of peer-reviewed articles, 

against a scarce presence of freer or more popular discursive genres. 

 

 

Figure 3. Documents by type. Source Scopus 

 

This arrangement reflects a form of epistemic consolidation which, while 

guaranteeing rigour and validation, can limit the circulation of knowledge in 

concrete educational contexts. The figure, if read in parallel with the geographical 

distribution of production, reinforces this impression: the most productive 

countries — particularly the United States, the United Kingdom and Canada — are 

also confirmed as most aligned with Anglo-Saxon academic editorial logic, often 

oriented towards publication in indexed journals. The absence of a plurality of 

expressive and textual tools oriented towards transferring knowledge suggests the 

urgency of rethinking pedagogical dissemination formats to realise UDL’s inclusive 

vocation through more accessible, dialogic and contextualised discursive 

mediations. 



 

 
 

 

4. Bibliometric mappings 

4.1 The most cited sources 

The visual map generated with VOSviewer (Figure 4) shows the 426 most cited 

documents from 2007 to 2024, distinguishing them by size (number of citations) 

and colour (year of publication): dark blue represents studies prior to 2016, green 

those published in subsequent years, while yellow and light blue indicate the most 

recent research. 

 

 

Figure 4. Most cited documents. Processed by Vosviewer 
 

From a visual point of view, the map highlights central poles around which 
conceptual and citational networks are structured, with authors acting as epistemic 
nodes. Edyburn (2010), Capp (2017), and Griful-Freixenet (2017) stand out as wide 
spheres and dense connections characterise them, indicators of significant 
theoretical influence, and wide resonance. The density of connections signals the 
centrality of some contributions and their ability to generate dialogue between 
studies, favouring a shared language on educational inclusion. Alongside these, 
isolated but strongly cited figures emerge, such as Waitoller (2016), whose 
relevance derives from theoretical solidity rather than interconnection.  
The cross-analysis with Table 1, relating to the ten most cited documents, confirms 
and deepens this evidence. 
 



 

 
 

 

Id Document Citations Links 

1 Edyburn (2010) 245 1 

2 Capp (2017) 200 44 

3 Waitoller (2016) 163 0 

4 Elias (2011) 146 1 

5 King-Sears (2009) 119 28 

6 Griful-Freixenet (2017) 117 14 

7 Ok (2017) 114 36 

8 Coyne (2012) 108 19 

9 Rogers-Shaw (2018) 104 13 

10 Spooner (2007) 102 33 

Table 1. The ten most cited documents 
 

The analysis reveals that Edyburn (2010), although the most cited author, is 

positioned at the periphery of the conceptual network, thereby confirming his role 

as a seminal contribution: a foundational reference often taken as a starting point 

but rarely integrated into the most recent theoretical paradigms. On the contrary, 

Capp (2017) emerges as a central hub, combining many citations and numerous 

connections: this configures him as a mediator between different lines of research, 

capable of updating and declining the UDL model in a current key. The case of 

Waitoller (2016) signals a relevant but isolated theoretical contribution, perhaps 

because it is critical or not yet assimilated into the dominant network. The presence 

of highly cited and strongly connected authors – such as Ok, Spooner and King-Sears 

– reflects a cohesive epistemic community around the UDL model. However, the 

absence of post-2019 contributions among the primary references (except for Bray, 

2024) suggests a theoretical crystallisation that requires a renewed reflective 

impetus and a greater appreciation of the emerging literature. 

 

4.2 Analysis and mapping of the 917 keywords 

The VOSviewer concept map (Figure 5) returns the semantic structure of the 

search, showing the most frequent keywords and the strength of their connections. 

The size of the nodes indicates the frequency, while lines and intensities visualise 

the strength of the link strength. 

 



 

 
 

 

 

Figure 5. Keyword Map 

 

The concept map highlights the centrality of Universal Design for Learning (UDL), 

around which a cohesive semantic ecosystem develops, indicative of a consolidated 

scientific community. The most interconnected terms —inclusive education, 

students with disabilities, higher education and instructional design — outline a 

shared orientation towards inclusion and instructional design in the academic field. 

The presence of peripheral keywords linked to digitisation (e.g. mobile learning, 

innovation) highlights the expansion of the model towards experimental 

technological scenarios. The recent emergence of accessibility, engineering 

education and student engagement signals a methodological evolution, especially 

in STEM contexts and teacher training. Overall, the field is theoretically solid but in 

transformation, with dominant conceptual cores well highlighted in Table 2 based 

on the frequency and strength of connections. 

 

Id Keyword Occurrences TLS 

1 Universal design for learning 165 887 

2 Universal design 46 488 

3 Inclusive education 39 205 

4 Inclusion 33 173 

5 Udl 31 192 

6 Higher education 28 126 

7 Design 22 313 

8 Learning 22 199 



 

 
 

 

9 Students 21 283 

10 Accessibility 20 123 

11 Universal design for learning (UDL) 20 94 

12 Curriculum 18 171 

13 Disability 15 93 

14 Technology 15 102 

15 Education 14 156 

16 Instructional design 13 70 

17 Special education 13 57 

18 Human 11 142 

19 Teaching 11 119 

20 Curricula 10 126 

21 E-learning 10 145 

22 Professional development 10 56 

23 Students with disabilities 10 52 

Table 2. Keywords by frequency and link strength 
 

The keyword universal design for learning (165 occurrences, 887 link strength) 

signals the canonisation of the UDL paradigm as a theoretical reference for 

inclusion, flanked by terminological variants that reflect its adaptability to different 

educational contexts. Inclusion emerges as a thematic core, focusing on 

personalisation and removing barriers. Terms such as higher education, curriculum 

and professional development indicate a growing institutionalisation of UDL in 

education and university environments. The technological component, highlighted 

by keywords such as technology, e-learning and accessibility, suggests inclusion 

mediated by digital tools. Finally, the presence of the word human recalls the 

centrality of the relational dimension in an education-oriented towards 

humanisation. 

Bibliometric analysis confirms UDL as a theoretical-operational paradigm for 

dealing with school heterogeneity. The recurring keywords highlight the urgency of 

accessible, personalised teaching that is attentive to the integration of technologies 

and the human dimension. Terms such as teacher training, curriculum, and 

disability outline UDL as a flexible but structured model oriented towards students’ 

concrete needs. The dialogue with empirical data, a point of convergence between 

theory and inclusive practice, will verify these theoretical hypotheses. 

 



 

 
 

 

5. Description of the tools and theoretical context 

5.1. The Study Approach Questionnaire 

The Study Approach Questionnaire (SAQ), part of the AMOS battery, is a 

standardised psychometric instrument consisting of 50 items on a 5-point Likert 

scale, aimed at investigating learning strategies, study organisation, metacognition 

and self-regulation, in line with the principles of UDL. SAQ allows the analysis of the 

three pillars of the UDL model: engagement (motivation), representation (cognitive 

processes) and action/expression (regulation and monitoring of strategies). The 

results show a good metacognitive awareness among students: the highest 

percentages focus on items related to the verification of comprehension, selective 

attention to key contents and self-assessment (Table 3).  

 

 

Table 3. The most representative answers 

 

However, significant challenges emerge in procrastination, planning, and study 

organisation. Statistical analysis shows a polarisation: functional practices are 

widespread, while dysfunctional behaviours, although a minority, appear well 

outlined. The profile is favourable but points to organisational and motivational 

vulnerabilities that can compromise learning effectiveness without structured 

contexts. In terms of UDL, this evidence reinforces the need for flexible and 

personalised teaching strategies to enhance the current metacognitive resources 

and intervene in critical areas to strengthen autonomy and involvement. The 

following table summarises the percentage distribution of responses to a selected 

set of significant items. 

 



 

 
 

 

5.2 The Questionnaire on Beliefs (motivational and self-efficacy) 

The Questionnaire on Beliefs (QB) explored the motivational, cognitive and value 

dimensions of the school experience, involving 82 students out of 224 (36.6% 

adherence), with good spontaneous participation. Structured in six sections — 

conception of intelligence, vision of personality, confidence in one’s abilities, 

perception of abilities and learning objectives — QB uses Likert scales, dichotomous 

choices and qualitative assessments to return an articulated motivational profile. 

The framework of UDL mainly allows us to investigate the engagement domain and 

offers ideas for representation and action/expression (Fig. 6). 

 

Figure 6. Self-assessment of academic abilities 

The data indicate a prevalent adherence to an incremental vision of intelligence 

(64%), consistent with the growth mindset, and an overall prudent but positive self-

perception: 68% rate themselves between sufficient and reasonable, while only 

41% express complete confidence in their cognitive abilities. The orientation 

towards learning objectives reveals a marked trend towards confident 

performance: over 70% prefer easy or already known tasks, limiting cognitive 

exploration and using metacognitive strategies. This inclination towards safety 

suggests the influence of a school culture focused on the immediate outcome at 

the expense of developing skills such as resilience, critical thinking and adaptation. 

From a UDL perspective, this evidence reinforces the need for environments that 



 

 
 

 

support self-efficacy, legitimise error and value learning as a process. The emerging 

convictions are configured as educational markers useful for orienting educational 

design towards challenging but accessible activities and can foster involvement, 

awareness, and a sense of evolutionary effectiveness. 

 

5.3. The Anxiety and Resilience Questionnaire (ARQ) 

The Anxiety and Resilience Questionnaire, consisting of 14 items on a 5-point Likert 

scale, explores two key dimensions of the school experience: on the one hand, 

dysfunctional emotions related to studying (anxiety, tension, fear of error); on the 

other, the personal resources to cope with them (resilience, self-esteem, self-

confidence). In line with the theoretical framework of UDL, the tool allows for 

investigating the domains of engagement and action/expression, highlighting how 

emotions condition access to learning and implementing cognitive and behavioural 

strategies. Out of a sample of 82 students, the data show widespread performance 

anxiety: 31% report high levels of panic at the idea of a test, 45% say that anxiety 

compromises concentration, and over half report discomfort even at the thought 

of some subjects, indicating generalised emotional hyperactivation. However, on 

the positive side, good resilience emerges: 45% say they can cope with failure, more 

than 50% say they can recover after difficult moments, and about 60% show a 

medium-high ability to adapt (Fig. 7). 

 



 

 
 

 

 
 

Figure 7. Anxiety and Resilience in Students 
 

This balance between emotional fragility and adaptive resources suggests the need 

for school environments that reduce evaluation pressure, promote emotional 

regulation, and value error as a formative opportunity. From a UDL perspective, 

emotions are critical factors for inclusion: if neglected, they can become barriers to 

learning; if recognised and managed, they can turn into levers to build more 

welcoming, resilient and well-being-oriented educational environments. 

 

6. From Diagnosis to Treatment: Integrating QB, SAQ, and ARQ for a 

Transformative UDL Intervention 

The possibility of integrating three complementary psychometric tools - QB, SAQ 

and ARQ - to draw a complex, stratified and coherent profile of the students 

involved represents an added value. Each of these tools returns a distinct but 

interrelated lens. 



 

 
 

 

The integrated analysis of the data (Fig. 8), combined with a critical reading of the 

literature through bibliometric analysis, provides a picture in which empirical data 

and scientific trends do not always overlap.  

 

 
 

Figure 8. Criticalities vs UDL-Based interventions - QB, SAQ, ARQ 

 

Bibliometrics confirms the growing centrality of UDL since 2020 but highlights its 

limitations related to geographical polarisation and formal standardisation, which 

risk excluding central experiential dimensions. Empirical data show transversal 

fragilities in students, including insecurity, procrastination and performance 

anxiety, in the face of a positive view of learning. In response, UDL proposes itself 

as an inclusive design paradigm capable of anticipating diversity and transforming 

vulnerabilities into educational resources. The three strategies – Spaced Learning, 

Flipped Inclusion and artistic practices – represent operational responses to the 

critical issues that have emerged, giving back to education the task of designing for 

all. 

Thanks to its rhythmic and segmented structure, Spaced learning represents an 

effective strategy to intervene on the fragilities that emerged in the data in cases 

of disorganised learning, procrastination and difficulties in time management. The 

alternation between short, high-intensity sessions and active cognitive breaks 

promotes the sedimentation of content, improves attention and supports the 

acquisition of more conscious study strategies. Gradually introduced, this 



 

 
 

 

methodology may be adapted to the educational level, disciplinary context, and 

specific characteristics of the class group, ultimately evolving into a routine practice 

of self-regulation. 

 A concrete example: in the presentation of the Industrial Revolution, the teacher 

can alternate synthetic exposure, recreational-mnemonic activities and moments 

of re-elaboration, reducing hoarding anxiety and promoting distributed and 

sustainable learning. 

Flipped Inclusion, an inclusive evolution of the flipped classroom, on the other 

hand, addresses the dimensions of personalisation and relational care. Offering 

accessible and differentiated materials for self-study allows students to learn at 

their own pace and cognitive styles. This methodology entirely unfolds its potential 

in the educational field since transitioning from the traditional lesson allows for 

reconfiguring classroom time into a space for reflection, re-elaboration and active 

involvement. 

In this context, the teacher assumes the role of an empathic facilitator, capable of 

orchestrating knowledge by enhancing the contribution of each one and promoting 

shared metacognitive processes. 

Finally, artistic practices offer privileged access to the deepest and often neglected 

dimensions of school discomfort: the emotional ones. Activities such as theatre, 

music (Coppi, 2017; 2020), visual arts, and storytelling reduce anxiety and promote 

self-construction, intersubjective sharing, and reworking mistakes as opportunities 

for growth. Included in the curriculum or proposed as transversal laboratories, they 

represent spaces for decompression and identity regeneration for students who 

struggle to find a place of belonging in school. An emblematic example: after a 

lesson on the theme of migration, students can create an artistic collage on the 

journey and the encounter between cultures, transforming the experience into a 

personal and collective narrative. These practices, well rooted in the UDL approach, 

support authentic engagement and restore value to diversity as an expressive and 

pedagogical resource. 

These strategies reflect a generative design that values subjective complexity. The 

teacher becomes a curator of possibilities and a promoter of inclusive 

environments. Research must also go beyond standardised logic, moving towards 

a universality that recognises and values difference. Only in this way can education 

truly include and emancipate. 

 



 

 
 

 

7. Conclusions 

The results that emerged from the triangulation between psychometric tools (SAQ, 

QB, ARQ), bibliometric analysis and educational practices outline an articulated 

picture in which the transformative potential of UDL assumes not only 

methodological but epistemic relevance. The fragilities highlighted — anxiety, 

insecurity, discontinuous self-regulation, orientation towards safe performance — 

are not exceptions to be corrected but signs of an educational system that struggles 

to accommodate the complexity of the subjects. UDL appears as a systemic 

response to this challenge: not an ex-post adaptation but an intentional design of 

inclusion, capable of anticipating needs, removing barriers and valorising resources. 

Integrating Spaced Learning, Flipped Inclusion, and artistic practices does not 

represent a mere summation of approaches but a synergistic vision recognising the 

interdependence between cognition, emotion and relationship. From this 

perspective, the learning environment is no longer the neutral container of 

knowledge but the first pedagogical device the educator must design with care, 

intentionality and awareness. At the centre of this process, the teacher does not 

act as an executor of protocols but as a transformative mediator, promoter of 

agency, and architect of contexts where each student can experience belonging, 

recognition and growth. The evidence collected asks the research to go beyond the 

rhetoric of abstract universality to move towards a universality embodied in 

difference. Only in this way can education become truly inclusive: not as a 

normative device, but as a practice of daily justice, capable of generating 

possibilities where there were previously obstacles. An education that does not 

limit itself to instructing but that heals, accompanies, transforms, and, ultimately, 

liberates. 
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