


This is the first book to offer a critical examination of the delivery of before- 
and after-school physical activity programs, from global perspectives. It 
introduces key theory and best practice in before- and after-school physical 
activity research and programming, and is an essential resource for educa-
tors involved in the design and implementation of after-school programs.

With contributions from leading international researchers and practi-
tioners in the field of health and physical education, the book provides an 
overview of research methods in before- and after-school physical activity. 
It offers insight on theoretical frameworks and the implementation of pro-
grams as they relate to policy in schools, as well as an overview of social 
and emotional learning in after-school programs. The book also explores 
inclusive before- and after-school physical activity programming for under-
served communities, covering key topics from Positive Youth Development 
and urban programming to developing adult leaders and working with 
LGBTQI populations and children with disabilities.

This book is important reading for researchers in health and physical 
education, and policy-makers, teachers, youth workers, and coaches work-
ing with children in physical education, health education, physical activity, 
or sport.

Risto Marttinen is an Assistant Professor at George Mason University. His 
research revolves around implementing sustainable and educational after-
school physical education programs in elementary and middle schools spe-
cializing in sports and fitness in under-served communities while reinforcing 
character development and teaching STEM and common-core literacy skills.

Erin E. Centeio is an Associate Professor at University of Hawai’i at Mānoa 
in Honolulu, Hawai’i. Erin’s research focuses on increasing children’s levels of 
physical activity throughout the school day and understanding the effects physi-
cal activity has on their health, as well as the cognitive and psychosocial benefits.

Thomas Quarmby is a Reader in the Carnegie School of Sport at Leeds Beck-
ett University, UK. His research explores the role of sport, physical activity 
and physical education for youth from socially vulnerable backgrounds, with 
particular attention given to care-experienced children and young people.

Before- and After-School Physical 
Activity Programs



The Routledge Studies in Physical Education and Youth Sport series is a 
forum for the discussion of the latest and most important ideas and issues 
in physical education, sport, and active leisure for young people across 
school, club and recreational settings. The series presents the work of the 
best well-established and emerging scholars from around the world, offering 
a truly international perspective on policy and practice. It aims to enhance 
our understanding of key challenges, to inform academic debate, and to 
have a high impact on both policy and practice, and is thus an essential 
resource for all serious students of physical education and youth sport.

Also available in this series

Young People, Social Media and Health
Victoria A. Goodyear and Kathleen M. Armour

Physical Literacy across the World
Margaret Whitehead

Precarity, Critical Pedagogy and Physical Education
David Kirk

School Physical Education and Teacher Education
Collaborative Redesign for the 21st Century
Edited by Ann MacPhail and Hal A. Lawson

Models-based Practice in Physical Education
Ashley Casey and David Kirk

Before and After School Physical Activity Programs
Frameworks, Critical Issues and Underserved Populations
Edited by Risto Marttinen, Erin E. Centeio and Thomas Quarmby

https://www.routledge.com/Routledge-Studies-in-Physical-Education-and- 
Youth-Sport/book-series/RSPEYS

Routledge Studies In Physical Education and Youth Sport
Series Editor: David Kirk, University of Strathclyde, UK

https://www.routledge.com
https://www.routledge.com


Edited by Risto Marttinen, Erin E. Centeio 
and Thomas Quarmby

Before- and After-School 
Physical Activity Programs
Frameworks, Critical Issues, and 
Underserved Populations



First published 2021
by Routledge
2 Park Square, Milton Park, Abingdon, Oxon OX14 4RN

and by Routledge
52 Vanderbilt Avenue, New York, NY 10017

Routledge is an imprint of the Taylor & Francis Group, 
an informa business

© 2021 selection and editorial matter, Risto Marttinen, Erin E. 
Centeio and Thomas Quarmby; individual chapters, the contributors

The right of Risto Marttinen, Erin E. Centeio and Thomas Quarmby to 
be identified as the authors of the editorial material, and of the authors 
for their individual chapters, has been asserted in accordance with 
sections 77 and 78 of the Copyright, Designs and Patents Act 1988.

All rights reserved. No part of this book may be reprinted or 
reproduced or utilised in any form or by any electronic, mechanical, 
or other means, now known or hereafter invented, including 
photocopying and recording, or in any information storage or retrieval 
system, without permission in writing from the publishers.

Trademark notice: Product or corporate names may be trademarks 
or registered trademarks, and are used only for identification and 
explanation without intent to infringe.

British Library Cataloguing-in-Publication Data
A catalogue record for this book is available from the British Library

Library of Congress Cataloging-in-Publication Data
Names: Marttinen, Risto, editor. | Centeio, Erin E., editor. | Quarmby,
   Thomas, editor.
Title: Before and after school physical activity programs : frameworks,
   critical issues and underserved populations / edited by Risto Marttinen,
   Erin E. Centeio, and Thomas Quarmby. 
Description: Abingdon, Oxon ; New York, NY : Routledge, 2021. | Series:
   Routledge studies in physical education and youth sport | Includes
   bibliographical references and index.
Identifiers: LCCN 2020036991 (print) | LCCN 2020036992 (ebook) | ISBN
   9780367509361 (hardback) | ISBN 9781003051909 (ebook) 
Subjects: LCSH: Physical education for children. | After school programs.
Classification: LCC GV443 .B36 2021  (print) | LCC GV443 (ebook) | DDC
   372.86—dc23
LC record available at https://lccn.loc.gov/2020036991
LC ebook record available at https://lccn.loc.gov/2020036992

ISBN: 978-0-367-50936-1 (hbk)
ISBN: 978-1-003-05190-9 (ebk)

Typeset in Times New Roman
by KnowledgeWorks Global Ltd.

https://lccn.loc.gov
https://lccn.loc.gov


To my wife Laura – Risto

To my husband, George, and children Liam and 
Malia – Erin

To my wife, Michelle and our boys Archie and 
Teddy – Thomas



https://taylorandfrancis.com


List of figures x
List of tables xi
List of contributors xii

 Introduction 1
RISTO MARTTINEN, ERIN E. CENTEIO, AND THOMAS QUARMBY

1 Implementing before- and after-school physical activity  
programs within the Whole School, Whole Community,  
Whole Child framework 9
ERIN E. CENTEIO, HEATHER ERWIN, JEANNE BARCELONA, AND  

HAYLEY MCKOWN

2 Using restorative practices in out-of-school physical  
activity programs 22
MICHAEL A. HEMPHILL AND K. ANDREW R. RICHARDS

3 An activist sport approach to before and after-school  
programming: Co-creating empowering possibilities with  
youth from socially vulnerable backgrounds 34
CARLA LUGUETTI AND KIMBERLY L. OLIVER

4 Positive youth development through sport: Enhancing contribution 45
COLIN J. DEAL, HELENE JØRGENSEN, ISABEL ORMOND, AND  

NICHOLAS L. HOLT

5 Integrating health and physical activity with social emotional  
learning in before- and after-school programs 57
JEANNE BARCELONA, ERIN E. CENTEIO, AND MELISSA PARKER

Contents



viii Contents

6 Made2Move 3.0: PETE students as design thinkers 69
FIONA CHAMBERS, MANOLIS ADAMAKIS, DEIRDRE BRENNAN, AND  

GILLIAN O’SULLIVAN

7 Ten Years Later: What we learned about after-school  
programming from the Fitness Improves Thinking in  
Kids (FITKids) Clinical Trial 83
DARLA M. CASTELLI, CHARLES H. HILLMAN, LAUREN RAINE, AND  

ERIC S. DROLLETTE

8 REACH after-school: Integrating literacy and  
PA in under-served communities 96
RAY N. FREDRICK III, RISTO MARTTINEN, AND KELLY C. JOHNSTON

9 ‘Getting lost,’ being flexible and using innovative methods in  
an after-school program 108
CARRIE SAFRON

10 Care-experienced youth and before- and after-school  
physical activity 118
THOMAS QUARMBY, RACHEL SANDFORD, AND OLIVER HOOPER

11 Sport for development programming in developing and  
conflict-affected regions 129
MEREDITH A. WHITLEY

12 Challenges and opportunities in urban after-school programming 142
LAUREL WHALEN, KIMBERLY MALJAK, NATE MCCAUGHTRY,  

ALEX GARN, AND SARA FLORY

13 Outside the box: LGTBQ-inclusive physical activity programs 154
DILLON LANDI

14 Before- and after-school programs for students with intellectual  
and developmental disabilities 166
LEAH R. KETCHESON AND FRANZISKA LOETZNER

15 The role of informal sport in after-school physical activity 178
JUSTEN O’CONNOR



Contents ix

16 Preparing adult leaders to work within sport-based youth  
development settings 191
VICTORIA N. SHIVER AND JENN M. JACOBS

17 Funding before- and after-school physical activity programs 203
SENLIN CHEN, XIANGLI GU, AND YANG LIU

18 It’s time to predict the implications of outsourcing health  
and physical education and extra-curricular physical activity  
programming 216
LEIGH SPERKA

19 Student voice in physical education and before- and after-school  
physical activity settings 227
JAMES D. RESSLER AND ZACHARY WAHL-ALEXANDER

 Conclusion 239
RISTO MARTTINEN, ERIN E. CENTEIO, AND THOMAS QUARMBY

Index 244



1.1 Comprehensive School Physical Activity Program 10
1.2 Whole School, Whole Community, Whole Child 11
2.1 Social Discipline Window 24
3.1 Diagram of the key theme and the critical elements of  

the activist sport approach 38
4.1 Model of PYD through sport 50
6.1 Design Thinking research process (using The Chambers  

Model, 2018) 71
7.1 A child’s heart rate during the FITKids program 85
9.1 Keenan’s journal 113
17.1 Grant writing mentality and actions across the five stages  

of change 205

List of figures



1.1 Before- and After-School components common at the  
elementary level (ages 5-10) 15

1.2 Before- and After-School components common at the  
secondary level (ages 11-18) 15

5.1 Tips and Tricks for Applying the SEL Process in ASPs 64
6.1 Made2Move Programme Roles 73
7.1 Sample FITKids lesson 87
10.1 Principles of trauma-informed practice 125
14.1 Classroom pivotal response teaching (CPRT) instructional  

strategies 171
17.1 Grant writing stages, decisional balance, and confidence scale 206
17.2 Funding sources for physical activity programs and examples  

in the United States 209
17.3 Funding sources for physical activity programs and examples  

outside of the United States 210

List of tables



Editors

Erin E. Centeio  is an Associate Professor at the University of Hawai’i at 
Mānoa, Hawai’i, U.S.

Risto Marttinen  is an Assistant Professor at George Mason University in 
Fairfax, Virginia, U.S.

Thomas Quarmby  is a Reader in the Carnegie School of Sport at Leeds 
Beckett University, U.K.

Contributors (in order of appearance)

Manolis Adamakis  is a Lecturer at University College Cork, Ireland

Jeanne Barcelona  is an Assistant Professor at Wayne State University, U.S.

Deirdre Brennan  is a Professor at Ulster University, Northern Ireland

Darla M. Castelli  is a Professor at The University of Texas at Austin, U.S.

Erin E. Centeio  is an Associate Professor at the University of Hawai’i at 
Mānoa, Hawai’i, U.S.

Fiona Chambers  is Head of the School of Education and a Senior Lecturer 
University College Cork, Ireland

Colin J. Deal  is a Doctoral Candidate at University of Alberta, Canada.

Eric S. Drollette  is an Assistant Professor at the University of North Carolina 
at Greensboro, U.S.

Heather Erwin  is a Professor at the University of Kentucky, U.S.

Ray N. Fredrick III  is an Assistant Professor at Queens College, City 
University of New York, U.S.

Hayley McKown  is a Doctoral Candidate at University of Hawai’i at Mānoa

List of contributors



List of contributors xiii

Michael A. Hemphill  is an Assistant Professor at the University of North 
Carolina at Greensboro, U.S.

Charles H. Hillman  is a Professor at Northeastern University, U.S.

Nicholas L. Holt  is a Professor and Vice Dean at University of Alberta, 
Canada

Oliver Hooper  is a Research Associate Loughborough University, UK

Kelly C. Johnston  is an Assistant Professor at Baylor University, U.S.

Helene Jørgensen  is a Doctoral Student at University of Alberta, Canada.

Carla Luguetti  is a Lecturer at Victoria University, Melbourne, Australia

Risto Marttinen  is an Assistant Professor at George Mason University in 
Fairfax, Virginia, U.S.

Kimberly L. Oliver  is a Professor at New Mexico State University, Las 
Cruces, U.S.

Isabel Ormond  is a Doctoral Student at University of Alberta, Canada

Gillian O’Sullivan  is the Research Co-ordinator of Made2Move Project a 
University College Cork, Ireland

Melissa Parker  is a Senior Lecturer and Course Director at the University 
of Limerick, Ireland

Thomas Quarmby  is a Reader in the Carnegie School of Sport at Leeds 
Beckett University, U.K.

Lauren Raine  is a Postdoctoral Research Associate at Northeastern 
University, U.S.

K. Andrew R. Richards  is an Assistant Professor at the University of Illinois, 
U.S.

Carrie Safron  is an independent scholar in the U.S.

Rachel Sandford  is a Senior Lecturer Loughborough University, UK

Laurel Whalen  is a Lecturer at Wayne State University, U.S.

Meredith A. Whitley  is an Associate Professor at Adelphi University, U.S.



https://taylorandfrancis.com


Introduction

Risto Marttinen, Erin E. Centeio, and Thomas Quarmby 

The focus of the book

If you are picking up this book, you most likely care about youth and provid-
ing them with opportunities to participate in safe before- and after-school 
physical activity (PA) programming. At the time this book was conceptual-
ized and written, there was no English-language book out there that offered 
diverse views on before- and after-school PA programming within a global 
context. This book is unique. Not only does it focus on PA within before- 
and after-school settings, but it’s written by a group of scholars from across 
the globe discussing topics that affect youth. The book includes three sec-
tions that loosely address before- and after-school programs in regard to 
frameworks, critical issues, and programming in underserved communities. 
Although the book takes an international perspective, depending on the 
circumstances, before- and after-school programs will and should look dif-
ferent. Context matters and the following chapters were designed to invoke 
rigorous thought about context; there is a need to recognize that no one 
program is going to – or should – look the same. It seems obvious that a pro-
gram would differ if implemented in a densely populated urban city like New 
York versus a rural town in Australia’s outback. However, even programs 
in New York and Detroit look different, given their specific contexts and the 
needs and desires of the youth and their communities. Acknowledging con-
text is a common thread in many of the chapters, and this is why we invited 
these particular scholars to contribute. We hope you enjoy this book and 
that you glean new concepts that will work in your specific setting.

General introduction

It would be negligent for us not to acknowledge the titans that preceded 
this book. Most specifically, the tremendous work done by Don Hellison 
in after-school PA programming that has had a significant impact on the 
field. Though Hellison’s TPSR framework is widely implemented and well 
researched in the field of physical education (PE), some may not realize 
that Hellison spent considerable time enacting and developing the model 
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in after-school programs. This is a testament to the fluid space of before- 
and after school, where there is more flexibility, time, and opportunity to 
create meaningful relationships with students that choose to attend these 
programs than in the regular PE classroom.

This book aims to provide a resource for enhancing learnings about 
research and augmenting delivery of instruction in before- and after-
school PA programs. As stated earlier, this book contains three main areas 
of focus: 1) Frameworks and theoretical underpinnings of programming,  
2) Examples of evidenced-based programming in underserved populations, 
and 3) Issues that occur within out-of-school programming. Scholars from 
across the globe who specialize in before- and after-school programming 
provide various viewpoints that will help you, the reader, better understand 
programming in multiple contexts. Many of the chapters offer commentary, 
evidence, and future directions for PA programming in before- and after-
school settings.

Why are before- and after-school physical activity  
programs important?

We chose to write this book because we see tremendous potential in the 
out-of-school time space to develop skills in youth and provide additional 
opportunities for them to be physically active. These skills can be physi-
cal (e.g., learning to perform lifetime activities), emotional (e.g., learning 
social and emotional skills (SEL)), or cognitive (e.g., gaining knowledge 
about health-related fitness). The greatest benefit we’ve seen is the pro-
longed engagement and unstructured time available in after-school settings. 
All three of us (Risto, Erin, and Tom) have research backgrounds in PE. 
We have noticed that there are many restrictions in these settings: chang-
ing clothes for PE, bell schedules, limited minutes per week, assessment 
requirements, mandatory fitness testing, state standards, etc., which all 
guide (and limit) instruction. Both elementary and secondary schools in the 
United States specifically, struggle to maintain a significant presence during 
the school day. At the elementary level, some children never engage in PE or 
engage very little (e.g., 30 minutes every two weeks), while it’s mandated for 
others every day. At the secondary level, it varies by grade and context, but 
most students only engage in PE for one or two semesters, for 45-60 min-
utes a day, during their entire secondary school experience. With the time 
needed to organize and take attendance, there isn’t much flexibility to be 
creative, build meaningful relationships with students, engage in prolonged 
skill-building, and dive deep into content.

In order to address the lack of PA time in schools, some United States 
schools have adopted a framework that focuses on increasing PA throughout 
the school day, beyond the PE context. Models like a Comprehensive School 
Physical Activity Program (CSPAP) have been endorsed in the United States 
to try to increase the amount of time youth have to be active before, dur-
ing, and after school. Within an international context, the whole-of-school 
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approach is more integrated within the culture of society. In contrast, 
in the United States, there seems to be less value surrounding accessible 
and equitable opportunities for youth to be physically active. Before- and 
after-school programming is one component of the five-component CSPAP 
model and should be designed to create a safe, free environment for youth 
to be physically active (Beighle & Moore, 2013).

Although CSPAP’s specifically focus on increasing PA, research has shown 
great opportunities for programming to also build relationships (Marttinen 
et al., 2020), enhance skills (Cohen et al., 2014), and provide engaging expe-
riences (Luguetti et al., 2017) that are student-driven in before- and after-
school settings. Creating experiences for youth that incorporate PA, and 
strengthen qualities of the whole child is essential, and you will read about 
many successful programs that do just that throughout the book.

What is the goal of before- and after-school programs?

We believe the goals of any before- or after-school program are legitimate 
if they meet students’ needs. Some elite programs like the Liverpool Youth 
Football Club will have a goal to produce premier league players. This is not 
ideal for those students who don’t know anything about football, so it’s not 
a “one size fits all.” But we would be willing to bet that the students selected 
for this program are fully engaged and buy into this goal. Of course, this is 
an extreme example. Many of these professional programs also run chari-
table foundations that support a range of programs, including before- and 
after-school PA programs. However, this hyper-competitiveness isn’t anom-
alous; it can also be seen in various levels in the United States across varsity 
sports, for-profit after-school programs for travel teams, and others. Other 
programs take a different approach. These programs may focus more on 
participation and learning various activities and games in a nurturing and 
cooperative environment. Some programs may have a focus on developing 
SEL skills, and others on building a community for marginalized youth. If 
youth opinion is involved and the program’s leaders are aligned with the 
wants and needs of the youth in the program, then the goals can be whatever 
they decide.

When discussing before- and after-school programs within this book, it is 
essential that we define common language and definitions used throughout 
the chapters. Although all readers may not use the same terminology within 
their environments, making sure that everyone understands the meaning 
behind common terms is important. Below we define and discuss common 
key terms used throughout the book.

Before- and after-school programs

These programs can range in size, frequency, and delivery methods. Before- 
and after-school programs, in general, include general care for children that 
may focus on something other than PA and health. For example, many are 
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loosely structured school-based programs that provide care before guard-
ians can pick students up, like YMCA organized before- and after-school 
care, choir, or an honor society program. This book focuses on programs 
with a PA focus (even if that focus is not the main outcome). A before-school 
program could be an all-girls fitness class at a local high school, an informal 
meetup at a set time to surf before school begins, or a running club at an 
elementary school in a climate where it is dangerous to run in the heat later 
in the day. After-school programs may be structured and integrate literacy 
and sports like REACH (see chapter 8), an organized football team run by 
Liverpool Football Club, an after-school mileage club, fun-filled physical 
activities/games run by a PE teacher or PA leader, or they may be informal, 
like a cycling meetup for high schoolers. Often the most neglected area in 
the discourse is out-of-school time that transpires on weekends and holidays 
away from school. Programs that take place during this timeframe could be 
summer camps that have a PA or PE orientation, or an out-of-school pro-
gram developed and run by students that takes excursions to out-of-school 
settings (see chapter 13).

Underserved

Hellison (2000) identifies ‘underserved’ youth as those children and young 
people who may live in socially stigmatized (e.g., minority) communities, 
facing several issues including poverty and racism, the influence of gangs, 
or even the stress of living in ‘war zones.’ While Hellison (2000) offers a 
broad definition, the research literature highlights a plethora of simi-
lar terms that may be used to describe such vulnerable youth, and which 
can be found throughout this text. These include, but are not limited to, 
disaffected youth (Sandford & Duncombe, 2011), youth-at-risk (Coalter et 
al., 2000), and marginalized youth (Kelly, 2011). We understand that all of 
these terms have been criticized for focusing on the individual rather than 
considering the broader social structures in which they live (Haudenhuyse  
et al., 2012). In this book, Luguetti and Oliver (Chapter 3) use the term 
‘youth from socially vulnerable backgrounds’ to foreground their social 
circumstances and avoid blaming young people for the problems they may 
encounter (e.g., poverty, educational underachievement, drug, and alcohol 
use, etc.). As such, throughout the various chapters within this text, you will 
see students described as underserved, socially vulnerable, marginalized, 
disaffected, and disengaged. The environment may be described as a “com-
munity affected by poverty” or “Title I schools.” In addition to social class 
and geographic location, various social factors, such as ‘broken-homes.’ 
parental conflict, divorce, and separation coupled with substandard hous-
ing and deprivation have all been reported to contribute to children being 
more susceptible to negative experiences (Farrington, 1996). Hence, the 
social structures in which they live may contribute to youth being viewed 
as vulnerable. Therefore, no matter what terminology is used to describe 
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youth throughout the following chapters, the youth are still young people 
first, no matter what community they live in or what their parents’ finan-
cial statuses may be. Despite differences in terminology, when the chapter 
authors use the above terms, they do so broadly to describe youth who have 
fewer opportunities than their peers and who may now, or in the past, have 
experienced social inequality.

Physical activity and physical education

Across chapters, programs define PA at various intensities. Some may lean 
more toward moderate to vigorous physical activities (MVPA), while others 
engage youth in lifetime physical activities that require less energy expend-
iture, such as yoga, hiking, and camping. The reader needs to understand 
these terms and think about each chapter within its context. Many of the 
authors who have contributed to this book have research and teaching back-
grounds within a PE context. Although it is well known that there are many 
differences between quality PE and before- and after-school PA programs, 
we agree that there is potential for before- and after-school programs to 
include PE components, providing an educational space rather than a pro-
gram merely focused on movement. Hence, many of the programs discussed 
throughout the book have an educational purpose and arguably have more 
time to enact these objectives than a PE teacher would with large class sizes 
and time restrictions instituted by the education department (state, local, 
national). With that said, we are not advocating for before- and after-school 
programs to take the place of PE in the school environment, merely to gain 
additional skills in whatever the focus of the program is.

School settings and age groups

Given the book’s international focus, it is important to define the different 
age groups of youth. For example, elementary school and primary school are 
often used synonymously. In the United States, elementary school pupils are 
aged 6–13 and span grades K-6, and in some cases K-5. Canada has elemen-
tary schools ranging from grades 1–6 with Kindergarten being considered 
pre-school. In the United Kingdom, the term primary school is used more 
often and refers to ages 5–11 (Key Stage 1 and 2). Secondary schools in the 
United States usually start in 6th grade; however, the context will determine 
how middle and high schools (both considered secondary) are arranged. 
Some school districts with elementary grades K-6 determine middle school 
as grades 7–8. Those schools that have K-5 elementary, typically have 
grades 6–8 in middle schools. High school in the United States and Canada 
is usually grades 9–12. In Finland, upper secondary schools split into a voca-
tional or academic route around the age of 15, the last year of compulsory 
education. In Brazil, school is mandatory from ages 4–17. In the UK, second-
ary schools typically include youth ages 11–16 (covering Key Stage 3 and 4), 
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while colleges offer post 16 education to those ages 17–18. Thus, it is clear that 
there are nuances in the structures and start and end dates of compulsory 
education around the world. Yet, before- and after-school programs centered 
on physical activity still fit alongside all of these structures.

Focus on underserved youth

Underserved youth (in the context of this book) include those living in 
or having experienced social inequality and, thus, typically having fewer 
opportunities than their peers to participate in PA and sports. Hellison 
(2000) has argued that before- and after-school programs keep underserved 
youth out of trouble and, in doing so, attempt to remedy their perceived 
deficiencies. While we don’t believe this is still the case, and the chapters in 
this book speak to this, there is still an issue with equity; before- and after-
school programs for underserved youth are scarce compared to those for 
youth from more affluent communities. This text’s key feature is its focus on 
underserved youth populations – not as a means to point out problems – but 
to identify their strengths and what, specifically, they can gain from before- 
and after-school programs. Each of us shares a belief in social justice and 
creating a more equitable future for youth, and we hope this unique text will 
offer insights into how to achieve this goal.

As we noted earlier, there is currently a dearth of literature connecting 
before- and after-school PA programs and the specific populations that 
benefit from them. Therefore, this text offers an international insight into 
the growing work on before- and after-school PA programs to highlight 
the varied populations of underserved youth who benefit in myriad ways. 
It also offers suggestions for successful programming in a range of different 
contexts.

Organization of the book: three themes

Theme one

The first theme centers on frameworks used in facilitating before and after-
school programs. Various authors explain the frameworks used and theo-
retical underpinnings to consider when conducting research with students in 
before- and after-school settings.

In Chapter 1, we introduce the Whole School, Whole Community, Whole 
Child (WSSC) framework, which takes a holistic view of a child’s education 
through the social-ecological model. As noted earlier, another popular exam-
ple that United States based researchers and teachers may know is CSPAP. 
Both models embed before- and after-school programming. Chapter 2 intro-
duces the use of restorative practices, which have gained a lot of traction in 
schools, but not much research has been conducted to examine the effects 
in PA settings or in before- and after-school programs. Another framework 



Introduction 7

prominent in current research is the activist approach in out-of-school con-
texts, which was first pioneered in PE settings by Oliver and colleagues. 
Chapter 3 shows how activist approaches can be implemented by co-creating 
programming with youth from socially vulnerable backgrounds.

An often-cited framework for youth in out-of-school settings is positive 
youth development (PYD). Chapter 4 focuses on the contribution aspect 
of PYD through sport while also explaining the framework and how it is 
implemented. In Chapter 5, we introduce the implementation of social, emo-
tional learning (SEL) and how to integrate it into health and PA program-
ming. SEL has become a key component of schooling, and many advocates 
of PE and PA programming suggest that school-settings are ideal places to 
implement it. Before- and after-school programming is not limited to grades 
K-12. The authors in Chapter 6 introduce us to a program taught by PETE 
students to fellow university students that has shown success. Chapter 7 
provides an overview of a successful evidence-based after-school program. 
This chapter provides a great example of a thoroughly studied and planned 
out after-school program.

Theme two

The second theme shares methods of current and innovative before- and 
after-school PA programming that focus on underserved youth. For 
instance, Chapter 8 introduces the REACH program, an after-school 
program that integrates literacy and PA in under-resourced communi-
ties. Chapter 9 focuses on engaging youth in after-school settings by being 
flexible and using innovative methods to create a hook to entice youth to 
stay involved. In Chapter 10, the authors explore care-experienced youths’ 
social landscapes and how, before- and after-school sport/PA programs can 
be accessible and enjoyable. Understanding sport for developmental pro-
gramming within developing and conflict-affected regions is the focus of 
Chapter 12, while Chapter 13 explores the challenges and opportunities 
explicitly incurred within urban after-school programming in the United 
States. Chapter 14 extends beyond underserved communities to exam-
ine successful characteristics of LGBTQ-inclusive PA programs. Finally, 
Chapter 15 focuses on before and after-school programming specifically 
for individuals with intellectual and developmental disabilities. Chapters 8 
through 15 are similar as they all explain and examine successful program-
ming with underserved and marginalized populations, yet they all contrib-
ute unique global perspectives, helping readers better conceptualize what 
successful programming might look like within their context.

Theme three

The final theme for this book focuses on crucial issues in before- and after-
school programming. For instance, Chapter 15 discusses the increasingly 
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prevalent role of informal sport in after-school PA. Chapter 16 highlights 
the key issues for preparing adult leaders to work in sports-based youth 
development settings. Chapter 17 offers insights into how to fund before- 
and after-school programs, while Chapter 18 takes a future-focused look 
at the implications of outsourcing extra-curricular PA programming and 
the implications for what is delivered and who benefits. Finally, Chapter 19 
centers on student voices and explores how youth can shape the direction of 
before- and after-school programs.
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1 Implementing before- and 
after-school physical activity 
programs within the Whole 
School, Whole Community, 
Whole Child framework

Erin E. Centeio, Heather Erwin, 
Jeanne Barcelona, and Hayley McKown

Participation in physical activity has many benefits for youth. Research has 
shown that physical activity can elicit numerous physical health benefits 
such as reduced blood pressure, decreased obesity, increased bone mineral 
density, as well as many mental health issues such as decreased depression 
(Janssen & LeBlanc, 2010). Additionally, research has shown that participat-
ing in physical activity as youth can decrease the risk of health issues and 
disease later in life (Warburton et al., 2006). Although the benefits of physi-
cal activity are relatively well known, many youth are not meeting the daily 
recommended guidelines for physical activity (Katzmarzyk et al., 2018). This 
is partially because of the decreased time spent in physical activity at school 
(CDC, 2015; IOM, 2013), but is also coupled with issues such as motivation, 
lack of support, access, etc. (Dumith et al., 2011; Humbert et al., 2006). Given 
the rise of obesity among youth, especially in countries such as the United 
States of America (USA), experts have called for schools to take on a larger 
role in increasing the amount of physical activity provided for youth to help 
meet the recommended guidelines of 60 minutes per day (IOM, 2013).

Since 1987, a Coordinated School Health (CSH) approach has informed 
schools and provided guidance for how to include components of health 
within the school environment specifically advocating for the importance of 
physical activity within the physical education setting (IOM, 2013; Pate et al., 
2006). For years, physical education was a staple in school schedules and 
seen as a contributing part of the educational system. However, over time, 
as more emphasis was put on testing as part of the No Child Left Behind 
Act (2002), which was a somewhat controversial law put into place in 2001 
as a means for leveling the playing field for all students who were working  
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from some sort of disadvantage, such as minorities, those with low house-
hold income, those receiving special education services, and those who 
spoke English as a second language. In the U.S., time for physical activity 
through recess and physical education was rapidly diminished from the tra-
ditional school schedule (Anderson et al., 2011). This left advocates without 
resources or time to provide physical activity prompting creative efforts to 
promote physical activity during the school day, outside of the physical edu-
cation classroom.

In 2013, in alignment with CSH and the then recent call of the Institutes 
of Medicine to implement Whole-of-School approaches, the Centers for 
Disease Control and Prevention (CDC) along with SHAPE America and 
Let’s Move Active Schools launched the Comprehensive School Physical 
Activity Program (CSPAP) model. The model is specific to the United States 
and its landscape and consists of five components: 1) physical education, 2) 
physical activity during school, 3) staff involvement, 4) family and commu-
nity engagement, and 5) physical activity before and after-school (CDC, 
2013; see Figure 1.1). Shortly after, in 2014, as an expansion of the CSH 

Figure 1.1 Comprehensive School Physical Activity Program

Note*  Courtesy of the CDC and ASCD http://www.ascd.org/programs/learning-and-health/
wscc-model.aspx

http://www.ascd.org
http://www.ascd.org
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approach, the ASCD (formerly known as the Association for Supervision 
and Curriculum Development) along with the CDC, launched the Whole 
School, Whole Community, Whole Child approach (WSCC; ASCD, 2014; 
Lewallen et al., 2015). The WSCC served as an innovative way to encourage 
the educational arena to think beyond academic development to consider 
the holistic aspects that a child needs to develop. WSCC is comprised of 10 
components (see Figure 1.2) with one specifically focused on physical activ-
ity and physical education (ASCD, 2014). The CSPAP model aligns with one 
component of the WSCC model and it focuses on mechanisms such as train-
ing, support, and resources that provide access and promotion of physical 
activity before, during, and after-school.

Both CSPAP and WSCC models are United States centric but there are 
many models across the world that are similar in nature. These models are 
linked through their grounding in Bronfenbrenner’s ecological systems 
theory (1979), which posits that there are many different levels of influenc-
ers that impact a child’s development, starting at the micro level, which 

Figure 1.2 Whole School, Whole Community, Whole Child

Note*  Courtesy of ASCD http://www.ascd.org/programs/learning-and-health/wscc-model.
aspx

http://www.ascd.org
http://www.ascd.org
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consists of one’s own individual factors; next, the people directly and closely 
involved, the community and environments in which they engage as well as 
remote macro level factors including national and international policies and 
cultural forces. In a similar framework modified to represent health behav-
iors, Sallis and colleagues (2008) created the Social Ecological Framework 
that focuses on multiple influencers, both within a physical and social envi-
ronment that influence health behavior. The Social Ecological Framework 
has been utilized to guide work being done towards positive health behavior 
change, such as increasing physical activity for youth. Collectively, these 
comprehensive models can be helpful because they help conceptualize all of 
the factors that influence health behaviors, such as facilitators and barriers 
to youth participation in physical activity.

Of particular interest in this chapter is the CSPAP framework because 
unlike the other models it comprehensively focuses on physical activity, 
therefore including before and after-school time. Understanding best prac-
tices in offering physical activity programming before and after-school 
is often understudied compared to other components such as physical 
education and during school physical activity (Beighle & Moore, 2012). 
Connecting before- and after-school programs within a CSPAP and whole 
child framework will demonstrate the importance of these programs in the 
model as they can be used to help contribute to increasing physical activ-
ity for youth while also reinforcing a culture of health in the school and 
community (Beets et al., 2009). If we hope to influence and increase phys-
ical activity participation among youth, it is imperative, that we provide 
guidance to practitioners and researchers on best practices to implement-
ing physical activity in both before- and after-school settings. In the United 
States, this is often tied to the school system, however, around the world 
often time outside and community agencies facilitate sport and physical 
activity participation for youth.

Before- and after-school programs that align with Whole School,  
Whole Community, Whole Child

Before- and after-school programs are not new, nor is the idea that they 
should include time for children to be physically active. However, with the 
added emphasis of community involvement as well as a distinguished call 
for before- and after-school programs through CSPAP programing (ASCD, 
2014; CDC, 2013), before- and after-school programs have become more of 
a priority. Thus, they have been included in more recent publications for 
whole-of-school programming.

There are many initiatives around the globe that look to increase physi-
cal activity through a whole-of-school approach through ever evolving aims 
and tactics. Some programs focus more on physical activity time during the 
school day rather than out of school time but all maintain the shared goal 
of increasing total number of minutes of physical activity… Two specific 


