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Abstract
Many preschool teachers may be aware of the need to 
support motor skills and physical activity for their students 
but they are not sure how to actually achieve this goal. 
Often preschoolers’ only motor time includes recess 
or a short movement with music activity during circle 
time, with limited or no structured motor curriculum. This 
article highlights CHildren in Action: Motor Program for 
PreschoolerS (CHAMPPS), a structured preschool motor 
program that utilizes UDL embedded lessons to support 
school readiness (e.g., social, language, motor, pre-
academics) and elevated physical activity levels for 
children. First, we discuss the importance of structured 
motor programs for preschoolers with and without 
disabilities. Second, we describe how CHAMPPS is 
responsive to national guidelines regarding motor play. 
Third, the components of CHAMPPS are described. 

Keywords: Disabilty, inclusion, motor development,  
physical activity, preschool

The preschool years are the ideal time to increase motor 
skills through engagement in physical activities. During this 
time, preschoolers (3-5 years of age) use their bodies in a 
variety of ways as they learn how to jump, hop, throw and 
catch, which require motor skills such as locomotion, motor 
control, coordination, balance, and object manipulation. In 
addition, while motor development is important in and of 
itself, it also supports other areas of development including 
school readiness (Clark, 1994; Haiback-Beach, Reid,& 
Collier, 2018; Haywood & Getchell, 2014). School readiness 
represents a combination of interrelated skills such as 
physical well-being and motor development, socioemotional 
development, language development, cognitive and general 

knowledge skills (e.g., pre-math and pre-reading), and 
approaches to learning (e.g., curiosity, sustained attention) 
(Ackerman & Barnett, 2005; Howard, 2011; National 
Education Goals Panel, 1995). Active motor play leads to 
exploration and stimulation within one’s environment, 
which supports growth in motor skills as well as other school 
readiness skills (Burdette & Whitaker, 2005; Iverson, 2010; 
Oja & Jürimäe, 2002; Piek, Dawson, Smith & Gasson, 2008; 
Wassenberg, Feron, Kessels, Hendriksen, Kalff, & Kroes, 
2005). 

Supporting school readiness skills, including motor 
skill development, is an important part of the preschool 
curriculum, particularly for young children with disabilities 
who often experience deficits in this area (e.g., Emck, 
Bosscher, Beek, & Doreleijers, 2009; Goodway, Crowe, & 
Ward, 2003; Provost, Heimerl, & Lopez, 2007; Provost, 
Lopez, & Heimerl, 2007; Wuang, Wang, Huang, & Su, 
2008). Provost, Heimerl, and Lopez (2007) and Provost, 
Lopez, and Heimerl (2007) found that preschoolers with 
disabilities showed significant delays in motor skills that 
required balance and motor planning. Moreover, growing 
up in poverty can have long-term negative impacts on many 
areas of development such as cognitive, socio-emotional, 
language, health, and motor development (Ginsburg, 
2007; Goodway & Branta, 2003; Venetsanou & Kambas, 
2010). Therefore, motor skill development is especially 
important within inclusive preschool classrooms and among 
preschoolers of low socioeconomic status.

Because motor skills are viewed as “building blocks” 
for many areas of development, delays in early motor skill 
development can lead to a wide array of difficulties in oth-
er skill areas that are dependent upon these skills such as 
peer interactions, handwriting, physical well-being (Brown, 
Pfeiffer, McIver, Dowda, Addy, & Pate, 2009b; Cahill, 2009; 
Seymour, Reid, & Bloom, 2009), or cognitive development 
and early academic achievement (Becker, McClelland, Lo-
prinzi, & Trost, 2014; Fedewa & Ahn, 2011). Therefore, it is 
important that children are provided with direct and inten-
tional instruction for motor skill development during the 
preschool years (Brian, Goodway, Logan & Sutherland, 2017; 
Brian & Taunton, 2018; Green, Charman, Pickles, Chandler, 
Loucas, Simonoff, & Baird, 2009; Marton, 2009; Pan, Tsai, 
& Chu, 2009; Provost et al., 2007) as well as multiple oppor-
tunities to be engaged in physical activities to develop these 
skills (Clark & Metcalfe, 2003; Goodway & Branta, 2003).

Despite the importance of supporting motor develop-
ment in inclusive preschool classrooms, support is often 
lacking in early childhood education (Horn & Kang, 2012). 
In a systematic review of preschool motor interventions, Ri-
ethmuller, Jones, and Okely (2009) highlighted the limited 
number of motor interventions that had both a sound the-
oretical base to their development and high research stan-
dards to evaluate their efficacy.  Not only do a limited number 
of quality preschool motor programs exist, but the current 
preschool landscape is one in which most children spend an 
inadequate amount of time in physical activities and do not 
receive intentional support for motor skill development (Co-
hen, Morgan, Plotnikoff, Callister, & Lubans, 2014; Guthold, 
Cowan, Autenrieth, Kann, & Riley, 2010; Tucker, 2008). In 
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typical early childhood settings, there are three types of mo-
tor activities: unstructured motor play, structured motor in-
terventions, and unstructured motor and music movement 
activities.  Unstructured motor play includes activities such 
as daily recess monitored by teachers and paraprofessionals 
while structured motor interventions include physical ther-
apy (PT), occupational therapy (OT), and adapted physical 
education (APE) for children with disabilities once or twice 
a week led by a physical therapist, occupational therapist, 
or adapted PE teacher. The third type, unstructured motor 
and music movement activities, includes brief motor expe-
riences for the whole class led by teachers who often lack ex-
tensive background knowledge in motor skill development. 
What is clear is that children with disabilities participate 
on a limited basis in motor movement activities designed 
to support motor skill development and physical activity 
(Murphy & Carbone, 2008). The interaction of these reali-
ties (an inadequate amount of time and a lack of intentional 
support) illustrated the need for structured preschool mo-
tor programs such as CHildren in Action: Motor Program 
for PreschoolerS (CHAMPPS). CHAMPPS was developed 
to fill a gap in preschool programs by providing a step-by-
step, comprehensive physical activity curriculum designed 
to be implemented by preschool teachers (as opposed to 
physical educators or motor specialists). Unique aspects of 
CHAMPPS include a focus on increasing physical activities 
and motor skill development  through repeated lessons em-
bedded with Universal Design for Learning (UDL) strategies 
to ensure child engagement and supports to address social, 
communication and pre-academic skills for preschoolers 
with and without disabilities. The purpose of this paper is to 
describe CHAMPPS, which was developed by key stakehold-
ers (teachers, assistant teachers, parents) with specialists 
(adapted physical education, occupational therapy, speech 
therapy, early childhood special education). Stakeholders 
field-tested individual lessons and physical activities from 
the 7 CHAMPPS units, providing recommendations for re-
visions.  The results yielded a multi-component preschool 
motor program which is described later in the paper. 

Development of CHAMPPS
CHAMPPS was developed using an iterative process, 

divided into three phases with review, feedback, and revi-
sions occurring with each phase. The phases were: (1) the 
manualization of CHAMPPS as a preschool motor program 
with UDL lessons and corresponding physical activities; 
(2) an examination of the usability, feasibility and fidelity 
of implementation of CHAMPPS, and (3) a pilot study of 
CHAMPPS to examine its impact on motor, social, and cog-
nitive development and the level of physical activity exhibit-
ed by preschoolers with disabilities. During development as 
each new unit was created, the activities (and instructions 
for all motor activities) were vetted by a team with expertise 
in motor development, physical activity for preschoolers, 
adapted physical education, and early childhood special ed-
ucation. After field testing the activities several times, data 
were collected related to operational and technical feasibili-
ty, usability, recommendations for revisions, physical activi-
ty level of a sample of children and observations of observed 
changes in children (i.e., motor, language, social, approach-

es to learning). Throughout implementation, teachers were 
provided initial training and ongoing support and feedback, 
as needed. A Fidelity of Implementation Checklist was uti-
lized throughout the program to ensure completion of each 
aspect of the CHAMPPS lessons with preliminary data indi-
cating over 90% fidelity of implementation. 

Consistency with Professional 
Guidelines for Preschool Motor 

Programs
One important and foundational aspect of CHAMPPS is 

its alignment with national and professional guidelines. To 
that end, the CHAMPPS team reviewed guidelines that could 
inform the development of a motor program for preschoolers 
with and without disabilities. These guidelines represented 
leading organizations such as the National Association for 
Sport and Physical Education (NASPE, 2002; 2010), the 
National Association for the Education of Young Children 
(NAEYC, 2003), the Division on Early Childhood (DEC, 
2009) and the American Academy of Pediatrics (2012). Ex-
amples of these guidelines and recommendations from the 
leading professional organizations that were used to inform 
CHAMPPS are highlighted in Table 1.

Table 1  
Guidelines and Recommendations

Organization Guidelines/Recommendations
National 
Association 
for Sport 
and Physical 
Education 
(NASPE) 

Every day, preschoolers need:
60 minutes of structured motor activity 
60 minutes or more of unstructured physical 
activity 
Outdoor time for motor play, supervised by an 
adult in a safe child-friendly setting
Access to developmentally appropriate equipment 
to support physical activity and motor skill 
development 

National 
Association for 
the Education 
of Young 
Children 
(NAEYC) 

Principles of child development and learning that 
inform practice:

All developmental domains (physical, social and 
emotional, and cognitive) are important and 
interrelated
Children’s learning and development follow well- 
documented sequences, with later abilities, skills, 
and knowledge building on those already acquired
Development and learning proceed at varying 
rates from child to child and at uneven rates across 
different areas of a child’s individual functioning

DEC and 
NAEYC Joint 
Position 
Statement on 
Early Childhood 
Inclusion 

Recommended practices to support instruction and 
full access:

Use strategies such as UDL to ensure full access 
and meaningful inclusive programming 
Identify skills to target for instruction to help child 
become adaptive, competent, socially connected 
and engaged, and that promote learning in natural 
and inclusive environments
Provide the level of support, accommodations, and 
adaptations needed for each child to access learning 
within and across activities
Use systematic instructional strategies with fidelity 
to teach skills and to promote child engagement 
and learning
Implement the appropriate frequency, intensity 
and duration of instruction needed to address the 
child’s phase and pace of learning
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American 
Academy of 
Pediatrics, 
American 
Public Health 
Association, 
and National 
Resource 
Center for 
Health and 
Safety in Child 
Care and Early 
Education

All children, birth to 6 years, should participate: 
In two or more structured, teacher-led, activities 
or games to promote movement over the course of 
each day (indoor or outdoor)
In continuous opportunities to develop and practice 
age-appropriate gross motor and movement skills

Teachers should:
Lead structured activities to promote children’s 
activities two or more times per day
Provide prompts for children to be active (e.g., 
“Throw the ball to Alice.”)
Have orientation and annual training opportunities 
to learn about age-appropriate gross-motor 
activities and games that promote children’s 
physical activity 

Guidelines regarding evidence-based practices. A 
critical feature of high-quality preschool motor programs is 
the need for them to be informed by evidence-based prac-
tices (Logan, Robinson, Wilson, & Lucas, 2011). CHAMPPS 
was developed with the following three features in mind: (1) 
a comprehensive scope and sequence linked to motor skill 
development theory (Clark, 2005, 2002), (2) an appropriate 
duration and intensity, consistent with professional guide-
lines, and (3) evidence of rigorous research that employs a 
randomized experimental design, strong methodological 
quality, valid measures with the child as the unit of analysis, 
and demonstrated effectiveness. The first two features were 
addressed during the development of CHAMPPS while the 
last feature was addressed in a subsequent pilot study.

Guidelines for physical activity for preschool-
ers. Because of the NASPE guidelines, one of the goals of 
CHAMPPS is to increase physical activity in preschoolers. 
NASPE recommends that preschool children engage in 
at least 60 minutes of structured physical activity per day 
with children remaining physically activity for at least 50% 
of the time (NASPE, 2002). There are three ways in which 
CHAMPPS was designed to meet the benchmark for physical 
activity level: internal structure, music videos, and pre-plan-
ning for smooth transitions.

Internal structure. CHAMPPS has a built-in internal 
structure that minimizes wait time during activities to ensure 
high levels of physical activity throughout the lessons.  For 
example, during activities that require waiting for a turn (i.e., 
obstacle course) teachers are encouraged to have 2-3 children 
go through the course at one time while 2-3 children engage 
in brief activities until it is their turn at the obstacle course. 
Examples of wait-time activities include: tossing a bean bag 
to self or a peer; doing long jumps or hopping from one floor 
marker to another; and cheering on peers by clapping, using 
egg shakers or musical instruments. Another example of the 
internal structure that supports increased physical activity 
level is the attention given to structuring CHAMPPS with a 
variation in group sizes. Simply put, children spend less time 
waiting (being sedentary) when they are working in small 
groups, pairs, or doing independent practice. Because of this, 
there is a gradual shift across the seven units from whole 
group activities to small group, partner, or independent 
practice. Having said that, even in whole group activities, 
teachers find ways to engage all students.  For example, in 
the Core Activity, Rabbits and Foxes, teachers introduce 

Table 1 (continued) 

various animals and movements. The class jumps and sings 
the song “Jumping Bunnies” until the teacher rings a bell 
and the children go back to their floor markers. Teachers can 
call out different animals, show their movements and then 
ask the class to demonstrate the movements of each new 
animal while singing. Sometimes, children are encouraged 
to balance on one foot after each round, or jump in place, 
before choosing another animal movement to keep their 
physical activity level high with built-in mini-breaks.

Music videos. Another strategy used to support 
physical activity occurs as a result of the use of music videos. 
CHAMPPS units include one or two 2- to 4-minute videos 
with the expectation that children’s duration of engagement 
or stamina increases over time. In addition, using UDL 
suggestions (explained in the next section), children are 
encouraged to do modified versions of movements (i.e., speed 
walking or walking in place instead of jogging in place) to 
sustain movement during the longer 4-minute music videos. 
Teachers are reminded to keep sustained physical activities 
under 5 minutes, as this represents an appropriate duration 
for preschoolers (Brown, Googe, McIver, & Rathel, 2009). 

Pre-planning for smooth transitions. Several 
strategies are employed to ensure smooth transitions that 
maintain child engagement and high physical activity levels 
during CHAMPPS. This is important because within each 
CHAMPPS lesson there are five transition moments across 
the six activities: Warm-Up, Core Activity 1, Core Activity 2, 
Core Activity 3, Music Video, Cool Down. Because some of 
these activities are implemented with the whole class (Warm 
Up, Music Video, Cool Down), while others require children 
to work in small groups, pairs or alone (Core Activities 1, 
2, 3), advanced planning helps minimize wait time and in-
creases time in actual activities. 

Prior to starting CHAMPPS, teachers and their assistants 
decide which children will be in each small group, which 
children will be partners, and which adult will supervise 
which group of children. In addition, the stations for each 
activity are arranged to ensure that there is enough varia-
tion and appropriate adapted equipment for all students. 
Finally, to ensure smooth transitions and maximize a high 
physical activity level during CHAMPPS, quick references to 
lesson activities are provided in two ways: a lesson summary 
is posted on the wall and a hand-held Walk Around Card is 
used by teachers so they can move smoothly from one activ-
ity to the next. The Walk Around Cards were developed by 
creating an abbreviated version of the full lessons.

Components of CHAMPPS
CHAMPPS is a structured preschool motor program that 

utilizes UDL embedded lessons to support school readi-
ness (e.g., social, language, motor, pre-academics) and an 
elevated physical activity level by children. The class-wide 
program is designed for use 2-3 days a week in inclusive 
preschool classes, addressing the seven fundamental mo-
tor skills through fun motor activities, music videos, a home 
component, and teacher training. A brief overview of all the 
components of CHAMPPS can found in Table 2; the primary 
components are described next.
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Table 2 
Core Components of CHAMPPS

Components CHAMPPS

Lessons 
    

Six repeated lessons for each of the seven 
fundamental motor skills units (n = 42) with UDL 
strategies to support children with diverse abilities 

Music 
Videos

Choice of 1-2 vigorous/moderately vigorous music 
videos, which correspond with the CHAMPPS 
motor units thereby providing an opportunity 
to utilize motor skills during fun and engaging 
activities

Home 
Component

Weekly communication cards that describe 
that week’s CHAMPPS activities for families to 
implement at home

Training 
Materials

CHAMPPS manual with background information 
on motor skill development and the importance of 
physical activity, detailed procedural instructions, 
42 UDL lessons and corresponding physical 
activities, Walk-Around Cards for each unit 
(provides lesson summary), CHAMPPS family 
communication, the Classroom Inventory for 
Motor Play, and online videos of each unit and 
strategies to support school readiness skills

CHAMPPS units. CHAMPPS includes seven units that 
represent the following fundamental motor skills: 1) intro-
ductory skills (i.e., motor imitation, visual tracking, body 
awareness), 2) walking and running; 3) balance, jumping, 
and hopping; 4) catching; 5) throwing; 6) striking; and 7) 
kicking. These seven skills are the basic motor skills often 
taught in elementary physical education and are founda-
tional for many youth sports (e.g., soccer, t-ball). Each unit 
includes repeated lessons designed to increase physical ac-
tivity levels while supporting development in motor, social, 
language and pre-academics. Next, we discuss three essen-
tial elements of the CHAMPPS curriculum in more detail: 
repeated lessons, UDL and school readiness supports. 

Repeated lessons. Each unit has six repeated lessons 
and two optional review days, that target a specific funda-
mental motor skill. Each lesson includes a warm-up activity, 
three core motor activities, music videos and a cool down 
activity. Teachers are provided with a Lesson Walk Around 
Card that contains an abbreviated version of the lesson and 
can be used as a “cheat sheet” during motor lessons. 

The lesson begins with a warm-up, aimed at getting chil-
dren ready for CHAMPPS by increasing their heart rate. To 
support language and signal the beginning of CHAMPPS, 
children sing along with their teacher and move their bod-
ies (i.e., jog, gallop, skip, sway, balance) with each new song 
verse. The warm-up activity is followed by three core motor 
activities. This internal lesson structure is repeated through-
out the curriculum. Core Activity 1 is a whole group activity 
whereas Core Activities 2 and 3 are typically done in small 
groups. CHAMPPS intentionally starts as whole group and 
transitions into activities for small groups (half the class), 
partners (paired with a peer) and independent practice as 
the class moves through the seven CHAMPPS units.

UDL strategies. CHAMPPS is based on the philoso-
phy that every child has the right to be fully engaged in their 
world, including the right to daily opportunities for physi-

cal activity. This philosophy is consistent with the tenets of 
UNICEF’s Conventions on the Rights of Persons with Dis-
abilities (CRPD) (UNICEF, 2006), the National Center for 
Physical Development and Outdoor Play (2010) and the 
Right to Play (2017), which emphasize the need to support 
all children in the context of play. 

Each CHAMPPS lesson is embedded with UDL strategies 
to support the needs of all children based on each child’s 
level of ability during each activity (CAST, 2011; Horn, 
Palmer, Butera, & Lieber, 2016). For example, every 
activity addresses multiple means of representation (i.e., 
offers differences in task complexity and/or expectations 
in response to different ability levels), multiple means of 
engagement (i.e., suggests a variety of ways to motivate 
children in response to different learning styles, interests, 
and preferences), and multiple means of expression (i.e., 
includes a variety of response modes that children can use 
to demonstrate skills in response to different ability levels). 

A closer look at UDL strategies in one core activity, Obsta-
cle Course, reveals that the obstacle course consists of chil-
dren walking, running, side-stepping, lunging or tip-toeing 
through a course lined with hurdles. Teachers incorporate 
multiple means of representation by providing verbal cues, 
modeling the movement and using visual support cards to 
demonstrate the movements. During this unit one teacher 
noted, “H. likes to read on the visual cards what is next.”  
Teachers also employ multiple means of engagement by al-
ternating between novel and familiar movements.  Teachers 
incorporate multiple means of expression by allowing chil-
dren to walk beside the obstacle course, walk on the obstacle 
course, or complete only part of the course. Several teachers 
noticed that children’s independence increased during the 
obstacle course, “T. went through the obstacle course instead 
of waiting for prompts.” “A. left the ‘waiting’ activity and got 
in line for the obstacle course.” These examples show the 
importance of using UDL strategies to ensure that children 
with a range of abilities can participate in each activity.

Supporting school readiness skills. With evidence 
supporting the interdependence of motor skills in other ar-
eas of development (i.e., language, social, cognitive) (Favaz-
za & Siperstein, 2016), CHAMPPS lessons are focused on 
fundamental motor skills that support language, social, and 
pre-academic skills. Table 3 illustrates how school readiness 
skills are addressed in the several core activities. For exam-
ple, in Hungry Horsey children use pool noodles as horses 
and apples, balancing “apples” on the pool noodles as they 
walk along a balance beam and over hurdles through the ob-
stacle course. Children go through the obstacle course while 
peers cheer them on with egg shakers, emphasizing social 
and language skills. To enforce math skills such as measure-
ment, counting and pattern recognition, children choose 
the length of the horse (noodle) they want to use, and the 
number and pattern of colors of the “apples” to balance on 
top of the noodle, at the teacher’s discretion as longer (noo-
dles) horses and more apples (small noodle pieces) are more 
challenging. Some teachers also teach positional concepts, 
asking children to determine which is more difficult: holding 
the noddle at the top, middle or bottom. Prior to playing, 
the teacher typically leads a discussion about horses’ names 
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Table 3 
Sample School Readiness Skills

Warm-Up Core 1
Rabbits & 

Foxes

Core 2
Hungry Horsey

Core 3
River Jump

Cool Down

Mathematics √ √ √ √ √
Number 
Recognition
(count, one-one 
correspondence)

Count moves 
instead of singing

Count number of 
apples balanced

Count number of 
jumps

Stretch for number 
of seconds

Positional Words Around, in, on 
top of

Over, on top of, 
beside

In-between, over, 
around

Bend side to side

Ordinal 
Language
(first, second, 
etc.)

Use numbered bibs 
1–8 to stress first 

through eight.

During opening, 
practice saying 

ordinal numbers 
with matching 

numerals.

Order in line 
(first, second, etc.)

Order of moves

Categorize & Sort 
Objects

Rabbits can be 
pets. What other 
animals can be?

What other 
animals live in the 

water?

Patterns 
(recognize, 
describe, 
reproduce)

Create movement 
pattern

(walk back 5 steps, 
forward 5 steps)

Create color 
pattern with apples

Warm-Up Core 1
Rabbits & 

Foxes

Core 2
Hungry Horsey

Core 3
River Jump

Cool Down

Approaches 
to Learning

√ √ √ √ √

Transitions in/
out of Activities

Return to floor 
marker

Switch between 
course & cheering

Listens/Follows 
Directions

Listen and imitate 
movements

Focused 
Attention

Listen for next 
movement

Listen for bell Watch/Cheer peers

Sustained 
Attention

Stay with whole 
group

Stay within activity 
space

Stay at course

Active 
Engagement 
in Small/Large 
Group

Move around room 
with whole class

Stay with same 
small group

Active 
Engagement in 
Small/Large Task

Move through 
independently
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(horse, pony, colt), habitats (barns, fields), movements (gal-
lop, walk, trot), and food (apples, carrots, grain, hay) to 
support language skills. Motor skills (i.e., dynamic balance, 
visual tracking) are encouraged as children navigate the ob-
stacle course, retrieving fallen apples along the way. Lastly, 
approaches to learning are supported by encouraging chil-
dren to stay on task (“Stay on the path to the barn”) while 
moving through the obstacle course independently.

Visual supports. Because learning needs and styles 
may vary, visual supports or picture cards can help enforce 
a concept. These visual supports show locomotion (i.e., type 
of large motor movement such as jog or march), body aware-
ness (i.e., what to do with your arms, feet), and body move-
ments (i.e., what small motor movement to use such as grasp 
scarf or play the drums). Teachers can choose to use these 
supports during CHAMPPS to help visually communicate 
an action, body part, or movement to a specific child, small 
group, or the entire group. These supports are designed for 
all children but can be especially helpful for children who 
speak different languages and who have disabilities. 

Home component. While CHAMPPS is designed to 
be implemented within a school setting, engaging parents 
and guardians is key to reinforcing the skills learned during 
CHAMPPS. A 1-page home component is sent home three 
times per unit and consists of one warm-up activity, one core 
motor activity, and one cool down activity. The equipment 
needed is listed for each activity; this equipment includes 
everyday household items such as napkins or kitchen tow-
els for scarves, rolled-up socks for beanbags, and a laundry 
basket for a soccer goal. Each home component also pro-
vides suggestions of one interactive preschool-level motor 
book that can be found at most community libraries and one 
preschool-level You Tube music video, corresponding to the 
motor skill unit. Moreover, the home components are avail-
able in several languages (i.e., Spanish, French, Portuguese, 
Haitian Creole) to ensure the inclusion of families who speak 
different languages. In some schools, teachers choose to post 
the home component online or send it to families in their 
home language and English, to support English acquisition 
of children and their families.

Interactive motor books. Each CHAMPPS unit high-
lights three interactive preschool-level movement books for 
use at school and home. Books were carefully selected to en-
sure they are age-appropriate for preschoolers in terms of 
content, length, and vocabulary (Ostrosky, Favazza, Yang, 
McLaughlin, & Stalega, 2018). These motor books are in-
tended to support and encourage children to use various 
body parts to move in new and different ways. The stories 
incorporate positional words (i.e., over, under, up) and ac-
tion words (i.e., kick, catch, gallop). Not only do these stories 
reinforce school readiness skills, but also social-emotional 
skills as the stories emphasize cooperative play as opposed 
to competition.

What We Learned
While providing opportunities to support the develop-

ment of fundamental motor skills was important in the pro-
gram, for the first year of CHAMPPS we focused on the in-
tensity of physical activity levels of children in the program 

to ensure that children were physically active for the major-
ity of the time. Specifically, children with disabilities wore 
accelerometers attached to an elastic belt which was placed 
around their waists. We were interested in the duration and 
level of physical activity (i.e., sedentary, light, moderate, vig-
orous).  Across eight classrooms (five inclusive, three seg-
regated), children with disabilities were physically active 
on average 52% of each lesson. These data revealed that 
CHAMPPS exceeds the Active Start guidelines of children 
remaining active at least 50% of  the time during  structured 
physical activities (Goodway, Getchell,  Raynes, & National 
Association for Sport and Physical Education, 2009). These 
data also indicate that CHAMPPS is successful in ensuring 
this level of physical activity for children with a wide range 
of abilities. 

Project staff along with key stakeholders developed 
CHAMPPS, building on theories of motor development 
(Clark, 2002; 1994; Clark & Metcalfe, 2002) and guided by 
the national and professional recommendations regarding 
motor movement and physical activity for preschoolers. Pri-
or to implementing CHAMPPS, no schools with whom we 
worked reported having a structured preschool program 
for all preschoolers. Feedback from teachers indicated that 
CHAMPPS had strong usability in their settings and pos-
sessed operational and technical feasibility. For example, 
teachers reported that the manual (units, lessons, UDL strat-
egies, school readiness tables) were easily understood and 
could be implemented in their schools.  In addition, teachers 
provided many valuable recommendations for improving 
the activities within each unit, all of which were added to the 
CHAMPPS manual. For example, teachers thought the num-
ber of repeated lessons per unit provided enough repetition, 
which helped children master the skills. 

In addition, parents and teachers liked the home com-
ponent and music videos, which correspond to each motor 
skill unit. Teachers also observed many positive changes in 
children such as an increase in motor skill development (i.e., 
balance, hop, throw, catch), reinforcement of pre-academic 
knowledge (i.e., number recognition, animal habitats, modes 
of transportation), improvement in language and social skills 
(i.e., vocabulary, positional concepts, sharing, taking turns), 
and improvement in approaches to learning (following di-
rections, sustained attention, following the routine) during 
CHAMPPS. Teachers recognized that CHAMPPS provided 
more than motor skill development. For example, children 
congratulated and cheered on their friends (social skills). 
“K. said ‘Nice job’ when a friend knocked over his bowling 
pins”; “J. spontaneously cheered, ‘Go Gabe, Go!’”  Teachers 
observed, after completion of the first two CHAMPPS units, 
an increase in student engagement and an improved ability 
to sustain attention in independent activities (approach to 
learning): “The use of motor skills has helped certain stu-
dents to be able to follow whole group directions for a longer 
duration, with less teacher prompting, and supported peer 
modeling.” Even students who had difficulty with motor 
skills were able to perform skills independently as is evident 
from these teacher comments: “J. is doing the motor tasks 
(skills) a lot better. When he dropped eggs from under his 
arms it was amazing to see him pick them up and put them 
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back under his arms independently because he is not mo-
tivated to do motor activities”; “K. was able to sway inde-
pendently a few times during the warm-up.” 

Conclusion
CHAMPPS not only focuses on increasing engagement 

and levels of physical activity, it also addresses readiness 
skills in the areas of social, communication, motor and 
pre-academic skills in preschoolers with and without disabil-
ities through repeated lessons embedded with UDL strate-
gies. Prior to developing CHAMPPS, a review of preschool 
motor program curricula revealed a lack of preschool struc-
tured physical activity programs that possessed the follow-
ing high-quality indices: a sound theoretical base, adherence 
to professional guidelines, attention to the development of 
both readiness skills and sustained physical activity for all 
preschool-age children and the need for structured motor 
opportunities. Collectively, stakeholder feedback confirmed 
that CHAMPPS fills a gap in preschool programming, is user 
friendly, and complements existing preschool curriculum 
while addressing school readiness skills and physical activity 
levels using UDL strategies. CHAMPPS shows promise as a 
preschool program that supports physical activity and school 
readiness skills. It is in the final stages of development and 
will be available soon.  It is our hope that preschool teachers 
will consider how they can embed readiness skills into active 
motor play so that all children realize the benefits that cur-
ricula like CHAMPPS afford them.
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