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Abstract: Physical education has a strategic role in developing students’ lifelong engagement in physical 
activity, yet its implementation in many school contexts remains dominated by isolated sport skills, 
technical drills, and performance-oriented instruction. Such approaches often neglect students’ motivation, 
confidence, cultural identity, social interaction, and broader understanding of movement. This paper 
proposes a culturally responsive physical literacy framework for school physical education in Malaysia and 
Indonesia by integrating traditional games-based pedagogy. Drawing on the concepts of physical literacy, 
culturally responsive pedagogy, and game-based learning, the paper argues that traditional games such as 
galah panjang, ting-ting, sepak raga, gobak sodor, engklek, and bentengan can be repositioned as 
structured pedagogical resources rather than nostalgic or recreational activities. The proposed framework 
consists of five interrelated components: cultural movement content, pedagogical design, physical literacy 
domains, assessment, and outcomes. These components guide teachers in selecting culturally meaningful 
games, modifying rules and grouping strategies, developing motivation, confidence, competence, and 
knowledge, and assessing learning through observation, self-reflection, and peer feedback. The framework 
also addresses practical concerns related to large class sizes, limited facilities, mixed abilities, gender 
inclusion, and safety. This paper contributes to curriculum and teaching scholarship by offering a regional 
Malaysia–Indonesia perspective on culturally grounded physical education. It concludes that traditional 
games, when intentionally designed and assessed, can support active lifestyle orientation, cultural identity, 
cooperation, and lifelong physical literacy. Future research should validate the framework through expert 
review, Delphi studies, pilot interventions, and comparative classroom studies. 
   
Keywords: Physical literacy, traditional games-based pedagogy, culturally responsive physical 
education, game-based learning, Malaysia–Indonesia curriculum. 

INTRODUCTION 
 
Physical education (PE) occupies a strategic position in schooling because it is one of the few curriculum spaces 
where students can learn through the body, develop movement competence, and form dispositions toward active 
living. Yet, in many school contexts, PE remains narrowly delivered through multi-activity sport units, technical 
drills, and performance-oriented tasks that separate skills from meaningful participation. Kirk (2010) described 
this dominant tradition as “physical education-as-sport-techniques,” a curriculum form that privileges isolated 
sport skills while offering limited opportunities for students to understand movement, make decisions, experience 
success, or connect physical activity with their own lives. Such practice weakens the educative purpose of PE 
because students may learn fragments of games without developing the confidence, motivation, knowledge, and 
competence required for lifelong engagement. 
 
This limitation is increasingly problematic in light of global concerns about youth inactivity and health. Guthold 
et al. (2020) reported that 81% of adolescents aged 11–17 years were insufficiently physically active, 
demonstrating that conventional approaches to school and community physical activity have not produced 
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adequate population-level change. Physical inactivity is not simply a fitness issue; it is associated with broader 
physical, psychological, and social consequences during adolescence and across the life course (van Sluijs et al., 
2021). Therefore, PE should not be reduced to short-term skill acquisition or sport performance. Rather, it should 
function as a foundation for health-oriented learning, personal meaning, enjoyment, social interaction, and 
sustained participation in diverse movement contexts (Ennis, 2017). 
 
Physical literacy offers a strong conceptual direction for repositioning PE. It frames movement education as an 
integrated development of physical competence, motivation, confidence, knowledge, and understanding that 
enables individuals to value and take responsibility for physical activity throughout life (Whitehead, 2010). 
Systematic reviews have shown that physical literacy is increasingly used to connect PE, sport, health promotion, 
and lifelong participation, although its application requires careful pedagogical translation rather than superficial 
adoption (Edwards et al., 2017; Lundvall, 2015; Mat Yusoff et al., 2025). In this sense, quality PE must move 
beyond “busy, happy, good” lessons and instead design learning experiences that intentionally develop 
psychomotor, cognitive, affective, and social outcomes. Dudley et al. (2022) showed that learning interventions in 
PE can positively influence these multiple domains when teaching is structured, developmentally appropriate, and 
pedagogically purposeful. 
 
For Malaysia and Indonesia, this challenge also has a cultural dimension. A PE curriculum that relies mainly on 
standardized modern sports risks marginalizing local movement cultures and students’ lived experiences. 
Meaningful PE literature emphasizes that students are more likely to value participation when lessons involve fun, 
challenge, social interaction, motor competence, and personally relevant learning (Beni et al., 2017; Mat Yusoff 
et al., 2024). Traditional games provide a promising but under-theorized pathway for achieving these aims because 
they combine movement skill, play, cooperation, strategy, identity, and cultural knowledge. However, their 
educational value depends on how teachers design, modify, teach, and assess them. This conceptual paper therefore 
argues for a culturally responsive physical literacy approach that repositions traditional games not as nostalgic 
add-ons, but as pedagogical resources for developing lifelong movement competence, motivation, and health-
oriented learning in school PE. 
 
PHYSICAL LITERACY AS A GOAL OF PHYSICAL EDUCATION 
 
Physical literacy has emerged as a central goal of contemporary physical education because it provides a broader 
educational vision than the traditional emphasis on fitness, sport skills, or competitive performance. Rather than 
viewing students merely as performers of isolated motor techniques, physical literacy conceptualizes learners as 
embodied individuals who require physical competence, motivation, confidence, knowledge, and understanding 
to participate meaningfully in physical activity across the life course (Edwards et al., 2017; Lundvall, 2015). From 
this perspective, the purpose of PE is not only to make students fitter during schooling, but to equip them with the 
capacity and disposition to value, choose, and sustain active lifestyles beyond school. 
 
This distinction is important because fitness and sport performance represent only partial outcomes of PE. A 
student may demonstrate high fitness test scores or perform specific sport skills effectively, yet still lack the 
confidence, motivation, understanding of movement, or personal meaning required for lifelong participation. 
Conversely, students with modest sport performance may develop strong physical literacy if they experience 
success, enjoyment, autonomy, social connection, and progressive movement competence. Cairney et al. (2019) 
argued that physical literacy should be understood as an integrated construct linking physical activity, health, 
psychological development, and social participation rather than as a narrow measure of motor skill or physical 
fitness. Therefore, PE lessons should deliberately address affective, cognitive, physical, and behavioural 
dimensions of learning. 
 
Physical literacy also challenges teachers to rethink assessment and pedagogy. Traditional PE assessment often 
privileges observable performance outcomes, such as speed, strength, skill execution, or game results. However, 
assessment linked to physical literacy must also consider students’ confidence, motivation, knowledge of 
movement principles, decision-making, and ability to apply skills in varied contexts (Shearer et al., 2021). This 
requires pedagogies that are inclusive, developmentally appropriate, and meaningful, rather than repetitive drills 
detached from students’ experiences. 
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In the context of school PE, physical literacy therefore functions as a curriculum goal that connects movement 
learning with personal development and lifelong health. It supports a shift from teaching sports as ends in 
themselves toward using movement experiences to cultivate capable, confident, motivated, and informed movers. 
For Malaysia and Indonesia, this broader view is especially valuable because it allows PE to integrate culturally 
relevant activities, including traditional games, while still pursuing internationally recognized educational and 
health outcomes. 
 
TRADITIONAL GAMES IN MALAYSIA AND INDONESIA 
 
Traditional games in Malaysia and Indonesia should be understood not merely as recreational activities, but as 
culturally embedded movement practices that connect bodily learning with social values, local identity, and 
community knowledge. In physical education, their pedagogical value lies in the way they combine locomotor 
skills, tactical thinking, cooperation, rhythm, confidence, and cultural meaning within playful situations. Evidence 
from Malaysian school-based research shows that traditional games such as galah panjang can generate 
meaningful physical activity in children and therefore have potential for PE intervention design (Adnan et al., 
2020). The key point, however, is that these games are not only “active”; they are educational when teachers 
intentionally connect movement demands with learning outcomes.  
 
In the Malaysian context, galah panjang develops agility, acceleration, spatial awareness, and teamwork because 
players must evade opponents, guard zones, and communicate continuously. Its grid-based structure requires 
students to read space, time their movement, and make tactical decisions under pressure. Ting-ting or ketingting, 
similar to hopscotch, emphasizes balance, rhythm, single-leg coordination, landing control, and concentration. It 
is particularly useful for developing body control because success depends on coordinated hopping, postural 
stability, and precise foot placement. Sepak raga, as a culturally significant kicking game, develops coordination, 
flexibility, lower-limb control, rhythm, and collective timing. Unlike isolated kicking drills, the game demands 
responsiveness to others, encouraging cooperation and shared responsibility. 
 
In Indonesia, gobak sodor has similar pedagogical power to galah panjang because it requires speed, agility, 
deception, anticipation, and team strategy. Studies on Indonesian traditional games report positive effects on 
fundamental motor skills and participation among elementary students, supporting their use as structured PE 
content rather than informal play (Fauzi et al., 2023). Engklek develops balance, hopping coordination, rhythm, 
sequencing, and confidence, especially for younger learners who need repeated but enjoyable locomotor 
challenges. Bentengan strengthens cardiovascular endurance, group tactics, cooperation, courage, and social trust 
because players must attack, defend, rescue teammates, and negotiate risk during play. 
 
Therefore, these games should not be treated as cultural decorations in PE. Their real value emerges when teachers 
redesign them into progressive, inclusive, and assessable learning tasks. Systematic review evidence also shows 
that models of traditional games, including gobak sodor and engklek, can support motor development in elementary 
PE contexts (Sunanto et al., 2024).  
 
THEORETICAL INTEGRATION 
 
Integrating physical literacy, culturally responsive pedagogy, and game-based learning provides the theoretical 
foundation for repositioning traditional games as serious physical education content rather than recreational add-
ons. Physical literacy explains the educational purpose of PE: to develop students’ physical competence, 
motivation, confidence, knowledge, and understanding so that they can participate meaningfully in physical 
activity across life (Cairney et al., 2019; Edwards et al., 2017). This is broader than technical skill acquisition 
because it includes affective, cognitive, social, and behavioural dimensions of movement learning. 
 
Culturally responsive pedagogy explains the cultural logic of the framework. In PE, cultural responsiveness 
requires teachers to recognize students’ community knowledge, movement histories, language, values, and social 
experiences as legitimate learning resources. Flory and McCaughtry (2011) showed that culturally relevant PE 
involves care, respect, communication, and curricular content that reflects students’ cultural worlds. Applied to 
Malaysia and Indonesia, this means that traditional games such as galah panjang, ting-ting, sepak raga, gobak 



JURNAL	KURIKULUM	&	PENGAJARAN	ASIA	PASIFIK	 April	2026,	Bil.	14,	Isu	2	
	

juku.um.edu.my	|	E-ISSN:	2289-3008	

	JuKu		
 
 
 
 

[4] 
  
 
 
 

sodor, engklek, and bentengan should not be treated as peripheral heritage activities. They can become curriculum 
content through which students experience identity, belonging, cooperation, and embodied cultural knowledge. 
 
Game-based learning provides the pedagogical mechanism for translating these ideas into practice. Tactical and 
game-centered approaches shift PE away from isolated drills toward modified games, decision-making, tactical 
awareness, problem-solving, and reflection. Reviews of game-centered approaches show potential benefits for 
students’ tactical understanding, skill execution, affective outcomes, procedural knowledge, and physical activity 
participation (Breed et al., 2025; Harvey & Jarrett, 2014; Miller et al., 2015). This makes game-based learning 
compatible with physical literacy because both emphasize meaningful, adaptive, and context-sensitive movement 
rather than decontextualized performance. 
 
The strength of this integration is that each theory corrects the weakness of the others. Physical literacy without 
cultural responsiveness can become too universal and culturally thin. Culturally responsive pedagogy without 
physical literacy may celebrate tradition without clear developmental outcomes. Game-based learning without 
cultural responsiveness may simply reproduce dominant modern sports. Integrated, they allow traditional games 
to be redesigned as inclusive, progressive, and assessable PE tasks that develop movement competence, confidence, 
cooperation, strategy, cultural identity, and lifelong participation. 
 
PROPOSED CONCEPTUAL FRAMEWORK 
 
The proposed framework positions traditional games as culturally responsive pedagogical resources for developing 
physical literacy in school physical education. Its logic is sequential but recursive: culturally meaningful 
movement content is transformed through purposeful pedagogy, developed through physical literacy domains, 
monitored through multidimensional assessment, and directed toward lifelong and socially meaningful outcomes. 
 
Figure 1 
Proposed Conceptual Framework for Integrating Traditional Games into Culturally Responsive Physical 
Literacy-Oriented Physical Education 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Note. The framework is intended to guide curriculum design, classroom pedagogy, and formative assessment 
rather than operate as a linear one-time sequence. 
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The first component, cultural movement content, refers to traditional games such as galah panjang, ting-ting, sepak 
raga, gobak sodor, engklek, and bentengan. These games provide culturally familiar movement contexts that can 
strengthen students’ sense of identity and relevance in PE. This aligns with culturally relevant PE, which 
emphasizes using students’ cultural knowledge and community experiences as legitimate curriculum resources 
(Flory & McCaughtry, 2011).  
 
The second component, pedagogical design, requires teachers to modify rules, group students inclusively, and 
adjust difficulty progressively. Without this design work, traditional games remain informal play rather than 
structured learning. Game-centered approaches support this process by emphasizing tactical decision-making, 
problem-solving, interaction, and contextual skill use (Miller et al., 2015). 
 
The third component, physical literacy domains, frames learning beyond fitness or sport performance. Students 
should develop motivation, confidence, movement competence, and knowledge, reflecting physical literacy as an 
integrated construct linked to health, participation, and lifelong movement engagement (Cairney et al., 2019; 
Edwards et al., 2017).  
 
The fourth component, assessment, should include teacher observation, peer feedback, and student self-reflection. 
This is necessary because physical literacy includes physical, affective, and cognitive dimensions that cannot be 
captured through fitness tests alone (Shearer et al., 2021).  
 
The final component, outcomes, emphasizes active lifestyle orientation, cultural identity, cooperation, and social 
learning. These outcomes reflect meaningful PE experiences, particularly social interaction, challenge, 
competence, and personally relevant learning (Beni et al., 2017).  
 
DISCUSSION 
 
The principal contribution of the proposed framework is not simply the inclusion of traditional games within 
physical education. Its stronger contribution is the repositioning of culture as part of the pedagogical architecture 
through which physical literacy is developed. Physical literacy integrates competence, motivation, confidence, 
knowledge, participation, and health, yet its varied representations can detach movement from the social and 
cultural conditions that give it meaning (Edwards et al., 2017; Cairney et al., 2019). The framework, therefore, 
extends physical literacy by arguing that what students learn to value about movement is partly shaped by whether 
curriculum content is recognisable, meaningful, and connected to cultural experience. This interpretation supports 
arguments that physical education should move beyond performance-centred conceptions toward learning that 
connects embodiment, meaning, and whole-person development (Mat Yusoff et al., 2025). 
 
This cultural emphasis also requires an important qualification. The presence of a traditional game in a lesson does 
not make the lesson culturally responsive. Culturally responsive physical education depends on how knowledge is 
selected, whose knowledge is authorised, how relationships are organised, and whether students participate in 
meaning-making rather than merely receive cultural content (Flory & McCaughtry, 2011; Wrench & Garrett, 2021). 
Research on Indigenous games similarly shows that culturally relevant pedagogy can enable curricular enactment, 
whereas limited teacher cultural awareness and curriculum constraints can inhibit it (Bonato et al., 2024). Cultural 
movement content should therefore begin pedagogical inquiry rather than function as heritage material reproduced 
unchanged. Rule modification, student voice, contextual explanation, and reflective dialogue become essential 
because cultural responsiveness concerns the pedagogical relationship with culture, not simply the cultural origin 
of an activity (Pill et al., 2022; Wrench & Garrett, 2021). 
 
The pedagogical design component connects culturally meaningful content with game-centred learning. Evidence 
suggests that game-centred approaches can support knowledge, perceived competence, enjoyment, effort, tactical 
learning, and contextual skill use, although the strength of evidence varies across outcomes (Miller, 2015; Breed 
et al., 2025). Importantly, Breed et al. (2025) found that much comparative research in this area was limited by 
reporting quality and risk of bias. Game-centred pedagogy should therefore not be presented as an inherently 
superior method. Its value within the present framework lies in its capacity to create decisions, interactions, 
adaptations, and problems through which movement knowledge can be enacted. Traditional games become 
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educationally significant when their cultural meanings and movement problems are intentionally connected to 
learning rather than when play itself is assumed to produce physical literacy (Pill et al., 2022; Breed et al., 2025). 
The framework also addresses a problem in physical literacy assessment. Although physical literacy is 
theoretically multidimensional, assessment practice can fragment it into separately measured physical, affective, 
and cognitive indicators. Reviews have identified greater development of measures in the physical and affective 
domains than in the cognitive domains, along with ongoing concerns about methodological quality and feasibility 
(Shearer et al., 2021). The proposed combination of teacher observation, student reflection, and peer feedback is 
therefore conceptually important because it creates opportunities to examine competence alongside confidence, 
understanding, cooperation, and meaning. However, these forms of assessment should not become another 
checklist that reduces cultural identity or motivation to decontextualised scores. Assessment should remain aligned 
with the purpose of the task and should make visible how students participate, decide, explain, adapt, and relate to 
others during movement experiences (Shearer et al., 2021; Beni et al., 2017). 
 
The focus on Malaysia and Indonesia gives the framework regional significance. Existing studies show that 
Malaysian traditional games can generate meaningful levels of physical activity and that Indonesian traditional 
games can support fundamental motor skill development and participation (Adnan et al., 2020; Fauzi et al., 2023). 
These findings establish pedagogical potential, but they do not by themselves demonstrate culturally responsive 
physical literacy. The present framework adds a missing explanatory layer by proposing that cultural movement 
content must pass through purposeful pedagogical design, multidimensional development, and aligned assessment 
before broader outcomes can reasonably be anticipated. In this sense, the unit of analysis shifts from the traditional 
game itself to its pedagogical transformation. 
 
This shift is the framework’s main theoretical novelty. It avoids two forms of reductionism that remain possible in 
school physical education. One reduces traditional games to cultural preservation, paying insufficient attention to 
learning. The other reduces physical literacy to transferable competencies without sufficient attention to the 
cultural worlds through which students encounter movement (Edwards et al., 2017; Bonato et al., 2024). By 
integrating cultural content, pedagogical design, physical literacy domains, assessment, and outcomes as a 
recursive system, the framework proposes that culturally responsive physical literacy is produced through 
relationships among these components rather than through any single component alone. The argument remains 
conceptual and therefore requires empirical testing, but it offers a testable basis for examining when traditional 
games become meaningful curriculum rather than merely alternative activities (Bonato et al., 2024; Breed et al., 
2025). 
 
IMPLICATIONS FOR TEACHERS AND CURRICULUM DESIGNERS 
 
The proposed framework has direct implications for PE teachers and curriculum designers because traditional 
games cannot be transferred into school lessons without pedagogical adaptation. If teachers simply reproduce 
traditional games in their original form, some students may be excluded due to differences in ability, gender 
confidence, body size, prior experience, or safety awareness. Therefore, traditional games-based PE should be 
designed through the principles of inclusion, meaningful participation, progressive challenge, and physical literacy 
development. 
 
For large class sizes, teachers should use small-sided formats, station-based rotations, and multiple playing grids. 
For example, galah panjang and gobak sodor can be divided into several smaller courts so that more students are 
active at the same time rather than waiting in long queues. Game-centered PE research supports using modified 
games because they increase opportunities for decision-making, tactical understanding, interaction, and contextual 
skill development (Miller et al., 2015). This matters because physical literacy develops through repeated, 
meaningful engagement, not through passive observation or occasional turns. 
 
For limited facilities, curriculum designers should prioritize low-equipment games that can be taught in classrooms, 
corridors, halls, small fields, or multipurpose spaces. Games such as ting-ting and engklek require minimal 
equipment and can be adapted using chalk, tape, cones, or floor markers. This makes traditional games especially 
useful for schools with limited infrastructure. However, limited facilities should not become an excuse for poor 
pedagogy. Teachers must still define learning intentions, modify space, manage movement flow, and ensure that 
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every activity connects to physical literacy domains such as competence, confidence, motivation, and knowledge 
(Cairney et al., 2019; Edwards et al., 2017). 
 
For mixed-ability classes, teachers should vary rules, roles, task complexity, and success criteria. In bentengan, 
for instance, some students may serve as attackers, defenders, rescuers, observers, or strategy leaders. In sepak 
raga, teachers can modify ball type, height, number of touches, or group size. Inclusive PE literature emphasizes 
that meaningful participation requires adaptation rather than merely placing all students in the same activity (Qi & 
Ha, 2012). Assessment should therefore value improvement, cooperation, decision-making, and confidence, not 
only speed, power, or technical superiority. 
 
For gender inclusion, teachers should avoid reinforcing the idea that certain games, movements, or leadership roles 
belong to boys or girls. Grouping should be flexible, rotating, and sensitive to student comfort, while still 
challenging gender stereotypes through shared responsibility and equitable participation. Culturally responsive PE 
requires teachers to respect students’ backgrounds while also creating democratic and socially just learning 
environments (Flory & McCaughtry, 2011). 
 
Finally, safety must be embedded in curriculum planning. Teachers should teach warm-up routines, spatial 
awareness, safe tagging, landing mechanics, respectful contact, and risk management. Safety should not remove 
challenge; rather, it should make challenge developmentally appropriate. Meaningful PE depends on optimal 
challenge, social interaction, enjoyment, and perceived competence (Beni et al., 2017). Thus, well-adapted 
traditional games can help teachers deliver PE that is inclusive, culturally relevant, safe, and aligned with lifelong 
physical literacy. 
 
FUTURE RESEARCH AGENDA 
 
Future research should move the proposed framework from conceptual argument to empirical validation. A weak 
paper stops at proposing a model; a stronger scholarly contribution shows how the model can be tested, refined, 
and applied across real PE settings. Therefore, the next stage should involve validation studies, expert consensus 
work, pilot interventions, and comparative Malaysia–Indonesia classroom research. 
 
First, content validation studies are needed to examine whether the five components of the framework, cultural 
movement content, pedagogical design, physical literacy domains, assessment, and outcomes, are conceptually 
clear, culturally appropriate, and pedagogically relevant. Researchers may use expert review panels consisting of 
PE lecturers, curriculum specialists, school teachers, traditional games practitioners, and physical literacy scholars. 
Instruments such as content validity index procedures could be used to determine whether each framework 
component is essential, relevant, and understandable. 
 
Second, a Delphi study should be conducted with PE experts from Malaysia and Indonesia. This method is suitable 
because the framework requires cross-national agreement on culturally responsive PE practices, suitable traditional 
games, age-appropriate adaptations, safety considerations, and assessment indicators. A two- or three-round 
Delphi process could help establish consensus on which traditional games are most feasible for school PE and 
which physical literacy outcomes should be prioritized. 
 
Third, pilot intervention studies are required to test the framework in actual PE lessons. Short-term interventions 
could examine whether traditional games-based lessons improve students’ motivation, confidence, movement 
competence, knowledge, cooperation, and enjoyment. These studies should avoid the common mistake of 
measuring only fitness or motor performance. A stronger design would include mixed-method evidence such as 
observation rubrics, student reflections, teacher interviews, and pre-post physical literacy measures. 
 
Fourth, comparative Malaysia–Indonesia classroom studies should be developed. These could examine how 
teachers in both countries adapt similar games under different curriculum expectations, facilities, class sizes, and 
cultural contexts. Such studies would strengthen the regional contribution of the framework and prevent the 
collaboration from becoming superficial. 
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Finally, future research should explore teacher professional development. Even a strong framework will fail if 
teachers lack confidence, resources, or assessment literacy. Research should therefore investigate how PE teachers 
can be trained to design inclusive, safe, culturally responsive, and physical literacy-oriented traditional games 
lessons. 
 
CONCLUSION 
 
This paper argues that traditional games from Malaysia and Indonesia can be repositioned as meaningful 
pedagogical resources for developing physical literacy in school physical education. The central issue addressed 
in the paper is that PE is often reduced to isolated sport skills, fitness routines, or competitive performance. 
Meanwhile, students require broader learning experiences that develop motivation, confidence, movement 
competence, knowledge, social interaction, and lifelong engagement in physical activity. Physical literacy offers 
a stronger educational direction because it connects movement learning with health, personal meaning, and 
sustained participation beyond school. 
 
The proposed framework integrates three key ideas: physical literacy, culturally responsive pedagogy, and game-
based learning. This integration is important because each idea strengthens the others. Physical literacy clarifies 
the developmental goals of PE; culturally responsive pedagogy ensures that learning is connected to students’ 
identities and local movement cultures; and game-based learning provides practical teaching strategies for 
decision-making, cooperation, tactical awareness, and inclusive participation. Through this integration, games 
such as galah panjang, ting-ting, sepak raga, gobak sodor, engklek, and bentengan can move beyond nostalgic or 
recreational use and become structured curriculum content. 
 
The framework also highlights that successful implementation depends on teacher design. Traditional games must 
be adapted for class size, facilities, mixed ability, gender inclusion, and safety. Without thoughtful modification, 
these games may reproduce exclusion or remain informal play. With purposeful design, however, they can support 
active learning, cultural identity, social development, and physical literacy outcomes. 
 
The paper contributes to PE curriculum and teaching scholarship by offering a regional, culturally grounded 
framework for Malaysia–Indonesia collaboration. Its value lies not only in preserving traditional games, but in 
transforming them into contemporary educational tools. Future empirical studies should validate the framework 
through expert review, Delphi studies, pilot interventions, and comparative classroom research. Ultimately, 
culturally responsive traditional games-based PE can help schools develop students who are not merely skilled 
performers, but confident, motivated, culturally connected, and physically literate movers for life. 
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