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Overall, the classroom routines were teacher-led, with a focus on teacher talk, 
choral repetition, and without much support to build children’s comprehension. 
Children’s tasks and practice had limited scope for free expression, either orally 
or in writing. This is also supported by data on ToT data. On an average, teachers 
spent 62% of their time on teacher-centred activities, compared to 14% on learner-
centred activities.
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5.1 Overview of language teaching practices

Language is the medium of all learning. Talking, thinking and reasoning, reading and 
writing— all involve the use of language. Developing higher-order comprehension skills 
such as reasoning, analysing, and forming opinions in the early years, is critical to all future 
learning. The basic purpose of early language teaching is to enable all children to read 
fluently with comprehension, respond to questions about what they read, and express 
themselves clearly, both orally and through independent writing. In addition, children 
should develop an interest in the habit of reading.

A balanced approach to early language and literacy requires teaching to focus on all four 
blocks oral language development, decoding, reading and writing, as recommended in 
NCF–FS 2022.

Figure 5.1: Four components of language teaching

Oral Language Development
>	 Picture conversations 
>	 Sharing experiences 
>	 Storytelling
>	 Drama and role play

Word Recognition
>	 Phonological awareness activities
>	 Letter-recognition
>	 Sound-symbol association
>	 Skill-focused writing (of letters 

and words)
>	 Letter and word reading

Reading
>	 Read aloud
>	 Shared reading
>	 Guided reading
>	 Independent reading

Writing
>	 Modelled writing
>	 Shared writing
>	 Guided writing
>	 Independent writing

Source – NCF-FS 2022, page 114
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5.2 Effective practices of language teaching and their 
indicators

The Survey examined language teaching across the four practices using six indicators of 
effective practice-two for oral language, two for reading, and one each for decoding and 
writing (Table 5.1).

Language teaching was observed across 781 classrooms. Within the sampled language 
classrooms, different sub-indicators were observed. As a result, the sample sizes of the sub-
indicators are smaller and varied.

Table 5.1: Language practices and indicators of language teaching

Language 
practices

Indicators of effective practice

Teaching to 
Develop Oral 
Language

Teacher relates the discussion or theme to children’s prior and contextual 
knowledge and experiences

Teacher asks open-ended questions during language instructions, for 
example, oral language sessions or reading lessons

Teaching of 
Decoding

Teacher uses a variety of activities to help children develop sound-symbol 
association and blending

Teaching of 
Reading

Teacher reads aloud and supports comprehension of the text

Children are given opportunities to practise reading independently

Teaching of 
Writing

Teacher provides prompts that encourage children to write in their own 
words

5.2.1 Teaching to develop oral language
Oral language development is the foundation for learning to read and write. Classroom 
activities such as conversations, storytelling, interactive read-alouds, narration, retelling, and 
role-play help develop skills including vocabulary, listening comprehension, verbal thinking, 
reasoning, and oral expression.

When teachers relate discussions to children’s real-life experiences, it enhances children’s 
participation and engagement. It provides opportunities to construct knowledge with 
reference to their familiar contexts and to move from the known to the unknown. For 
example, during a lesson on seasons, the teacher could include the impact of seasons on 
children’s food, daily routines and clothing.

Similarly, when teachers ask open-ended questions (for example, ‘Why?’ ‘How?’ or ‘What 
do you think?’) during oral discussions and interactions for any theme or lesson, and build 
the discussion by including children’s responses, it improves comprehension, reasoning and 
other higher-order thinking skills.

1 �76 classrooms were language only classrooms and 2 classrooms were observed for both language and mathematics
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5.2.2 Teaching of decoding
Decoding is a foundational reading skill that helps children convert written text into spoken 
language. It begins with learning sound-symbol associations and progresses to blending—the 
ability to combine individual sounds to form meaningful words. For example, joining /ब/-/घा/ 
produces “बघा” (‘look’ in Marathi).

The teaching of decoding should be systematic and explicit. It is effective if teachers use 
a variety of decoding activities to strengthen the association between symbols and their 
sounds. A combination of activities like: (a) Identify the letter in the print material and 
pronounce it (b) Pick a letter-card (varn/flash card) and tell the letter to your friend (c) Find the 
letter and encircle it (d) Bingo (e) Trace the letter on the floor (f) Make the letter with pebbles 
(g) Blend the sound of two symbols on a letter or CV grid and say it aloud (h) Using TLMs like 
letter wheel, dice or grids for practice by children.

Providing varied, guided practice—especially for children who need additional help—can 
strengthen decoding fluency and prevent early reading difficulties. Using a variety of activities 
to teach decoding ensures that all children, irrespective of background or learning style, 
develop fluent decoding skills.

5.2.3 Teaching of reading
Reading is a complex process of constructing meaning from written texts. It requires 
understanding of oral language, phonological awareness, decoding skills, reading fluency 
and comprehension. Simply put, the two broad dimensions of skilled reading are (a) fluent 
decoding and (b) strong language comprehension. Effective teaching and learning of reading 
could follow the gradual release of responsibility (GRR) process of ‘I do it’ followed by ‘We do 
it’, and then ‘You do it together’ and later ‘You do it alone’. Many important reading routines 
roughly map onto this sequence. Thus, the teaching of reading would begin with interactive 
read-aloud by the teacher, followed by shared reading by the teacher and children together, 
followed by guided reading where children read in small groups, pairs, or individually under the 
teacher’s guidance, and finally, opportunities for independent reading by children. Across all 
these reading routines, comprehension should be at the heart of the process.

During the interactive read-aloud process, the teacher must use various strategies to promote 
comprehension before, during and after the read-aloud process by activating background 
knowledge, asking factual and open-ended questions, and encouraging children to make 
predictions.

Reading skills improve by reading. Children who read more are better readers. Children must 
get opportunities to practise their reading skills in groups, pairs and individually, with support 
from the teacher as needed.

5.2.4 Teaching of writing
Writing is the process of expressing thoughts and ideas through written symbols in a 
structured, meaningful way that others can understand.
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The focus of instruction for writing in the early grades has to be both on: (a) basic writing skills, viz. 
letter shapes, spellings, grammar, syntax, and (b) composing skills including thinking and drafting in 
a logical manner. By the end of Grade 2, children should be able to write short, simple sentences to 
express their thoughts (NCF-FS 2022).

Early writing requires extensive support from the teacher. Teachers should share their writing 
samples, discuss the writing task with children and jointly compose the main points to be 
written. It is important for the teacher to generate prompts that are meaningful and engaging for 
children and to support children with feedback during the writing process.

5.3 Findings of language teaching practices

5.3.1 Teaching to develop oral language

Oral language development was observed across 58 schools in the surveyed classrooms of 
Maharashtra.

Indicator 1 2 3 4

Teacher relates 
discussion 
to children’s 
experiences

No space 
for inclusion 
of real-life 
experiences or 
prior knowledge

Limited inclusion 
of real-life 
experiences or 
prior knowledge

Sometimes 
includes 
real-life 
experiences 
or prior 
knowledge

Frequently uses a 
wide range of real-
life experiences 
and children’s prior 
knowledge

Teacher asks 
open-ended 
questions during 
lessons

Does not ask 
open-ended 
questions

Asks a few open-
ended questions 
without waiting 
for children’s 
responses

Asks a few 
open-ended 
questions and 
includes some 
responses

Builds discussion 
through children’s 
responses to open-
ended questions

Figure 5.1: Percentage of classrooms where teachers 
related discussion to children’s experiences

Figure 5.2: Percentage of classrooms where teachers 
asked open-ended questions during lessons

Total observations=58 Total observations=58

24

52

17

7

58

21
16

5

Least effective

Partially effective

Effective

Most effective
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Teachers struggled to relate classroom discussions to children’s’ prior knowledge or real-life 
experiences, with most of the observed sample (76%) either not doing so at all or doing so to a 
very limited extent.

A similar pattern was seen for teachers asking open-ended questions during oral conversations 
and discussions around texts. Around 58% of them did not ask any open-ended questions 
during the session. In another 21% of classrooms, teachers asked some open-ended questions 
but did not wait for children’s responses, which defeats the purpose of encouraging children 
to share elaborately on a theme. Only a handful of teachers incorporated children’s responses 
to build the discussion. This indicates a pattern in which oral language development activities 
were largely dominated by teacher talk and literal questions requiring yes/no or one-word 
responses, to which children usually responded in unison.

A shift is needed in the nature of oral language activities in early-grade classrooms to 
include those that encourage active engagement of children by relating what is being taught 
to their immediate contexts and experiences, and by asking them to predict, think, and infer 
in response to open-ended questions.

5.3.2 Teaching of decoding
Decoding was observed across 31 schools in the surveyed classrooms of Maharashtra.

Indicator 1 2 3 4

Teacher uses varied 
activities for sound-
symbol association 
or blending

Children copy 
letters from the 
black board only

Uses one 
activity type

Uses two 
activity types

Uses more than 
two activity 
types

Figure 5.3: Percentage of classrooms where 
teachers used varied activities for developing 
sound-symbol association 

Least effective

Partially effective

Effective

Most effective

Total observations=31

52

45

3
0

In the surveyed classrooms, decoding 
strategies were taught more in Grade 1 
classrooms (21) as compared to Grade 2 
classrooms (10) during the observed lesson. 
Importantly, in half of the classrooms observed 
for decoding (52%), teachers simply asked 
children to copy letters from the board and 
used no other activity or strategy to reinforce 
symbol-sound associations and blending. This 
practice does not help children understand 
how written symbols map onto sounds or how 
to blend individual sounds to form meaningful 
words. The proportion of classrooms following 
this practice in the Maharashtra sample is 
much higher than the TLPS 2025 average 
of 24%. Effective decoding practices were 
observed in just a handful (3%) of the sampled 
classrooms, where teachers used two or 
more activities for teaching symbol-sound 
associations and blending. 
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Key principles of teaching decoding include systematic teaching of sound–symbol relationships, 
ensuring that words are meaningful to children and using multiple activities that allow children 
to apply their emerging decoding knowledge to become active “word solvers”. When decoding 
is reduced to rote copying, children may learn to read and spell those particular words but may 
not develop the strategic skills needed to read unfamiliar words independently and become 
confident readers.

5.3.3 Teaching of reading
Reading was observed across 58 schools in Maharashtra. 

Indicator 1 2 3 4

Teacher reads 
aloud and helps 
comprehension

No strategy for 
comprehension

Only factual 
questions or 
repetition

Limited 
factual and 
open-ended 
questions at the 
end of reading

Builds context 
before reading, asks 
prediction and open-
ended questions 
throughout

Children 
practise reading 
independently

No 
opportunities 
for practice

Reading 
independently 
without 
observation

Paired reading 
with limited 
teacher input

Independent 
reading with teacher 
feedback and 
correction

Figure 5.4: Percentage of classrooms where 
teachers read aloud and helped comprehension

Figure 5.5: Percentage of classrooms where 
children practised reading independently

Total observations=58 Total observations=58

43

43

14

0

43

26

14

17

Teaching of reading was observed more in Grade 2 classrooms than in Grade 1 classrooms of 
Maharashtra. In 43% of the observed classrooms, teachers did not use any strategy to support 
children’s comprehension of the text during or after a read aloud. Further, in a majority (57%) of 
classrooms, teachers asked some factual questions at the end or simply repeated the text to 
support children’s understanding. None of the observed teachers used diverse comprehension 
during the read aloud.

Least effective

Partially effective

Effective

Most effective
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More than half (57%) of the teachers observed provided opportunities for children to read 
independently, but only 17% supported children with feedback and correction during the 
reading practice. In many (43%) classrooms, children were not given any opportunity for 
independent reading practice during the observed lesson.

Overall, teachers’ read-alouds focused on modelling fluent reading or sentence-by-sentence 
reading followed by choral repetition by the children. There was very limited focus on 
engaging children in the meaning-making process. Even when teachers attempted to engage 
children with the text, they mostly relied on factual questions. They rarely used a wider set of 
comprehension strategies to support collective sense-making, such as activating children’s 
prior knowledge and setting the context before reading, asking prediction and inferential 
questions as the text progressed, or posing open-ended questions to encourage children 
to share their thinking and interpretations. The process of reading aloud to children needs 
to become more interactive, with engaged participation and a strong focus on building their 
listening comprehension and verbal expression.

Equally important, to strengthen reading proficiency, teachers must not only provide 
regular time for individual, paired, and group reading but also actively support children with 
feedback and guidance during these sessions.

5.3.4 Teaching of writing
Writing was observed across 43 schools in Maharashtra. 

Indicator 1 2 3 4

Specific prompts 
to children writing 
in their own words

No writing in 
own words

A few unplanned 
prompts

Specific but 
inconsistent 
prompts

Clear prompts 
with examples 
and feedback

Figure 5.6: Percentage of classrooms where teachers gave 
specific prompts to children writing in their own words

Least effective

Partially effective

Effective

Most effective

Total observations=43

84

952

In most of the observed classrooms 
(84%), children did not receive any 
prompts for writing in their own words. 
Copying from blackboard or textbook 
was the most common form of writing 
seen in the sessions. Very few teachers 
(2%) supported children with meaningful 
writing prompts, examples and feedback 
during the writing process, suggesting 
that writing is a neglected dimension 
of early literacy within the surveyed 
classrooms of Maharashtra.

The findings indicate that writing is largely 
reduced to copying, offering children little 
opportunity to express their own ideas or 
meanings. 
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This mechanical approach neglects a crucial aspect of early literacy. Children need guided 
opportunities to think, plan, and put meaning into their writing, not just practise letter shapes 
and handwriting. To address this, teachers must play an active role in modelling writing 
processes—sharing examples, discussing tasks, and co-developing ideas and structure with 
children—along with giving feedback on their written work.

Equally important is recognising that young children progress through phases of writing 
development, where they use unconventional spellings early on as natural steps toward more 
conventional writing. When teachers provide meaningful writing tasks and respond to what 
children are trying to say rather than only how correctly they write, children learn to use writing 
to communicate and eventually develop into confident, independent writers.

5.4 Conclusion

The analysis of language teaching practices shows that while a balanced approach, covering 
oral language development, decoding, reading, and writing, has been introduced in many 
classrooms, its implementation seems uneven. Oral language and reading activities are mostly 
teacher-led, and children tend to be passive. Similarly, children rarely have opportunities to 
express their thoughts, ideas and feelings in writing. Overall, there is a need to strengthen early 
language teaching practices to shift from teacher-led routines to those that actively engage 
children in meaning-making.



Summary and interpretations

Classroom observations were conducted in 150 classrooms, with mathematics teaching 
practices systematically observed in 74 classrooms, including 32 in Grade 1 and 42 in 
Grade 2. 

This chapter presents the TLPS 2025 findings on teaching mathematics, drawing on 
quantitative and qualitative insights gathered primarily through classroom observation 
and lesson sequence tools. A total of four practices were observed to generate 
insights into mathematics teaching practices: use of TLMs by teachers and children, 
opportunities to practise mathematics tasks independently, use of children’s real-life 
experiences for teaching mathematics concepts, and use of ‘why and how’ questions  
by teachers. 

The Survey included some key teaching practices of mathematics, while constraints 
such as a single 40-minute observation visit by a field observer with limited training 
necessitated keeping the indicators to a minimum.

Mathematics Teaching 
Practices

CHAPTER

6

Consolidated summary of findings across four practices

	� In 68% of the classrooms, teachers used some kind of TLM during the 
observation period. In only a few (12%) of them, teachers used TLMs to explain 
mathematics concepts and processes effectively.

	� Children had the opportunity to use TLMs in about two-thirds (63%) of the 
sampled classrooms, though they were given opportunities to use TLMs 
effectively in only 9% of the classrooms.

	� In every two of five classrooms, children were effectively working independently 
on mathematics tasks.

	� In very few (8%) classrooms, teachers used real-life examples to explain 
mathematical concepts.

	� Teachers asked children higher-order ‘why and how’ questions in only one in 
every ten classrooms.

Overall, mathematics teaching remains largely teacher-directed, with limited emphasis 
on real-life connections, reasoning-based questioning and hands-on engagement 
with concrete materials. Opportunities for children to think aloud, respond to ‘why and 
how’ questions, or practise independently were limited. The use of TLMs by children 
was particularly limited. Together, these patterns highlight a clear gap between 
recommended pedagogy and actual classroom practice.
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6.1 Overview of mathematics teaching practices 

In early mathematics teaching, it is important to develop both conceptual understanding and 
procedural fluency in the foundational skills. NCF-FS 2022 defines the curricular goal for 
mathematics as enabling children to develop mathematical understanding and to make sense 
of the world through quantities, shapes, and measures. Specifically, this includes competence 
in counting, numbers, basic operations, shapes and spatial relations and measurement.

NCF-FS 2022 recommends effective approaches such as developing abstract mathematical 
ideas through the concrete Experience, Language, Pictorial, and Symbol (ELPS) progression, 
connecting learning to children’s real-life experiences and prior knowledge, promoting 
mathematical talk and reasoning, and developing a positive attitude towards mathematics.

The ELPS sequence begins with the use of concrete materials, enabling learners to construct 
deep and robust conceptual understanding. Encouraging children to explain their thinking 
using mathematical language strengthens reasoning, communication, and procedural fluency. 
Purposeful questioning, particularly through ‘why and how’ questions, and meaningful 
problem-solving tasks further help children see mathematics as relevant and useful, 
deepening learning and engagement. Children also require ample opportunities to practise 
numeracy skills, both teacher-supported and independent.

6.2 Effective practices of mathematics teaching and their 
indicators

The Survey focused on four key teaching practices: the use of teaching-learning materials 
(TLMs) to teach mathematical concepts, such as counting, numbers, basic operations, 
the use of real-life examples, asking ‘why and how’ questions, and giving opportunities for 
independent practice. These components were examined through five indicators of effective 
practice (see Table 6.1).

Mathematics Teaching Practices
CHAPTER

6
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Table 6.1: Effective practices of mathematics teaching and their indicators

Practices Indicators of Effective Practice

Use of TLMs

Teacher uses appropriate TLMs/manipulatives to explain mathematical 
concepts and processes

Children use TLMs/manipulatives to understand the mathematical 
concepts and processes

Independent Practices by 
Children

Children are given independent mathematics tasks for practice

Use of Real-life Context Teacher uses examples from children’s lives to explain mathematical 
concepts and processes

Asking ‘Why and How’ 
Questions

Teacher asks ‘why and how’ questions to deepen mathematical thinking 
of children while teaching mathematical concepts and processes

6.2.1 Use of teaching learning materials
The use of TLMs is a core pedagogical practice for developing conceptual understanding 
in early-grade mathematics. In Grade 1 and 2, appropriate TLMs may include objects such 
as beads, ice-cream sticks, ganitmala (string beads), counters, bottle caps, dice, place-
value cards, number cards, shape cards, etc. Teachers use these materials to demonstrate 
concepts such as addition with counters, modelling tens and ones with bundled sticks, 
or illustrating shapes with classroom objects. Children, in turn, use the manipulatives 
themselves to practise counting, composing and decomposing numbers, solving addition or 
subtraction tasks, exploring shapes, or representing quantities. Such hands-on engagement 
helps make abstract ideas concrete, visible, and easier to understand.

NCF-FS 2022 reinforces this through the ELPS approach, which emphasises guiding 
children from hands-on experiences to pictorial and symbolic representation of numbers and 
problems. Both teachers and children must actively engage with TLMs—teachers to model 
concepts and processes, and children to explore and practise. This shared engagement not 
only strengthens procedural fluency but also enables children to internalise mathematical 
ideas with confidence and clarity.

6.2.2 Providing opportunities for independent practice
Independent and repeated practice is essential for helping children consolidate mathematical 
learning. Such practice supports the transfer of knowledge from working memory to long-
term memory, improving accuracy and automaticity. After demonstration and guided 
practice, children need adequate time and space to practise on their own for learning to take 
hold. During this phase, teacher support through observation and timely feedback remains 
crucial in reinforcing correct understanding and addressing errors.
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In Grades 1 and 2, opportunities for independent practice may take different forms. These 
include answering oral questions individually, completing short written tasks, solving 
problems from workbooks or textbooks, using worksheets, practising independently with 
manipulatives such as ganitmala, and engaging in simple real-life tasks, such as counting 
objects or making amounts with play money. Such activities allow children to apply what 
they have learned, build procedural fluency, and gain confidence in solving problems 
independently, thereby deepening and internalising mathematical understanding through 
active engagement.

6.2.3 Use of children’s real-life experiences
Real-life examples are the everyday situations, objects, and experiences that children 
already know and understand. Teachers use them to make mathematical ideas meaningful 
and connected to children’s lives rather than abstract or disconnected. Since solving real-life 
problems is a core goal of mathematics, this helps children make sense of abstract symbols 
and develop practical problem-solving skills.

In Grades 1 and 2, such examples may include counting objects in the classroom, comparing 
the water in two bottles to understand ‘more’ or ‘less’, bundling sticks to explore tens and 
ones, identifying shapes such as plates (circle) or books (rectangle), or using play money 
for simple transactions. These contexts help children grasp abstract ideas by seeing 
mathematics at work in everyday situations.

NCF-FS 2022 emphasises the use of real-life examples to deepen understanding and 
support problem-solving, noting that mathematical symbols become meaningful only when 
linked to everyday experiences.

6.2.4 Asking ‘why and how’ questions
Teacher’s use of purposeful questioning—especially ‘why and how’ questions—promotes 
reasoning, explanation, and deeper understanding of mathematical ideas. In early 
mathematics, ‘why’ questions prompt children to justify their answers and strengthen 
numerical reasoning.

For example, “Why is 8 bigger than 6?” or “Why do we add these numbers?”. ‘How’ questions 
help children explain the steps they used, such as “How did you get 7?” or “How did you 
count on from this number?”, supporting procedural clarity and communication skills. The 
use of such questions also encourages children to think about their own reasoning and 
explore alternative strategies, rather than simply recall and apply procedures.
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6.3 Findings of mathematics teaching practices

6.3.1 Use of TLMs

Indicator 1 2 3 4
Teacher uses appropriate 
TLMs/manipulatives to explain 
mathematical concepts and 
processes

TLM is not 
used

TLM is used in 
an unplanned 
manner

TLM is used in a 
planned manner 
but is not used 
every time

TLM is used in a 
planned way to 
explain the concept 
several times

Children use TLMs/
manipulatives to understand 
the mathematical concepts 
and processes

TLM is not 
used by 
children

A few children 
use TLMs

Some children 
use TLMs

Most children get 
opportunity to 
practise with TLMs

Figure 6.1: Percentage of classrooms 
where teachers used appropriate TLMs/
manipulatives to explain mathematical 
concepts and processes

Figure 6.2: Percentage of classrooms 
where children used appropriate 
TLMs/manipulatives to understand 
mathematical concepts and processes

Total observations=74 Total observations=74

Teachers who were observed used TLMs in mathematics teaching in 68% of the classrooms. 
In 12% classrooms, teachers used TLMs effectively during mathematics instruction. However, 
in most of the classrooms, TLMs were used in an unplanned manner. Children used TLMs 
in nearly two-thirds (63%) of the classrooms to varying extents. In 9% of the classrooms 
observed, most children got opportunities to use them consistently. This limited engagement 
of children with TLMs can hinder building strong foundational concepts and making sense of 
abstract ideas, in case the new mathematical concepts are not taught associating concrete 
objects in early-grade classrooms.

These findings suggest a need to shift from infrequent or teacher-led use of TLMs towards 
more consistent, child-centred engagement with manipulatives, for hands-on learning in 
early grades.

32

4115

12

37

28

26

9

Least effective

Partially effective

Effective

Most effective
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6.3.2 Use of children’s real-life experiences

Indicator 1 2 3 4
Teacher uses 
examples from 
children’s lives 
to explain 
mathematical 
concepts and 
processes

Teacher uses no 
examples from 
real life to explain 
mathematical 
concepts and 
processes

Teacher seldom 
uses examples 
from real life 
to explain 
mathematical 
concepts and 
processes

Teacher sometimes 
uses examples of 
real life to explain 
mathematical 
concepts and 
processes

Teacher mostly 
uses examples 
from real life 
to explain 
mathematical 
concepts and 
processes

Teachers’ use of real-life examples 
while explaining mathematical ideas 
was either not seen at all or in most 
of the observed grades (92%) was 
seldom seen, indicating that real-life 
contextualisation had yet to proliferate 
across classrooms.

The findings suggest that 
mathematical concepts are mostly 
taught in ways that remain abstract 
and disconnected from children’s lived 
experiences. In the absence of familiar 
contexts, children in Grades 1 and 2 
may struggle to see the relevance of 
mathematics in their daily lives, which 
can limit the development of practical 
problem-solving skills and meaningful 
understanding.

6.3.3 Asking ‘why and how’ questions

Indicator 1 2 3 4
Teacher asks ‘why 
and how’ questions 
to deepen 
mathematical 
thinking of the 
children

Teacher does not 
ask ‘why and how’ 
questions

Teacher asks 
‘why and how’ 
questions but 
does not wait 
for children’s 
responses

Teacher asks 
a few ‘why and 
how’ questions 
and includes 
some children’s 
responses

Teacher asks some 
‘why and how’ 
questions and 
includes children’s 
responses to build 
the discussion

It was observed that in many (76%) classrooms, teachers did not ask any ‘why’ and ‘how’ 
questions, slightly lower than the TLPS 2025 average of 81%. In a small proportion (10%) 
of classrooms, teachers asked probing ‘why and how’ questions or incorporated children’s 
responses in building the discussion around the concept, indicating preliminary emergence of 
reasoning-oriented questioning within early mathematics teaching.

Figure 6.3: Percentage of classrooms where teachers 
used examples from children’s lives to explain 
mathematical concepts and processes

Least effective

Partially effective

Effective

Most effective

Total observations=74

65

27

7
1
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6.3.4 Providing opportunities for independent practice

Indicator 1 2 3 4

Children 
are given 
independent 
mathematics 
tasks for 
practice

Children are 
not given any 
opportunity 
to practise 
independent 
mathematics 
tasks

Children 
are doing 
Independent 
mathematics 
tasks, but the 
teacher does 
not observe the 
practice

Children are doing 
independent 
mathematics tasks 
and the teacher 
observes them 
without any inputs

Children are given 
opportunities to practise 
independent mathematics 
tasks. The teacher 
observes mistakes, 
corrects and models; and 
asks the child to solve 
again

Least effective

Partially effective

Effective

Most effective

Figure 6.4: Percentage of classrooms where 
teachers asked ‘why and how’ questions to 
deepen mathematical thinking of the children

Encouraging teachers to use 
simple probing questions—
such as “How did you get this 
answer?” or “When there are 
more than nine ones, why do we 
regroup them into tens?”—could 
move children’s focus beyond 
rote procedures towards deeper 
reasoning and meaningful 
engagement with mathematical 
concepts and processes.

Total observations=74

Least effective

Partially effective

Effective

Most effective

Figure 6.5: Percentage of classrooms where children were 
given independent mathematics tasks for practiceOverall, children were doing 

independent mathematics 
tasks in 76% of the sampled 
classrooms, significantly 
higher than the TLPS 2025 
average of 55%. 

Teachers observed and 
guided children in a 
smaller proportion (39%) of 
classrooms, which was higher 
as compared to the TLPS 
2025 average (16%). 

These findings highlight that teachers allocate time for independent practice.  
A few of them actively observe children’s work and provide timely feedback, so that practice 
moves beyond mechanical repetition and effectively strengthens conceptual understanding, 
fluency, and confidence.

76

1491

23
5

33
39

Total observations=74
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6.4 Conclusion

For basic concepts like introducing numbers and counting, most teachers used 
concrete materials or pictorial representations. However, when moving to addition and 
subtraction, teaching relies largely on mathematical symbols with minimal use of concrete 
representations. A majority of classrooms demonstrated limited use of varied practices 
that support conceptual understanding in mathematics. Strengthening early mathematics 
instruction will require sustained support to help teachers contextualise mathematical 
concepts and processes, encourage reasoning, design meaningful practice tasks, and 
provide opportunities for children to explore concepts through TLMs and consistently 
allocate time for practising independently. 
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Time Distribution on Teaching 
and Learning Tasks 

CHAPTER

7

7.1 Overview of time-on-task and instructional time

TOT is the proportion of instructional time during which the teacher and children are actively 
engaged in meaningful activities related to teaching and learning. It was observed that 
instructional activities constituted a significantly smaller proportion of time than the allocated 
teaching time. To ensure quality learning, teachers should plan and structure lesson routines to 
maximise children’s ToT. A high ToT does not by itself ensure that learning will occur, but it is a 
basic condition for effective teaching and learning. Children’s learning time can be enhanced 
by better classroom management and by including activities that increase children’s active 
engagement.

7.2 Nature of teacher and children’s activities

The ToT analysis presented below has two main strands related to observations of a 
40-minute class, viz. (a) Time distribution of teachers’ activities and (b) Time distribution of 
children’s activities.

The Survey observed classroom activities of every teacher and five children in each classroom 
by recording “snapshots” every third minute, e.g., at the 0, 3rd, 6th of the minute and so in each 
classroom over a 40-minute period of observation.

A set of 21 teaching activities were identified through analysis of other ToT studies and modified 
for an FLN focus through several rounds of field work by Language and Learning Foundation 
(LLF) and partner organisations. A list of 18 such activities, arrived at by combining a few 
activities, can be seen in Table 7.1. These have been further clubbed into four major categories, 
viz. ‘teacher-centred’, ‘learner-centred’, ‘classroom management’, ‘non-teaching’ or ‘off-task’. 
Classroom activities were classified into ‘on-task’ (teacher/child was “on some task”) and ‘off-
task’ (teacher/child was “not engaged in any teaching/learning tasks”) activities.

A set of 21 children’s classroom activities were identified through a similar process. A truncated 
list of nine activities, obtained by combining a few similar activities, can be seen in Table 7.2. 
The ‘on-task’ list included both ‘mechanical’ activities like copying from the blackboard, choral 
repetition and some clearly more ‘learning’ activities like working in a small groups, and doing a 
class assignment.
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7.3 Findings of time distribution of activities

7.3.1 Time distribution of teachers’ activities
Teacher activity was observed 13 times in each classroom at intervals of 3 minutes (each period 
of observation was 40 minutes. A total of 1050 observations of teachers’ activities were noted.

Table 7.1 Below shows the percentage of time distribution of teachers’ activities

Teacher-centric activity Percentage  
of time

Explaining the concept/topic to children orally or by using TLM 16%

Teacher asking questions to the whole class or individual child(ren) 15%

Giving homework/assignment/test/dictation or any other tasks 8%

Teaching a topic by writing on the blackboard 8%

Correcting homework, test papers or class work 6%

Instructing children to engage in classroom activities 5%

Reading from a textbook, workbook or other material 4%

Total 62%

Children centric/supportive activity % 

Supervising group work or children’s individual work 9%

Replying to question/providing clarifications and giving feedback 3%

Conversation with children without a lesson’s context 1%

Encouraging and motivating students to become involved learners 1%

Total 14%

Classroom management % 

Class management for teaching-learning—dividing groups, giving instructions like 
forming a queue, taking a break, helping students in transition activity

2%

Teacher scolding/reprimanding child/children 1%

Teacher is looking at the planning for the next topic 0%

Total 3%

Non-teaching task/Off-task  %

In the classroom, but no activity 12%

Using mobile phone during teaching time or talking with parents/school staff/PRI 
members

4%

In another class (multigrade) or with another levelled group 3%

Teacher is not in the class 2%

Total 21%
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Of the teacher-centred 
activities observed (62%), 
the most prevalent were:

>	 Explaining the 
concept/topic to 
children orally or by 
using TLM (16% of 
time)

>	 Teacher asking 
questions to whole 
class or individual 
child(ren) (15% of 
time)

Figure 7.1: Percentage of time spent by teachers on average in 
different classroom activities

Non Teaching Task

Classroom Management

Student Centric/Supportive Activity

Teacher Centric Activity

62

14

3
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>	 Teaching a topic by writing on the blackboard and giving homework/assignment/test/
dictation or any other tasks (8% of time each)

This indicates that when teachers explain concepts to children, they are also making an effort 
to engage them by asking questions. However, the questions mostly tend to be of literal/factual 
type that elicit a choral yes/no or one-word response (see Chapter 6 - Language Teaching 
Practices) from the children. The ToT analysis generally corroborates the findings from the 
‘classroom observation tool’ for Language and Mathematics, which showed that much of the 
classroom process is teacher-led.

Analysis of the children-centred activities conducted by the teachers (14% of the teaching time) 
shows that of this, teachers supervise group work or children’s individual work 9% of the time. 

Teachers are engaged in ‘non-teaching’ tasks or ‘off-task’ activities for 21% of the observed 
class time.

7.3.2 Time distribution of children’s activities
Five children were observed in each classroom 13 times each, every 3 minutes during each 
period of observation of 40 minutes. A total of 6,447 children’ observations were made.

CHILDREN’S ACTIVITY %

Off-task 33%

Copying from the blackboard/textbook/peer 25%

Choral repetition or choral response 12%

Doing class work/assignment/test/workbook task 11%

Peer learning/working in small groups 6%

Listening/looking at the teacher/another child 4%

Asking the teacher questions or responding to the teacher’s question 3%

Getting notebook/work checked 2%

Transition activity 2%
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The analysis of children’s activity reveals that they remained ‘off-task’ for 33% of the class time. 
This is a significant finding because it indicates that an average child might not be engaged in 
learning for at least 30% of the class time on a regular basis. 

Even when children were ‘on-task,’ they spent a lot of the class time in activities like copying 
from the blackboard (25% of class time) and giving choral responses (12% of class time) which 
require least or inconsistent active engagement in learning.

7.4 Conclusion
When children remain ‘off-task’ or spend time on activities that are not ‘learning-centred,’ the 
active learning time gets reduced. A major shift is needed to enhance classroom activities that 
are more ‘learner-centred’ as well as ‘learning-centred.’ Children’s ToT can also be enhanced 
through clear guidance to teachers on strategies of multigrade teaching.
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This chapter presents findings from the TLPS 2025 related to teachers’ perceptions of FLN. The 
analysis draws on quantitative and qualitative insights gathered primarily through structured 
teacher interviews in all 150 schools. Classrooms of all interviewed teachers were also observed 
using the Classroom Observation (CRO) tool, allowing teacher-reported perceptions to be 
examined alongside classroom practices. 

Teachers’ perceptions offer valuable insights into their awareness of grade-appropriate FLN 
learning outcomes for language and mathematics, their experiences and perceived usefulness 
of in-person FLN training, the nature of regular academic support they receive at the cluster 
and block level to improve teaching practices and assessment methods they use to track 
children’s learning. 

Teacher perceptions were explored on four key dimensions: 
> 	 Teacher awareness of FLN learning outcomes for language and mathematics 
> 	 Reported effectiveness of FLN training 
> 	 Academic support received by teachers from cluster and block personnel
> 	 Assessment methods followed and maintenance of record by teachers

Findings from Teacher Interviews

Figure 8.1: Percentage of teachers by their 
awareness of FLN outcomes
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Teacher Perceptions
CHAPTER

8

8.1 Teachers’ awareness of FLN outcomes

> 	 Over half (57%) of the surveyed Grade 1 and 2 teachers were able to recall and 
articulate at least two grade-appropriate FLN learning outcomes. 

> 	 Almost all teachers believe that the NIPUN/FLN Mission has had at least some 
positive impact.

8 35 57
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8.2 Trainings of FLN

> 	 Almost two thirds (65%) of teachers 
reported attending in-person training 
within the past year, of whom 35% had 
attended the FLN training within the six 
months preceding data collection.

> 	 Close to half (46%) of teachers attended 
an FLN training lasting five days or more. 

> 	 Nearly four in ten (41%) of teachers 
found the FLN training to be very useful.

8.3 Academic support to teachers

> 	 Teachers in the surveyed districts of 
Maharashtra claimed receiving academic 
support from a diversified set of sources 
like Block Resource Coordinators, 
Additional Block Resource Coordinators 
and Cluster Resource Coordinators.

> 	 The frequency and quality of academic 
support received by teachers is higher 
than the TLPS 2025 average, with 71% 
teachers receiving academic support at 
least sometimes. In comparison, to the 
TLPS 2025 level, 52% teachers reported 
to receive similar academic support.

> 	 Only 29% of teachers reported academic 
support to be very useful. 45% teachers 
reported that the Kendra Pramukh 
provides regular academic support, 
followed by 25% reporting support from 
BEO/BSA/ABSA/CBEO/ACBEO.

 

Figure 8.2: Percentage of teachers by their 
attendance of FLN Training
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8.4 Assessment of children’s learning

> 	 Almost all (97%) the teachers reported assessing children’s learning.
> 	 A majority (over 80%) of teachers reported maintaining records of children’s assessment to 

track their learning, including entering in a register, filling in a tracker in a teacher handbook 
or a teacher’s diary, maintaining a diary, etc.

8.5 Conclusion

Overall, teacher perception findings indicate strong awareness of FLN learning outcomes and 
the NIPUN Mission. Cascade training of teachers for FLN is well established, though there is 
variation in the frequency and duration of the training programmes. The frequency and quality 
of academic support from cluster and block-level resource persons are also quite varied.

Figure 8.4: Percentage of teachers by different assessment methods followed
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9.1 Introduction

The Survey was conceptualised to provide systematic evidence on teaching practices for 
language and mathematics in Grades 1 and 2 within the surveyed districts of Maharashtra. 
Beyond documenting existing practices in these areas, the Survey identifies critical gaps and 
areas for strengthening the instructional core of FLN. The recommendations of the Survey are 
divided into two main sections:

>	 Section 9.2 presents key recommendations for strengthening classroom teaching practices, 
drawing directly on the Survey’s main findings.

>	 Section 9.3 outlines recommendations for system-level changes that will enable and 
sustain the actions proposed in the first section.

9.2 Recommendations for classroom practices

This section presents theme-wise actions to strengthen teaching and learning of FLN, based on 
the Survey. These actions are not meant to be uniform prescriptions; their effective use requires 
decentralised and context-sensitive approaches that respond to local linguistic, cultural, and 
institutional realities.

Recommendations
CHAPTER

9

Priorities for classroom practices and system-level enablers
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9.2.1 Classroom learning environment
Classrooms can become places where every child feels seen, heard, and confident to 
participate by changing how classrooms are organised, building stronger relationships with 
children, and including children’s home languages.

>	 Observations show that the state is yet has yet to make significant progress in establishing 
print-rich environments and ensuring that print materials are accessible to children. Examples 
of useful print material in early grades include poem and story posters, children’ books, number 
and akshara charts, labels for things, word cards and place-value cards. It is recommended 
that the state takes steps to ensure that these print-rich materials are available in classrooms 
and actively and meaningfully used during instruction to support learnings.

>	 The sampled schools in Maharashtra already show a reduced trend of rigid row-and-
column seating than other schools in TLPS 2025. Teachers should be further encouraged to 
adopt flexible seating and grouping arrangements to foster more interaction, collaboration, 
and alignment between classroom activities and learning goals.

>	 There is a pressing need to strengthen teacher-child relationships in early-grade classrooms 
in the state so that all children feel comfortable and confident, participate in discussions, 
and engage meaningfully in learning.

>	 The surveyed classrooms of Maharashtra are showing slight gains (as compared to 
the TLPS average) in teachers actively engaging individual learners and allowing them 
sufficient time to think and respond. This practice should be further strengthened, as it 
helps children participate in shared meaning-making and helps teachers get a sense of 
children’s understanding. 

>	 Marathi is the primary medium of instruction in classrooms in the surveyed classrooms of 
Maharashtra even though there is significant linguistic diversity in the state. Therefore, an 
in-depth examination of language profiles of children in early school grades across sub-
regions of Maharashtra is necessary. Using children’s home or most familiar languages is 
a critical practice to help improve children’s confidence, participation and comprehension, 
and this should be actively supported by the State in primary schools. 

9.2.2 Lesson planning and delivery
Teachers recognise the importance of planning and supporting children’s learning, but 
there is significant scope for more systematic and effective use of key lesson planning and 
delivery practices.

>	 Teachers need to give clear, step-by-step instructions, model expected responses, and 
verify that children have understood so that they can participate meaningfully and learn 
successfully.

>	 A quarter of sampled schools in Maharashtra had teachers actively observing and 
monitoring most children’s work. This practice needs to be more widespread. Through 
regular and purposeful observation, teachers will be able to identify gaps in learning, adjust 
instruction, and provide timely support to children individually and in group settings.

>	 Feedback practices need strengthening through regular checking of children’s work, clear 
explanations of errors, and simple steps for improvement. Encouraging children to reflect on 
and revise their work helps them apply the feedback and see their own progress.
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>	 During lessons, teachers need to use simple and varied checks for understanding, 
such as asking individual children to explain their thinking or giving children a 
quick task to demonstrate their learning. This helps teachers notice and respond to 
misunderstandings early.

>	 To support all learners, teachers need to understand children’s learning levels and use 
targeted differentiated instruction strategies such as flexible grouping, guided practice in 
level-based groups, and scaffolded tasks during regular lessons.

9.2.3 Language teaching practices
There is a need to strengthen language teaching practices in most early-grade classrooms and 
to shift the norm from teacher-dominated routines to practices that actively engage children in 
meaning-making.

>	 Oral language activities need to encourage children’s active engagement by connecting 
content and discussions to familiar contexts and experiences and by asking children to 
think, predict  and infer. Particularly, teachers need to give children opportunities to respond 
more fully to open-ended questions.

>	 Many teachers in the surveyed classrooms simply asked children to copy letters from 
the board and used no other activity or strategy to teach decoding. Decoding instruction 
needs to be more systematic and include multiple activities that reinforce sound-symbol 
associations in different ways.

>	 While teacher read-alouds are being conducted in some classrooms, they need to be 
more interactive with greater participation of children and a stronger focus on building 
comprehension. Children also need adequate time to practise reading in small groups or 
pairs, as well as independently, with guidance from the teacher.

>	 Supporting writing for expression should be a clear priority area for early-grade classrooms. 
Writing activities should move beyond copying exercises to include meaningful opportunities 
for children to compose their own texts and express ideas and emotions. This is what will 
help children build the skills needed for later independent writing.

9.2.4 Mathematics teaching practices
Strengthening early mathematics teaching requires moving beyond procedural routines towards 
practices that support conceptual understanding and reasoning. When such practices are used 
consistently, they can support stronger number sense and more confident engagement with 
mathematics.

>	 There is a pressing need for teachers to use TLMs more consistently and in learner-centred 
ways. This includes both teacher demonstration and children’s use of TLMs. This will ensure 
that children have regular opportunities to explore concepts hands-on and build conceptual 
understanding, rather than only observing demonstrations.

>	 During independent practice, teachers need to actively monitor children’s work and provide 
timely guidance and feedback so that practice goes beyond mechanical repetition and 
strengthens conceptual understanding and skill building.

>	 Integrating familiar, everyday contexts when introducing and practising mathematical ideas 
can help children see the relevance of mathematics in their daily lives and develop practical 
problem-solving skills.
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>	 There is still a gap in the use of reasoning-focused questioning in early mathematics 
classrooms. Therefore, there is a pressing need to encourage teachers to ask ‘why and how’ 
questions that prompt children to explain their thinking, justify their answers, and reflect 
on strategies. This helps transition learning from rote procedures to deeper reasoning and 
conceptual understanding.

9.2.5 Time on learning tasks
The ToT analyses from the Survey highlight important opportunities to strengthen how 
classroom time is used to support children’s learning. Better use of instructional time can 
help make classroom processes more interactive, responsive, and learning-focused.

>	 Teachers need to create a better balance between teacher-centred instruction and 
learner-centred practices to enhance children’s engagement with learning. This includes 
strengthening active monitoring of children’s work to provide timely clarification and 
feedback, and moving beyond questions that elicit factual responses towards approaches 
that make children’s thinking visible.

>	 There is a need for teachers to move towards better lesson planning and more efficient 
utilisation of classroom time to reduce off-task activities for both themselves and the 
children.

>	 Teachers also need to plan and manage independent and group tasks more deliberately, 
particularly in multigrade contexts where their attention is divided.

>	 Teachers need to design more interactive learning opportunities to increase children’s active 
engagement during classroom time. This includes creating regular opportunities for children 
to ask and respond to questions, work in small groups, engage with learning materials, and 
receive feedback from the teacher.

9.3 Recommendations for system-level enablers

Teachers play a critical role in shaping classroom processes. However, their ability to adopt 
and sustain effective practices depends on several system-level enablers, such as supportive 
programmatic interventions, strong pre-service teacher preparation, ongoing professional 
development, and robust academic support structures. This section outlines key systemic 
levers that need strengthening to enable and sustain classroom-level actions described in the 
previous section.

Recommendations for system-level changes
>	 Continue and extend policy support to FLN

>	 Integrate FLN focus within pre-service teacher education programmes

>	 Strengthen academic coaching and on-site support for teachers

>	 Build a coherent and practice-focused system of continuous professional development

>	 Address home language use, multigrade teaching, and differentiated instruction in a 
specific and systematic manner.
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9.3.1 Continue and extend policy support to FLN
The Survey findings indicate that although the state has taken important steps to prioritise 
FLN, consistent improvements in classroom practices have yet to take firm root at scale. This 
suggests that the current policy momentum around FLN needs to be sustained over a longer 
period to allow meaningful pedagogical change to stabilise in classrooms.

From this perspective, it is vital that policy support for FLN must continue beyond the current 
NIPUN Bharat Mission time frame, viz., up to 2026-2027. While Grades 1 and 2 must remain the 
primary focus, the policy and programme focus on consolidating foundational skills needs to 
extend to Grades 3 to 5 (preparatory stage) to prevent learning gaps from widening over time.

As this support is extended, there is also a need to broaden the vision of foundational learning 
to include critical thinking, strong oral expression, and independent writing for language, as well 
as problem-solving and reasoning for mathematics. Such a shift helps move classroom practice 
beyond mechanical skill acquisition towards meaningful application to real-life situations.

9.3.2 Integrate FLN focus within pre-service teacher education 
programmes
Despite the emphasis on FLN in NEP 2020, NCF-FS 2022, and the NIPUN Bharat Mission, it 
is not yet adequately embedded in pre-service teacher education in most states, including 
Maharashtra. As a result, many teachers in the surveyed classrooms enter classrooms without 
sufficient preparation to teach early literacy and numeracy in developmentally appropriate and 
meaningful ways.

Pre-service teacher education requires curricular revision to include a clear focus on early 
language and numeracy learning, play-based pedagogy, teaching in linguistically and culturally 
diverse situations, and practical classroom strategies for multigrade and multilevel teaching. 
The Survey findings also show that basic pedagogical practices—such as building respectful 
teacher-child relationships, encouraging children’s participation, giving clear instructions, and 
monitoring learning to provide feedback—are weak or inconsistently applied and therefore need 
explicit emphasis in teacher education.

There is a strong need to move from lecture-based instruction towards practice-oriented and 
experience-based teacher preparation. Teacher education institutions should model effective 
FLN pedagogy through activity-based learning, demonstrations of effective teaching practices, 
and reflective practice. Strengthening internships through structured mentoring, classroom 
observation, and feedback can help ensure that student-teachers are better prepared to 
support foundational learning from the start.

9.3.3 Build a coherent and practice-focused system of continuous 
teacher professional development
The Survey findings suggest that the current once-a-year, presentation- or talk-dominated 
trainings—often focused on textbook coverage or teacher guide orientation—are insufficient to 
support sustained improvement in teaching practices. There is a need to reimagine in-service 
teacher training as continuous professional development (CPD) rather than as isolated events. 
Effective CPD should offer multiple pathways for learning, including structured courses, 
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blended and online programmes, in-person workshops, and simple digital supports such as 
WhatsApp nudges and short, on-demand learning resources. These pathways should allow 
flexibility for states and districts to adapt content to local institutional and socio-linguistic 
realities, rather than relying on uniform, top-down designs.

State-led training programmes also need significant improvements to reduce loss of quality 
during cascade implementation. This includes better preparation of facilitators, shorter gaps 
between cascade levels, and mechanisms for monitoring and feedback to ensure that the intent 
of training is retained. At the session level, greater emphasis should be placed on practice- 
oriented designs—prioritising demonstrations, guided practice, collaboration among teachers, 
and reflection—so that teachers can apply new strategies confidently in their classrooms.

Finally, peer learning and communities of practice should be strengthened as a core CPD 
strategy. Creating opportunities for teachers to learn from one another through learning 
circles, peer observations, joint planning, and sharing of effective practices can help reinforce 
training messages and support sustained change in classroom practice.

9.3.4 Strengthen academic coaching and on-site support for teachers
Effective classroom change requires regular, supportive academic guidance. Teacher 
interviews reveal that academic support for teachers is often irregular and limited in depth. 
Nearly 18% of teachers reported infrequent academic visits, and 11% teachers reported 
receiving no academic support at all.

There is a strong need to strengthen on-site academic coaching through regular classroom 
visits by ARPs, CRCs, or equivalent roles. These visits should focus on observing classroom 
practice, demonstrating effective strategies, and providing concrete, actionable feedback 
tailored to each teacher’s context. Such support is vital for helping teachers translate training 
inputs into day-to-day practice.

For this to be effective, significant system-level investment is required. Mid-tier academic 
functionaries need to be relieved of excessive non-academic responsibilities so they can 
focus on instructional support. They also require targeted technical training to develop a 
strong understanding of FLN concepts, pedagogy that supports effective learning , and 
principles of supportive supervision. Data collected by mid-tier academic staff should be 
available to them in a simple, analysed form to help them take follow-up action to support 
teachers more effectively.

In addition, cluster-level meetings should be reoriented as structured academic forums rather 
than administrative gatherings. With clear agendas centred on FLN pedagogy, classroom 
challenges, and shared problem-solving, these meetings can become an important platform 
for collective professional learning.
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9.3.5 Address home language use, multigrade teaching, and 
differentiated instruction in a systematic manner
The Survey findings show that three important classroom challenges need special and 
sustained attention: the use of children’s home languages, teaching in multigrade classrooms, 
and responding to different learning levels. These challenges require specific and systematic 
programme support, not just general suggestions or brief training efforts alone.

Use of home language
The Survey findings, mirrored by other estimates, indicate that around 14% of children in the 
surveyed classrooms do not fully understand the language used in classroom instruction when 
they first join primary school. This language mismatch directly affects classroom participation, 
confidence, comprehension, and learning outcomes. There is a strong need to develop and 
support systematic multilingual approaches to foundational learning that respond to the 
linguistic realities of local communities and regions of Maharashtra. This requires more than 
encouraging teachers to use the home language when possible. States need to develop clear 
curricular and pedagogical frameworks to formally include children’s most familiar languages 
in teaching and learning in the foundational years, supported by high-quality multilingual 
materials and assessments. Multilingual pedagogy also needs to be embedded across pre-
service and in-service teacher education, so that teachers are equipped with sound theoretical 
knowledge and concrete strategies for classroom use. Appropriate deployment of teachers 
with specific language backgrounds based on a language mapping exercise can help reduce 
the language mismatch. The national and state governments could consider institutionalising 
‘language quotas’ for recruitment of local teachers in some districts where there is an 
acute shortage of teachers who know the children’s home languages. Teachers who don’t 
understand and speak the children’s home languages need to be encouraged and supported to 
develop basic conversational skills in these languages.

Multigrade teaching
Multigrade teaching and multigrade classrooms are a widespread reality in government schools, 
with nearly 60% of classrooms in the Survey sample falling into this category. Despite this, 
most curricula, teacher guides, and training programmes continue to assume single-grade 
and monolingual classrooms. Teachers working in multigrade settings need specific curricular 
guidance and pedagogical tools to manage multiple groups effectively. This includes support 
for planning parallel activities, organising independent work, using flexible grouping, and 
managing time across grades. Addressing multigrade teaching systematically—rather than 
treating it as an exception—can help teachers use these classrooms more productively, even in 
less-than-ideal conditions.

Differentiated instruction
The Survey findings show minimal use of differentiated instruction, despite teachers’ 
awareness that children in their classrooms have different learning levels and home 
backgrounds. Many teachers lack clarity about what differentiation looks like in practice and 
how to implement it in regular lessons. System-level efforts are needed to help teachers 
understand children’s learning levels, recognise the value of targeted support, and use simple 
differentiation strategies—such as flexible grouping, scaffolded tasks, and guided practice for 
small groups, especially for the children who are struggling to learn. Providing extra attention 
and support to such children is key to reducing learning gaps within the classroom. Teacher 
guides, training modules, and academic support systems should explicitly model how to plan 
and implement differentiation within everyday classroom routines.









“We are really happy to 
have completed India’s first 

large-scale survey of teaching and 
learning practices for foundational 
learning in partnership with several 
other organisations. Student 
learning can improve only when 
children are actively engaged in 
learning. We hope this report can 
trigger a nation-wide discourse on 
the need for transforming teaching 
and learning for young children in 
early grades in primary schools in 
India.

- Dhir Jhingran, Founder & Executive 
Director, Language and Learning 

Foundation

“Children learn best when 
learning is joyful and rooted 

in their real experiences. As the 
National Curriculum Framework 
reminds us, play must remain at 
the core of early learning. When 
children learn in familiar languages 
and meaningfully use teaching-
learning materials, classrooms 
become spaces where every child 
can truly engage. My best wishes 
to LLF for the study, we will take 
inputs from it.

 - Smt. Archana Sharma Awasthi, 
Additional Secretary, Department of 

School Education and Literacy, Ministry 
of Education, Government of India

“TLPS is a significant 
study for its sharp focus on 

understanding teaching-learning 
practices of language and 
mathematics in Grades 1 and 2. 
The findings provide vital pointers 
for improving instruction in early 
grades by keeping meaning-
making at the centre. It is time 
for us to join hands to support 
teachers in bringing about the 
much-needed shifts in classroom 
practices.

- Ms. Amrita Patwardhan, Head, 
Education, Tata Trusts

“I am happy to see the 
release of this Survey, the 

Teaching and Learning Practices 
Survey (TLPS). The findings 
provide a strong evidence base. 
Given the scale of the sample, the 
insights emerging from this can 
be seen as reflective of teaching 
and learning practices across 
the country. Classrooms must 
move beyond one-way teaching. 
Education thrives when children are 
encouraged to question, explore 
and keep their curiosity alive.

- Shri Sanjay Kumar, IAS, Secretary, 
Department of School Education 

and Literacy, Ministry of Education, 
Government of India



A study to strengthen FLN
 teaching and learning practices in India

2025

The Teaching and Learning Practices Survey (TLPS) 2025 provides systematic, large-
scale evidence on teaching practices for language and mathematics in Grades 1 and 2. 
The Survey was conducted between November 2024 and March 2025 in nine states—
Assam, Chhattisgarh, Haryana, Jharkhand, Maharashtra, Meghalaya, Rajasthan, Tamil 
Nadu, and Uttar Pradesh—covering 21 districts and 1,050 classrooms. By capturing 
a wide range of contexts, TLPS provides a rich snapshot of the current teaching and 
learning practices for foundational literacy and numeracy (FLN).

Anchored by Language and Learning Foundation (LLF) and supported by Tata Trusts, 
the survey has been implemented in collaboration with a consortium of organisations: 
Centre for microFinance, Educational Initiatives, Madhi Foundation, QUEST, and 
Vikramshila Education Resource Society.

The TLPS 2025 Report presents findings that describe and analyse the classroom 
learning environment, lesson planning and delivery, selected teaching practices for 
language and mathematics, and time on learning tasks for both teachers and children. 
It also explores teachers’ perceptions of some aspects of FLN and their professional 
development. The recommendations of TLPS suggest how classroom teaching 
practices can be improved and the system-level changes that can enable and sustain 
this change in FLN teaching and learning practices.

About TLPS 2025

Tools for TLPS 2025 and grade-wise data-tables can be accessed from the QR Code above
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