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1. Introductory Thoughts

In this paper, we would like to discuss what has been puzzling teachers who were encouraged to
reflect upon their lives inside and outside their English language classrooms over two decades (1997-
2017), in Rio de Janeiro, Brazil. Before going any further, we need to explain that we consider
teachers as practitioners of teaching and learning who feel a natural need to understand and act
upon their understandings of what happens in their classrooms. Most importantly, we understand
teachers to be learners. These notions are at the core of Exploratory Practice, a viable form of
practitioner development that is based on the integration of research and pedagogy through the use
of regular classroom activities, categorised as Potentially Exploitable Pedagogic/Reflective Activities.
This is the orientation we give to our seminars, workshops, courses and classes, where practitioners
have the chance to reflect on and puzzle about their lives in the language institutes and in the state
and private schools where they study or work. Within the framework of Exploratory Practice, we
have preferred to encourage practitioners to try to understand their puzzles instead of orienting
them towards identifying their problems and trying to solve them. Over the years, we have collected
most of the material produced during these exploratory occasions in the form of lists of puzzles,
discussion reports, posters, and narratives. We believe in the importance of studying such invaluable
documents that instantiate Exploratory Practice work if we want to explore and discuss teachers’
puzzlement as a way of understanding the actions and beliefs underlying the English language
teaching scene in Rio de Janeiro, Brazil.
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2. Our Focus

For the purpose of this paper, we have chosen to take a reflexive look at how the puzzles studied by
Lyra et al. (2003) stand in relation to a broader set of puzzles that Cunha and Miller (2015) had
collected during the previous 14 years (2003—-2017) of our practitioner development work.

Back in 2003, Lyra, Fish and Braga, English teachers who are still part of the Rio Exploratory
Practice Group published a paper where they reported their action to understand “What puzzles
teachers in Rio de Janeiro and what keeps them going?”. This study investigated 88 puzzles
formulated by English language teachers coming from different professional backgrounds (state or
private schools and language schools) who had attended Exploratory Practice sessions over five years.
The authors had assumed that those teachers’ main concerns were about “the unsatisfactory
behaviour of their students and their institutions’ lack of interest regarding the subjects they taught”
(Lyra et al., 2003, p. 144). Although these teachers worked in different places, as it is common in
Brazil for teachers to have two or three jobs at various schools, they verbalised a general feeling of
unrest and dissatisfaction related to their professional lives. However, when the puzzles were
analysed, they indicated other concerns and six general categories emerged: Motivation, Anxiety,
Teaching, Institutional lack of interest, Discipline/Behaviour, and Exploratory Practice itself. In Table 1,
we include a couple of sample puzzles for each category; a complete list of the puzzles categorised
for 1997-2003 by Lyra et al. can be found in the Appendix.

Table 1. A sample of categorised puzzles

Lyra et al.: 1997-2003

Motivation
Why do my sts give little importance to their English classes?
Why do my sts never seem to be motivated?

Anxiety
Why aren’t we ever happy with our classroom work?
Why do | expect good results?

Teaching
Why do | consider the result of formal evaluation to be negative?
Why is evaluating so difficult?

Institutional lack of interest
Why isn’t English considered an important subject?
Why don’t we have the necessary material to work?

Discipline/Behaviour
Why are the boys in 702 so violent?
Why don’t people respect teachers?

Exploratory Practice itself
Why does ‘anguish’ keep us in EP?
Why do we keep participating in the EP project?

In their paper, Lyra et al. (2003) concluded that teachers’ puzzles focused mainly on Motivation
and Anxiety, although the categories Teaching, Discipline/Behaviour and Institutional lack of interest
still played an important role in the teachers’ list of concerns. Also, as part of their conclusion, they
affirmed that “these teachers seem to have fully accepted the notion crucial to Exploratory Practice
that quality of life is ultimately what really matters, and that that demands work for understanding
as the fundamental process” (Lyra et al., 2003, p. 156). Bearing this conclusion in mind was essential
to consolidate that focusing on ‘quality of life’” and on ‘work for understanding’ were fundamental
issues for Exploratory Practice.



H.I[D Vol. 29 (2026) 008

3. Our Exploratory Practice Context

Over the last three decades, we have been working in alighment with the core ideas of Exploratory
Practice and have actively and critically contributed to their development, in collaboration with
colleagues in Brazil, Britain, China, Japan, Turkey, and the USA, among other countries. We have
been documenting our work in the Brazilian context in several national and international publications,
conference presentations, workshops, and courses, as well as in Especializagdo (Diploma level)
monographs, Master’s and PhD theses/dissertations (available at https://www.maxwell.vrac.puc-
rio.br).
Since 1998, we have conducted Exploratory Practice sessions, partaking in Hanks’ (2017)

understanding that Exploratory Practice is:

an original form of practitioner research which integrates research and pedagogy. EP
foregrounds the importance of ‘why’; of puzzling, being puzzled, and puzzlement; and
acknowledges that exploring such puzzles (as learners, teachers, teacher educators, and
researchers) aids our understandings of issues relevant to our language learning and teaching. (p.
1)

Exploratory Practice is strongly concerned with the integration of practitioners who are
intrigued by similar puzzles and who can act collaboratively to enhance their understandings of their
professional practices (Figure 1).

Figure 1. Practitioners discussing and preparing their posters

Summarised by Allwright and Hanks (2009, p.260), the “Seven principles for inclusive
practitioner research” are:

The ‘what’ issues
1. Focus on quality of life as the fundamental issue.
2. Work to understand it, before thinking about solving problems.

The ‘who’ issues

3. Involve everybody as practitioners developing their own understandings.
4. Work to bring people together in a common enterprise.

5. Work cooperatively for mutual development.

The ‘how’ issues
6. Make it a continuous enterprise.
7. Minimise the burden by integrating work for understanding into normal pedagogic practice.
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A brief comment about the principles seems to be in place, to emphasise the significance of
these three groups of issues and, more specifically, the beliefs which underlie them. The two
principles that constitute the ‘what’ issues — “Focus on quality of life as the fundamental issue” and
“Work to understand it, before thinking about solving problems” — have already been mentioned as
being at the core of the Exploratory Practice theoretical framework. As we have pointed out above,
the realisation that “quality of (classroom) life is all that matters” emerged very forcefully in the
study carried out by Lyra et al. (2003). And, to us, as mentors of the Rio Exploratory Practice Group,
during our long-term professional development work with practitioners, the principle of involving
everybody in the group or context as practitioners developing their own understandings implies a
democratising belief in the fact that everybody can become more agentive, less passive or
dependent on others’ understandings.

The principle “Work to bring people together in a common enterprise” also suggests the need
for everybody to make the clear effort of integrating him/herself and others, in order to work for a
shared purpose, and in doing so, helping the group develop into a community. “Work cooperatively
for mutual development” is based on the assumption that, in communities, practitioners do or can
learn from each other. Unfortunately, awareness of this notion is sometimes lost or effaced in
educational contexts, where there seems to be a struggle to perpetuate the belief that ‘knowledge’ is
only in the hands of those who are in higher institutional or academic positions and can only be
learnt from them. These democratising intentions and desire to empower practitioners as
community members and knowledge-builders lead us to make connections with critical thinkers such
as Freire (1970), Giroux (1997), and Wenger (1998), among many others.

Being a life-long researcher of classroom language learning, Dick Allwright contributed
significantly to the field of classroom research, especially by following his growing interest in
language learners. By the end of the 1990s, when he was already working directly with the Rio de
Janeiro Exploratory Practice Group, he took the opportunity of discussing and enriching his initial
ideas for describing learners, directly with Brazilian learners and teachers. All this thinking inspired
the “Five Propositions about Learners”, which were systematised in Allwright and Hanks (2009, p. 7):

Proposition 1: Learners are unique individuals who learn and develop best in their own
idiosyncratic ways.

Proposition 2: Learners are social beings who learn and develop best in a mutually supportive
environment.

Proposition 3: Learners are capable of taking learning seriously.

Proposition 4: Learners are capable of independent decision-making.

Proposition 5: Learners are capable of developing as practitioners of learning.

Having discussed these propositions with several groups of teachers in different contexts, we
wish to make two overall comments. We notice that, although most teachers find it difficult to re-
conceptualise themselves as learners, they usually begin to do so when they engage in practitioner
research. They start to perceive themselves as practitioners of learning, regardless of the individual
challenges that this process may entail. The very action of asking questions, whether or not straight
answers are expected, can be face-threatening to practitioners in general, as they cause uncertainty
and/or embarrassment. This issue is at the core of becoming a researcher of your own practice. In
fact, more practitioner research on this aspect of practitioner research seems urgent, at a time when
teacher and student identities and emotions are being focused on (Norton, 2013; Zembylas, 2005).

It is worth mentioning that the Propositions tend to come through as surprisingly too simple and
obvious, or as questionable and untrue. The first and second propositions voice theoretical
conceptions that characterize learners similarly as other researchers in the field. The uniqueness of
each learner’s developmental process and the importance of affective support offered have also
been emphasised by researchers on the sociocultural approach to learning (Mahn & John-Steiner,
2002; van Lier, 1988; Vygotsky, 1934;1986), among many others. Although they also express actions
that define learners, the third, fourth and fifth propositions do so by naming potential actions that
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learners are capable of engaging in. They assert positive and inclusive assumptions regarding learners
and generate all sorts of reactions among teachers and students: teachers tend to react with
disbelief and, sometimes, guilt for having given up hope in students, whereas students (children or
adults) identify with these assertions about them and feel reassured by these thoughts.

4. Our Work for Understanding

To set a backdrop to our methodological description, we start by explaining how practitioners’
puzzles are traditionally generated as the starting point in our Exploratory Practice courses or
workshops. To create an ethos of ‘puzzlement’ (Hanks, 1999), not the typical ‘problem-solving’
attitude adopted in most professional development work, we have normally begun our first sessions
by asking practitioners (teachers and/or students) to think of and share what ‘puzzles’ them about
what they have been doing in their classrooms or what they have been noticing about what happens
in their classrooms (Figure 2). We encourage them to formulate these puzzles as ‘why’ questions,
trying to avoid ‘how to’ questions. When we do this, we share with participants our belief that
making such a syntactic choice can help them to orient themselves towards ‘understanding’ rather
than towards ‘problem-solving’ or ‘efficient-technique-swapping’.

Figure 2. Teacher Emanuelle Souza and a group of students presenting posters

Interestingly, teachers and students who attend Exploratory Practice courses, workshops,
seminars, and classes come from different backgrounds: state or municipal schools, private schools,
and English language courses in Rio de Janeiro, Brazil. Besides the fact that they study and work in
very different educational settings, they are also at various stages in their careers, and we
understand them to belong to different socio-economic realities. Considering the teachers, we need
to highlight that it is a trait in their professional lives that most of them work in two or three different
places, in a variety of educational contexts, and that this influences their general appraisal of how
they feel and see their professional lives. Their puzzles are usually about their work in general, not
specifically focused on one of their jobs.

Our present research question “What has been puzzling practitioners in English language classes
in Rio de Janeiro?” is similar to the one raised by our colleagues in 2003: “What puzzles teachers in
Rio de Janeiro, and what keeps them going?”.

Similarly to Lyra et al., Grounded Theory (Glaser & Strauss, 1967) was adopted as the
methodology for the current paper. This research tradition, according to Richards (2003), “does insist
that the research process works from data to theory rather than vice versa” and that “the aim of the
process is to generate a theory” (p. 16). By adopting this inductive approach, we analysed a collection
of approximately 430 puzzles (Cunha & Miller, 2017) and used coding procedures that allowed
categories to emerge. These puzzles were formulated by Rio de Janeiro teachers who had attended
classes, courses, workshops, or seminars within the Exploratory Practice framework in the 14-year
period (2003-2017). In the latter group, the puzzles produced by the 2016-17 British Council ARAS
cohort were included.
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As introduced earlier, after analysing these puzzles, we came to identify six categories about
practitioners: Motivation, Anxiety, Teaching, Behaviour/Attitude, Critical Thinking, and Learning.
Under the category called Motivation, we grouped those puzzles that show practitioners’ concerns
with very general issues related to professional motivation and students’ motivation to study English.
Under Anxiety, there are puzzles using negative questions and negative words that express tension
and worry. The third category, Teaching, gathers different aspects of teaching and teaching
methodologies. In the Behaviour/Attitude category, the puzzles deal with classroom behavior and
teachers’ and students’ attitudes towards teaching and learning English, overshadowing the strong
concern about controlling discipline, found in Lyra et al.’s Discipline/Behaviour category. The
category named Critical Thinking seems to be an extension in scope of the category Institutional lack
of interest, found in Lyra et al.’s study. Under Critical Thinking, we did not detect complaints against
the institutions where those professionals work, as were present in Lyra et al.’s research, but an
attitude in tune with issues being questioned worldwide in contemporary literature. The last
category, Learning, presents some puzzles about learning in general.

5. Reflecting upon Practitioners’ Puzzles

In this section, we present the categories that emerged and a brief thematic interpretation of the
puzzles that were grouped into each category. We insert tables with some of these illustrative
puzzles, but the reader will find, in the Appendix, a table with a wider selection of puzzles.

When analysing the puzzles in the practitioners’ Motivation category (Table 2), we can notice
the intention to understand the quality of students’ motivation observed and the absence of puzzles
requesting solutions to the problem of lack of motivation: ‘Why do my students feel unmotivated in
class?’, ‘Why does learning a new language motivate her?’, and ‘Why are some students motivated
to learn and some are not?’. Besides trying to understand students’ motivation, we find a puzzle that
poses the teacher’s challenge to sustain students’ motivation. It is somewhat concerning to see that
some teachers question their own professional choices: ‘Why am | a teacher?’ and ‘Why am | doing
this course if | am not a teacher?’.

Table 2. Motivation — some illustrative puzzles (2003-2017)

Cunha & Miller: 2003-2017 (Private collection of puzzles)

Motivation
Understanding the Why do my students feel unmotivated in class?
quality of students’ Why does learning a new language motivate her?
motivation Why are some students motivated to learn and some are not?

Understanding teachers’ Why do | find keeping my students motivated/engaged
role in promoting throughout the lesson so challenging?
students’ motivation

Questioning professional Why am | a teacher?
choices Why am | doing this course if | am not a teacher?

In the category called Anxiety (Table 3), we find puzzles that contain words revealing a negative
feeling towards the situation to be investigated: ‘Why is it so difficult to study Maths?’, “‘Why are we
so worried about classroom observation?’. It is also important to notice that ‘difficult’ and ‘worried’
express a negative reinforcement, especially when intensified by ‘so’. In two other examples, ‘Why
do teachers pick on us?’ and ‘Understanding a ‘picky teacher’, we find the terms ‘pick’ and ‘picky’
being used to define teachers’ behaviour and the attitude of someone who teases, bullies, and is too
difficult to please. Another puzzle, ‘Why is the noise inside the classroom louder than the shooting
outside?’, shows the choice to study a specifically dangerous condition experienced by students and
teachers at a school that is sometimes in the middle of shootings and drug dealers’ invasions.
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Table 3. Anxiety — some illustrative puzzles (2003—-2017)

Cunha & Miller: 2003-2017 (Private collection of puzzles)

Anxiety
Negative feeling towards Why is it so difficult to study Maths?
the situation to be Why are we so worried about classroom observation?
investigated
Difficulty pleasing Why do teachers pick on us?
teachers Understanding a ‘picky teacher’.
Dangerous condition Why is the noise inside the classroom louder than the shooting

experienced by students  outside?
and teachers

The Teaching category presents a great proportion of puzzles. A variety of teaching approaches
is mentioned: ‘Why did | choose to use English to help ASD [Autism Spectrum Disorder] children to
develop their verbal communication?’, ‘What kind of material do ESP [English for Specific Purposes]
teachers use in a public school in Maracana?’, ‘Why is literature difficult to be taught to 1st year high
school teenagers at private schools in Rio de Janeiro?’. The use of technology and various media in
the classroom are also present: ‘Is a picture worth a thousand words?’, ‘Why does
internet/technology help teachers in the language learning process?’, ‘Why does internet/technology
help students learn English in the communicative approach schools?’. With the advent of bilingual
schools and language course classes for very young children, some teachers wonder ‘Why do my
students think all wolves are bad in every story | read to them?’, ‘Why do my students and | enjoy
having ludic activities in our English classes?’, and ‘Why does she [a teacher] assess children?’. Table
4 presents some of the selected puzzles that we have just discussed.

Table 4. Teaching — some illustrative puzzles (2003—2017)

Cunha & Miller: 2003-2017 (Private collection of puzzles)

Teaching
A variety of teaching Why did | choose to use English to help ASD [Autism Spectrum
approaches Disorder] children to develop their verbal communication?

What kind of ESP [English for Specific Purposes] material do
teachers use in a public school in Maracana?
Why is being (only) communicative better?

The use of technology Why does internet/technology help teachers in the language
and various media learning process?
Is a picture worth a thousand words?
Bilingual schools and Why do my students think all wolves are bad in every story | read
English for very young to them?
students Why does she (the teacher) assess children?

Discipline/Attitude (Table 5) is another category with a high concentration of puzzles. As
expected, there are two examples of typical complaints related to students’ behaviour and lack of
discipline: ‘What kind of problems do teachers face in public [state] schools nowadays?’ and ‘Why
does the cell phone ring before the end of the class?’. However, most of the puzzles deal with a
variety of worries related to practitioners’ attitudes towards life at school. They don’t exactly show a
wish to correct and change behavior patterns but to try to understand why people act in such ways,
as in this question: ‘Why do some students behave better in certain classes?’. Teachers’ attitudes are
clearly a focus to be understood according to these examples: “Why am | so often unfair to students?
(finding faults...)’, “‘Why do teachers want to enchant their students?’, ‘Why do we teach our students
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to have a more critical view of what we teach if we still dictate what they are going to learn?’, ‘Why
are teachers so demanding?’ and ‘Why do we need to be loved?’. Another topic related to
practitioners’ behaviour in class is the need to understand the quality of classroom life expressed by
two puzzles: ‘Why are our English classes so cool?’ and ‘Why do my students and | have such a
harmonious relationship?’. Students’ attitudes that puzzle us are: ‘Why are students so interested in
funk?’, ‘Why do students keep saying: “I don’t know how to speak Portuguese, let alone English”?’,
and ‘Why don’t my students have the sense of ownership?’. Teachers in doubt of their practice ask:
‘Why do | find lesson plans restricting?’ and ‘Why do we believe in interaction?’.

Table 5. Behaviour/Attitude — some illustrative puzzles (2003—-2017)

Cunha & Miller: 2003-2017 (Private collection of puzzles)

Behaviour/Attitude

Students’ classroom What kind of problems do teachers face in public [state] schools
behaviour nowadays?

Why does the cell phone ring before the end of the class?

Why does being noisy and moving around the class bother most

teachers?
Practitioners’ attitudes Why do some students behave better in certain classes?
towards life at school Why is it difficult to create a collaborative community of
practice?
Teachers’ attitudes Why am | so often unfair to students? (finding faults...)

Quality of classroom life ~ Why are our English classes so cool?
Why do | always question my practice with some groups? How
does it affect our relationship?

Students’ attitudes Why are students so interested in funk?
Teachers in doubt about ~ Why do | find lesson plans restricting?
their practice Why do my classes seem to work better when | don’t prepare

them in detail?

A new category that seems to have developed from a complaint about institutional lack of
support (Lyra et al., 2003, p. 148) is the one that we have named Critical Thinking (Table 6).

Table 6. Critical Thinking — some illustrative puzzles (2003-2017)

Cunha & Miller: 2003-2017 (Private collection of puzzles)

Critical Thinking

The importance of Why and how is language used as a tool of Power for Political
discourse analysis Discourse?

Why is it important to be aware of discourse?
The importance of Why doesn’t the English from [state] schools equip the students
language study for the for the job market?
job market
The importance of Why do Brazilian students go to English native speaking (L1)

studying English abroad countries to study English?

The need for studying Why do Brazilians learn English?

English
Violence Why do men hurt women?
National school Why does the 602 group have such few English classes?

curriculum
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In this group of puzzles, we find practitioners aware of the importance of discourse analysis:
‘Why and how is language used as a tool of Power for Political Discourse?’ and ‘Why is it important to
be aware of discourse?’. The issue of language study for the job market arises in ‘Why doesn’t the
English from public [state] schools equip the students for the job market?’. We can also notice that
some practitioners question the importance of studying English abroad and the need for Brazilians to
learn English ‘Why do Brazilian students go to English native speaking (L1) countries to study
English?” and ‘Why do Brazilians learn English?’. In this category, two puzzles stand out for their
importance among topics that urge to be discussed: ‘Why do men hurt women?’ and ‘Why does the
602 group have such few English classes?’. Violence against minorities, women, and children, and the
discussion of a new national school curriculum are issues often present in the media and in social
movements.

Another new category, Learning, shows practitioners’ worries about learning (Table 7). This
category ranges from pedagogical issues, ‘How can | teach English to business students through one-
hour video classes?’, to personal issues such as, ‘How can | become a researcher?’ and ‘How can |
develop my reading speed?’.

Table 7. Learning — some illustrative puzzles (2003-2017)

Cunha & Miller: 2003-2017 (Private collection of puzzles)

Learning
Pedagogical issues How can | teach English to business students through one-hour
video classes?
Personal issues How can | become a researcher?

How can | develop my reading speed?

6. Concluding thoughts

We have co-constructed this research paper as a rich opportunity to study puzzles that we have been
collecting over two decades and to revisit some of our ongoing discussions of Exploratory Practice
ideas. Throughout these years, we have been learning to do Exploratory Practice by doing it and by
reflecting upon our work for understanding. We have always included practitioners from various
contexts as co-practitioners, co-learners, co-presenters, and co-authors of the work developed by the
Rio de Janeiro Exploratory Practice Group.

The comparative analyses of the two collections of puzzles (Cunha & Miller, 2017; Lyra et al.,
2003) does not reveal substantial differences. Teachers appear to be puzzled mainly about
Motivation, Anxiety, and Teaching. Concerning the puzzles related to Discipline, Behaviour and
Attitudes, we notice that an earlier focus on discipline was overshadowed by a stronger reflection on
behavior and attitudes. As mentioned previously, Institutional lack of interest seems to have
transitioned towards Critical Thinking, in accordance to an overall commitment to collaborative,
critical, egalitarian principles in language teacher education, and teacher development work.

Since the puzzles analysed in this paper emerged within an ethos of puzzlement oriented by the
Exploratory Practice framework, it is noticeable that the participating teachers have developed a
sense of belonging to a community of shared beliefs. This collaborative environment significantly
amplifies teachers’ sense of empowerment and trust in their capacity to exert a more critical attitude
that could enhance their political engagement.

Regarding the sustainability of such critical involvement, we feel it is urgent to share teachers’
and students’ reflective texts and video-recordings with other local and international practitioners.
Likewise, it is important to seek deeper understandings of how specific practitioners develop
Exploratory Practice work when they go beyond identifying their puzzles and carry out potentially
exploitable pedagogic or reflective activities in their classrooms, with their students.

We hope to have illustrated how in our practice we align with Allwright (2001), when he
reminds us that:
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The most obvious reason for taking the trouble to think about an issue, instead of rushing in to
do something about it is that thinking may lead to an understanding which will be helpful as a
guide to future action. (p. 117)
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Appendix

Table of Puzzles

Lyra et al: 1997-2003

Cunha & Miller: 2003-2017
Private collection of puzzles

Motivation

Motivation

Why do my sts give little importance to
their English classes?

Why do my sts never seem to be
motivated?

Why don’t some 8 grade students get
involved in the given (proposed) activities?
Why are the students in 702 playing
truant?

Why do my students lose motivation along
the year? Why can’t they keep their
interest up?

Why can’t | motivate students who come
from a completely illiterate world?

Why do my students only copy? Why don’t
they pay attention?

Who is the teacher who motivates?

Why don’t students feel motivated to interact and
participate effectively in some activities?

Why do | find keeping my sts motivated/engaged
throughout the lesson so challenging?

Why am | doing this course if | am not a teacher?

Why is it beneficial to learn something new?

Why do people like challenges?

Why did Brazilian teachers of an English language
course and a private school from Rio de Janeiro decide
to become teachers/researchers?

Why am | a teacher?

Why do my students feel unmotivated in class?

Why does learning a new language motivate her?

Why are some students motivated to learn and some
are not?

Discipline/Behaviour

Behaviour/Attitude

Why are the boys in 702 so violent?
Why don’t people respect teachers?
Why don’t students think about their
behavior, their duties or their rights?
Why do | find having the control so
important? How do | do it with minimum
power and strength?

Why don’t we wusually reflect about our
professional practices?

Why do my classes seem to work better when | don’t
prepare them in detail?

Why do my school students now complain they have to
study for English if they used to feel bad about not
having a productive class?

Why do | always question my practice with some
groups? How does it affect our relationship?

Why are we, language teachers, supposed to use only
the materials that the institutions impose?

Why do being noisy and moving around the class bother
most teachers?

Why is it difficult to create a collaborative community of
practice?

Why do | love teaching in partnership?

Why do students change their behavior so easily?

Why is it so difficult for sts to concentrate?

What kind of problems do teachers face in public
schools nowadays?

Why does the cell phone ring before the end of the
class?

Why are sts so interested in funk?

Why are our English classes so cool?

Why am | so often unfair to students? (finding faults...)
Why do advanced young learners refuse to talk in
English even when they are fluent?

Why do good readers develop useful reading strategies?

daily
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Why do | find lesson plans restricting?

Why do my students and | have such a harmonious
relationship?

Why do some students behave better in certain classes?
Why do students get bored in English classes?

Why do students keep saying: “l don’t know how to
speak Portuguese, let alone English”?

Why do teachers want to enchant their students?
Why do we have to respect a teacher?

Why do we teach our students to have a more critical
view of what we teach if we still dictate what they are
going to learn?

Why don’t my students have the sense of ownership?
Why do all the students do their homework?

Why do we believe in interaction?

Why are teachers so demanding?

Why do we need to be loved?

Why do my students speak Portuguese in class?

Why do my students reject the course book?

Anxiety

Anxiety

Why aren’t we ever happy with our
classroom work?

Why do | expect good results?

Why is it hard to reach a consensus?
Why do | need my students to like me?
Why do | always think about activities for
my classes?

Why do | continue to be a teacher?

Why have we gradually lost our prestige as
teachers?

Why do teachers face so many problems?
Why are my sts afraid of
participating/speaking?

Why do Brazilian students want to speak like a native
speaker?

Why do | get disturbed/ affected by students’ silence?
Why do teachers tend to have negative beliefs
regarding their own development?

Why do | like my 6th grade students so much?

Why do | feel | still don’t listen to my students (7th and
8th grades) as much as | want to?

And why do | also feel they (my 7th and 8th grade
students) don’t listen to me the much | want to?

Why can’t | help my ENEM [National Secondary
Education Examination] students read better/faster in
their own language?

Why couldn’t learning be a process with pleasure, joy
and fun?

Why is the idea of learning always associated with
suffering and pain?

Why have | been having strong mixed feelings about
teaching if | love it, people say I'm good and now | work
in a nice environment?

Why be in control?

Why do students feel insecure when speaking English?
Why is it so difficult for students to speak in class? Why
can’t | make them speak the way that | think is good for
them?

What is the students’ idea/opinion/view of a ‘cool
teacher’?

Why are we so worried about classroom observation?
Life in the future: why, where, what, when and who will
we be?

Why do | feel that | only get closer to the students when
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| speak in Portuguese?

Why does my students’ behavior annoy me?

Why ‘coming home’ results in culture shock?

Why is the noise inside the classroom louder than the
shooting outside?

Understanding a ‘picky teacher’.

Which factors influence foreign language speakers’ oral
performance?

Teaching

Teaching

Why do | consider the result of formal
evaluation to be negative?

Why is evaluating so difficult?

Why do my sts dislike reading what is
being asked?

Who is my student?

Why am | happy with my teaching/
Why is homework important?

Why is it so interesting to read students’ writing
compositions?

Why do students always complain about the homework
which they were asked to do?

Why are we more interested in teaching meaningless
content than in co-constructing knowledge?

Why do we need to follow a method or approach?
Why do my teenage students enjoy using snapchat in
class so much?

How to deal with valuing equality with students and still
having to assess them?

Why teaching communicatively if assessment is
structural?

Why do my autistic students socialize so well? It’s
awesome but | don’t know how it happens.

Why does my school think they are resisting the system
if they work with the same assessment instruments?
The act of translating: understanding the process
Why did | choose to use English to help ASD [Autism
Spectrum Disorder] children to develop their verbal
communication?

Why do my students think all wolves are bad in every
story | read to them?

Project or textbook activities?

Why do my students and | enjoy having ludic activities
in our English classes?

Why does she (the teacher) assess children?

Why do my students dislike writing tasks so much?
Why do they dislike grammar classes?

Is a picture worth a thousand words?

Why does internet/technology help teachers in the
language learning process?

Why does internet/technology help students learn
English in the communicative approach schools?

Why is it important to teach English through culture in
public schools?

Why do most teenage students in English language
schools forget/refuse to do homework?

What kind of material do ESP [English for Specific
Purposes] teachers use in a public school in Maracana?
Why is literature difficult to be taught for 1%t year high
school teenagers at private schools in Rio de Janeiro?
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Why do teachers have to perfect their way of teaching?
Why do teachers have to deal with students’ personal
problems?

Why is this kid in basic level?

Why teach teenagers?

Why do | have to teach ‘wish’ & ‘hope’ to advanced
students?

Why is being (only) communicative better?

Why did | pair the students up?

Institutional lack of interest

Critical Thinking

Why isn’t English considered an important
subject?

Why don’t we have the necessary material
to work?

Why can’t we have more classes?

Why does our mayor reduce our teaching
load?

Why isn’t my subject valued by the
‘secretarias’/the government/the other
teachers?

Why is English almost always our target language,
when, in fact, we have Spanish/French/many other
possibilities?

Why are the institutions responsible for teacher
development so crystallized?

Why and how is language used as a tool of Power for
Political Discourse?

Why do Brazilian students go to English native speaking
(L1) countries to study English?

Why do Brazilians learn English?

Why is it important to be aware of discourse?

Why do men hurt women?

Why doesn’t the English from public schools equip the
students for the job market?

Why does the 602 group have such few English classes?
Why does the world speak so many different
languages?

EP itself

Why does ‘anguish’ keep us in EP?
Why do we keep participating in the EP
project?

EP reflecting the anguish in remedial
classes.

Learning

How can | become a researcher?

How can | develop my reading speed?

How can | teach English to business students through
one-hour video classes?

Why learning with my students is something I've been
thinking/been so much attracted about lately?




