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Abstract. The article aims at clarifying the premises of modelling educational outcomes of second language (L2)
teachers’ preparation by defining two core aspects of their professional competence architecture. From the perspectives
of the communicative competence approach and the plurilingual approach to language teaching, metalinguistic
awareness and plurilingual mindset are presented as the L2 teacher’s core characteristics determining the efficiency of
his/her professional functioning and the appropriateness of using L2 in a variety of professional contexts. The specific
type of metalinguistic reflection emerging in prospective L2 teachers (teacher metalinguistic awareness) is described as
including (1) performance-driven language awareness acquired as the consequence of the gradual accumulation of
language use experience; (2) critical metalinguistic awareness rooted in theoretical linguistic thinking; (3) metalingual
knowledge; (4) awareness of language from learner’s perspective. It is shown that professional plurilingual /
pluricultural mindset provides the L2 teacher with a set of presuppositions, thought content and focus for mobilizing
plurality of languages for effective communication and identifying resources for language teaching and professional
communication by flexible adjusting integrated L1-L2 repertoire. An attitude of openness and worldviews curiosity, a
focus on recognizing cultural diversity and a purposeful engagement of the interrelated repertoire of several languages
in communication are described among the key elements of professional plurilingual / pluricultural mindset. It is
concluded that an intensive promotion of awareness-raising activities aimed at enhancing teacher metalinguistic
awareness and plurilingual / pluricultural mindset are supposed to contribute to prospective L2 teachers’ acquiring
professional autonomy and the sense of professional self.

Keywords: second language teacher education; emerging bilingualism; theoretical thinking; plurilingualism;
communicative repertoire; professional mindset.
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Annomayus. B crtaThe paccMaTpuBaeTcs mpobiemMa MOJAETHPOBAaHUS  00pa30BaTENIbHBIX  PE3YIbTaTOB
HpO(beCCPIOHaHBHOfI TMOJATOTOBKHU CTYACHTOB, o6yqa10umxc;[ IO HaIpaBJCHUAM HWHOA3ZBIYHOI'O0 MNEAAroru4yeckoro
oOpazoBanus. B kauecTBe 00BbEKTa HCCIENOBaHMS BBICTyNaeT mpolecc (opMUpoBaHus HpodeccroHaIbHOM
KOMMYHHUKaTHBHOM KOMIIETEHTHOCTH OyIyIIUX Y4YHUTEeNel MHOCTPAHHOTO s3bIKa. IIpeaMeToM mcciae10BaHus SBISIOTCS
METaJIMHIBUCTUYECKAs] OCO3HAHHOCTb U IIIOPWIMHIBAJIBHBIM KOMMYHUKATHUBHBIN peENepTyap Kak IPEIIOCBUIKH
YCIIEIIHOCTH TPO(ecCHOHAIFHOW KOMMYHHKATUBHOW JEATENFHOCTH YUMTENs MHOCTPAHHOTO s3blka. MccnenoBanue
BEIIIOJIHEHO B paMKaX KOMIIETEHTHOCTHOTO TOJXO/a, TPEICTABIIONIETO S3BIKOBYIO TIOATOTOBKY yUUTEISA
HHOCTPAaHHOTO sI3BIKA C TOYKH 3PCHHS CJIOXKHOM OpraHu3amud  (QOPMHPYIOMIMXCS HHTEUICKTYalNbHBIX U
MICUXO(H3HONIOTHICCKAX KAa4eCTB, 3HAHHWN, YMEHUH, CIIOCOOHOCTEH M TOTOBHOCTEW K WHOS3BIYHOW KOMMYHUKAIIHH,
COBOKYITHO 00ECIICUHBAIOIINX UCIIOJIE30BaHIEe MHOCTPAHHOTO SI3BIKA KaK CPEICTBa MPO(ECCHOHATHHOMN NEesTeIbHOCTH.
CopeprxaHie METaJHHIBUCTUYECKON OCO3HAHHOCTH, (popMHUpYIOIIelicss B Tpolecce MpopeCCHOHATBHON MOITOTOBKH,
NPE/ICTaBJICHO B BUJIE COBOKYIHOCTH B3aUMOJICHCTBYIOUIMX aCIEKTOB, BKIIOYAIOMINX (1) MPaKTUYECKYIO S3BIKOBYIO
0CO3HAHHOCTb, KOTOPAsl ONPEJEISIeTCs] HAKOIUICHUEM OIIbITa YIOTPeOJICHNsI MHOCTPAHHOTO SI3bIKa B KAYECTBE CPEACTBA
KOMMYHHUKAIMH; (2) KPUTHYECKYI0 METAIMHTBHCTHYECKYI0 OCO3HAHHOCTh, YKOPEHEHHYI0 B TEOPETHYECKOM
JJMHIT'BUCTUYCCKOM MBIIIJICHUH, (3) 3HAHUC MCTas3bIKa, HCO6XOIH/IMOFO JJId  OIHUCaHuA A3bIKa M pPEYU U UX
HCTIONB30BaHUs KakK cpencTBa o0y4ueHus; (4) OCO3HaHHE «I3BIKa CO CTOPOHBI YUEHHKa, TO €CTh 3HAHHE 0COOCHHOCTEH
KOMMYHUKATHBHOTO Pa3BUTHs CyObeKTa, M3Y4YalOIlero WHOCTPAHHbBIN $3bIK, CIIOCOOHOCTh MOJEIMPOBAaTh ero / ee
SI3BIKOBOE CO3HAHHE M KOHTPOJIMPOBATH AUAAKTHUECKOE BO3JICHCTBHE SI3BIKOBOTO COJIEPIKAHHUS MAaTEPHAIOB M 33/IaHHH.
[MpodeccronanbHbIil IUIIOPMIIMHTBAIBHEI 00pa3 MBIIUICHUS YYMTENs HMHOCTPAHHOTO s3bIKa IIPEJCTaBJICH Kak
CJIE/ICTBHE TOCTENEHHONW NpodeccHOHANN3aNU CO3HAHUS CTYIEHTOB, IIOJYYAIOIIMX HHOS3BIYHOE IEJarornieckoe
oOpazoBanne. B pabore noKasplBaeTcs, 4YTO IUIIOPHIMHIBAIBHBIA 00pa3 MBIIUICHHUS IO3BOJISIET  YUUTEINIO
YCTaHABJIMBATH IPHOPUTETHl MEXKKYJIBTYPHOW KOMMYHUKAIMM W BBHICTYIIaTh MEAMATOPOM B MpoIecce OOydeHHs,
OIMpasich HA BECb KOMMYHHKATHBHBIH perepTyap B3aMMOAEHCTBYIONIMX S3BIKOB (POJAHOTO U MHOCTPAHHOT'0), KOTOPBIN
UMeeTCsl B €ro / ee pachopspkeHuH. B 3akmoueHre 0OOCHOBBIBAETCSI HEOOXOJMMOCTH BKITIOUEHHUS B S3BIKOBYIO



MOATOTOBKY Y4UTEIeH HHOCTPAHHOTO S3bIKA CHELUAIBHBIX BUIOB YI€OHON NEATEIbHOCTH, HAIIPABICHHBIX HA Pa3BUTHE
METaINHIBUCTHYECKOH pehIeKCcHH 1 MITIOPMIMHTBAIBHOTO 00pa3a MBIIITICHHS.

Kniouegvie cnosa: mpodeccroHanpHas IOATOTOBKA YYHTENS WHOCTPAHHOTO $I3bIKA; YYEOHBIH OWIMHIBH3M;
TEOPETHUECKOE MBIIIICHNE; IUTIOPIIIMHIBI3M; KOMMYHUKAaTHBHBIN penepTyap; NpodecCHOHATbHBIA 00pa3 MBIIIICHNUS.
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Introduction. The investigation agenda of foreign / second language (L2) teachers’ education is characterized by
interdependence among theory, research, and practice [Gregersen, Maclntyre 2017]. Presenting a more general
framework of L2 teachers’ education theory remains a necessary task in today’s reality of rearranging educational
programs to meet the requirements of dynamically transforming sociocultural demands. The prospective teachers’
language preparation, their achieving highest levels of proficiency in L2 and acquiring professional communicative
expertise are also re-conceptualized in accordance with the developing understanding of the complexity of actual
language use in various modes of communication.

Distinguishing between experiential and awareness-raising practices in L2 teachers’ professional preparation [Ellis
1986] has long been accepted as a fundamental principle. Such approach is based on the necessity to discuss the
problem of providing teacher students with a solid foundation for their profession and presenting such foundation as
comprising both (1) the conscious understanding of the principles underlying L2 teachers’ professional functioning and
(2) the abilities to appropriately implement the acquired knowledge, skills and attitudes into practice.

As far as language preparation is concerned, such approach may be used for integrating various aspects of
language proficiency and describing the resulting use of L2 as a (1) meaning construction resource, (2) a tool of
cognition and the world perception, (3) a tool of communication in a vast variety of contexts (including professional
communication) and (4) a tool of teaching. Seen this way, awareness-raising practices of language preparation aim at
enhancing different types of students’ linguistic and metalinguistic knowledge, reflection on language and its use,
critical metacognitive awareness of language and culture. Experiential practices involve the prospective teacher in
actual L2 use and aim at enhancing his/her communicative competence in its multi-faceted complexity.

Acquiring the profession of the L2 teacher requires achieving the highest levels of L2 proficiency. Advanced-level
L2 proficiency is known to reorganize the L2 user’s conceptual system [Kecskes 2010] and provide the learner with
new ways of perceiving, thinking and talking about reality through internalization of new conceptual knowledge
[Lantolf 2006; Lantolf & Zhang 2017]. Despite being supported by the studies, the effect of advanced L2 competence
upon personality transformations needs further investigation. Advanced language proficiency of L2 teacher students is
to be discussed in the light of defining objectives of professional education and planning the desired educational
outcomes.

Currently, the metalanguage for discussing the overall language proficiency and language learning outcomes is
developing [CEFR 2018]. Modelling educational outcomes of L2 teachers’ professional preparation is a key task of
higher education theory and language pedagogy. The aim of this paper is to clarify the premises of modelling
educational outcomes of L2 teachers’ language preparation by defining two core aspects of L2 teachers’ professional
competence architecture. We state that critical metalinguistic awareness and professional plurilingual / pluricultural
mindset should be seen as novel distinguishing features, which emerge in prospective L2 teachers in the course of their
education and communicative development and underlie L2 teachers’ professional functioning.

Methodology of the research. To achieve the aim of the research, we rely upon the communicative competence
approach with its established procedure to present language proficiency as real-life language use, grounded in four
modes of communication (production, reception, interaction, mediation) and three aspects of communication (linguistic,
sociolinguistic, pragmatic competences) intertwined in any language use [CEFR 2018; Taguchi 2018; Whyte 2019].
Within such framework, language use is described as the speaker’s functioning in a communicative situation, in which
his/her general competences (knowledge of the world, intercultural competence, professional experience, etc.) are
supposed to be always combined with communicative language competences and strategies in order to achieve the aims
of communication [CEFR 2018: 29].

In this study, we also make use of the multicompetence approach in SLA research, which foregrounds the unique
status of the L2 user [Cook 2016; Chang 2019] and analyzes language learning as a two-way transfer resulting in the L2
user’s acquiring a set of characteristics which drastically differ him/her from a monolingual language user [Cook 2016].
Thus, we follow the established pattern of emphasizing the unique nature of the L2 user’s multicompetence and profile
prospective L2 teachers’ communicative development in terms of complex ecologies of L1-L2 inter-functioning.

Another methodological framework we rely upon is the plurilingualism perspective in language pedagogy [Lau,
Viegen 2020; Kubota 2020] that shares an understanding of a synthesis of language and cultural resources used by the
L2 user in communication and views his/her L1 and L2 resources as an integrated communicative repertoire.

From such perspectives, we address metalinguistic awareness and plurilingual mindset as the L2 teacher’s core
characteristics determining the appropriate use of L2 in a variety of professional contexts and the efficient professional
functioning of the L2 teacher. Our study seeks to advance the concepts of metalinguistic awareness and plurilingual



mindset by conducting a focused review of the state of the art in language teachers’ education research and providing an
in-depth account of the most relevant theories of L2 learning, metacognition and plurilingualism framing the field.

Teacher Metalinguistic Awareness as the Emerging Capacity of Prospective L2 Teachers. SLA research
shows that metalinguistic awareness is an emerging property of the L2 user’s proficiency developed due to the
interaction between the languages in the multilingual system [Jessner 2018].

Observing the practices of prospective teachers’ language training we can state that metalinguistic awareness is
developed in L2 teacher students twofold. Firstly, being L2 learners in the higher education system, students are
exposed to both communicative language teaching and explicit language instruction and tend to operationalize
knowledge about language as part of their extensive practical use of L2. We consider metalinguistic awareness
emerging in L2 learners under such impacts to be performance driven, i.e. arising as the consequence of learners’ L2
proficiency development and gradual accumulation of language use experience. Understood in a broader sense, such
performance-driven language awareness may be presented as a continuum of capacities embracing knowledge about
language, skills of reflection on language and its use, abilities to consciously monitor and control strategies of language
use, which are gained in the course of practical language preparation. In this broad sense the term “language awareness”
is often used to highlight the aspect of conscious perception and sensitivity in language learning and language use
[Jessner 2018].

Secondly, due to the specialized use of language as an object and a means of professionalization, prospective L2
teachers not only develop in themselves a higher degree of cross-linguistic awareness leading to metalinguistic transfer
across L1 and L2 (more on the notion of metalinguistic transfer see in [James 1996]), but also become sensitive to
recognizing any human language as a complex functional system with the elaborate architecture. This plane of student’s
metalinguistic awareness may result from systematic scientific education in linguistics, intercultural communication
theory, and language pedagogy. Students construct new schemata and new ways of understanding the world through the
prism of theoretical linguistic thinking. According to V. V. Davydov, theoretical thinking is the quality of thinking
characterized by the motivation and ability to reveal the essence of the phenomenon, establish the essential relationships
of the whole object and its genetically original form; it occurs when there arises the necessity for constructing and
assimilating a generalized method for dealing with broad classes of problems [Davydov 1999]. Theoretical thinking is
opposed to empirical thinking, which involves pattern recognition of perceived objects and building hierarchical
classifications [Davydov 1999]. Theoretical linguistic thinking is metacognitive in its nature, it is based on
metalinguistic abstraction, analysis, generalization, and scientific concepts formation. Prospective L2 teachers are
trained to understand language multidimensionally as a cultural phenomenon and as a means of cognition and
communication; they gain a broad abstract knowledge about the structure of human language and general principles of
language functioning.

The question to what extent learners can benefit communicatively in L1 and L2 from acquiring explicit
metalinguistic awareness stays debatable. Nevertheless, the research shows that the enhancement of metalinguistic
awareness has positive effects on language users in cognitive, affective and social dimensions [Roehr-Brackin 2018].
Among cognitive effects K. Roehr-Brackin names developing awareness of language functions, patterns in language,
contrasts between languages [Roehr-Brackin 2018]. The affective domain refers to forming attitudes and aesthetic
response to language [Roehr-Brackin 2018]. The social domain refers to an improved understanding of language and an
appreciation of cultural variety [Roehr-Brackin 2018].

If we model the desired educational outcome of L2 teacher students’ language preparation, the acquired
metalinguistic awareness is to be critical and rooted in higher-order linguistic thinking. Critical metalinguistic
awareness based on metalinguistic abstraction, analysis and generalization provides a solid ground for L2 teachers’
implementing linguistically responsive practices in language teaching. The knowledge about language and critical
awareness of language complexity and linguistic diversity are more than the basis for professional communicative
functioning of L2 teachers. Such metalinguistic awareness allows prospective L2 teachers to focus on both the subject-
matter content (the organization of language systems, language functions, modes of communication etc.) and the
identity transforming impacts of language learning (the role of language in the world’s conceptualization and in the
identity construction, meaning of language as a social practice, etc.).

Another domain of L2 teacher students’ awareness development is their acquisition of metalingual knowledge
defined by R. Ellis as “knowledge of the technical terminology needed to describe language” [Ellis 1994: 714]. We
suppose that the domain of L2 teachers’ metalingual knowledge can be seen in a broader perspective. Firstly, it
obviously includes the knowledge of metalanguage for describing language and the knowledge about “classroom
language”, i.e. knowing how to use L2 for instruction. Besides, metalingual knowledge includes the teacher’s
reflections on the ways of maximizing L2 exposure in the classroom and abilities to control L2 use as a means of
teaching.

Thus, in the course of L2 teachers’ education the integration of several domains of metalinguistic awareness leads
to the emergence of the specific type of metalinguistic capacity peculiar to L2 teaching professionals — “teacher
metalinguistic awareness”. Although the concept of teacher metalinguistic awareness (also termed as “teacher language
awareness”) is discussed in SLA and language pedagogy [Andrews 2003; Andrews 2008; Otwinowska 2017], it needs
further study. S. Andrews highlights the following characteristics of teacher language awareness: (1) the closeness of
relationship between knowledge about language (subject-matter knowledge) and knowledge of language (language
proficiency) [Andrews 2003: 85-86]; (2) the involvement of an extra cognitive dimension of reflections upon both
knowledge of subject matter and language proficiency, which provides a basis for the tasks of planning and teaching:



“this is what distinguishes the knowledge base of the teacher from that of the learner” [Andrews 2003: 86]; (3) the
presence of “an awareness of language from the learner’s perspective, an awareness of the learner’s developing
interlanguage, and an awareness of the extent to which the language content of materials/lessons poses difficulties for
students” [Andrews 2003: 86]. We find the latter feature extremely important for understanding the nature of teacher
metalinguistic awareness because it actualizes the intersubjectivity of L2 teaching—learning process and foregrounds the
role of the teacher as a mediator in educational communication.

To conclude, the specific type of teacher metalinguistic awareness embraces such domains as (1) performance-
driven language awareness (knowledge about language and communication, skills of reflection on language, abilities to
consciously control strategies of language use) acquired as the consequence of the gradual accumulation of language
use experience; (2) critical metalinguistic awareness rooted in theoretical linguistic thinking employing metalinguistic
abstraction, analysis, generalization, and scientific concepts formation; (3) metalingual knowledge, i.e. knowledge of
the metalanguage needed to describe language, knowing how to use L2 for instruction, reflections on the ways of
maximizing L2 exposure in the classroom, abilities to control L2 use as a means of teaching; (4) awareness of language
from learner’s perspective, i.e. knowledge about the learner’s communicative development and abilities to monitor and
control the impact of the language content of teaching materials and tasks.

The Developing Understanding of Intercultural Communication and the Concept of Professional
Plurilingual / Pluricultural Mindset of L2 Teachers. B. L. Leaver and B. Shekhtman state that at the superior level of
language proficiency higher-order thinking, such as analysis, synthesis and evaluation are essential to students’ learning
[Leaver & Shekhtman 2004]. In L2 teachers’ education advanced-level L2 learning is supposed to be implemented in
the advanced-level L2 study embracing the analysis and critical evaluation of both the L2 “big culture” of history,
literature, art, music, traditions, values, and the L2 “little culture” of sociocultural conventions, codes, assumptions,
artefacts. As a result of such education and systematic focus on the relationships between two (or several) language
cultures, L2 teacher students are expected to have acquired the expertise in intercultural communication. In a broader
sense, the core components of such expertise are known to be attitudes (valuing cultural diversity and pluralism, etc.),
knowledge and understanding (communicative awareness, knowledge of beliefs, etc.) skills (linguistic, sociolinguistic
and discourse skills, skills in mediating intercultural exchanges, etc.), and actions (interacting and communicating
appropriately with people who have different cultural affiliations, etc.) [Developing Intercultural Competence through
Education 2014: 19-21]. The obvious impact of the intercultural reconceptualization of L2 teaching in the higher
education system in Russia and a shift to intercultural dialogue orientation in academic programs is that the advanced
L2 proficiency of prospective teachers is formed and maintained as related to their intercultural awareness and
expertise.

Nowadays the understanding of intercultural communication is developing. It is getting more complex and
accommodating itself to the increasing diversity of our societies. For example, the “Common European Framework of
Reference for Languages” (CEFR) broadens the perspective of language education in a number of ways by introducing
the notions of mediation and plurilingual / pluricultural competences [CEFR 2018]. The GEFR highlights the following:
“In the reality of today’s increasingly diverse societies, the construction of meaning may take place across languages
and draw upon user / learners’ plurilingual and pluricultural repertoires” [CEFR 2018: 27].

Plurilingualism is the theoretical perspective that promotes “a composite view of language resources” [Lau, Viegen
2020: 11] of the L2 user and highlights “synthesis of language and culture resources and competence rather than just the
idea of many or multiple” [Lau, Viegen 2020: 12]. Plurilingual / pluricultural competence is described as the ability to
call flexibly upon an inter-related, uneven, plurilinguistic repertoire, upon the integrated knowledge of a number of
languages used by an individual for meaning construction and communication [CEFR 2018]. Thus, proficiency in two
languages is not conceptualized separately for L1 and L2 competences developed in language learning but is described
as an integrated functional system of L1-L2 repertoire. Plurilingual repertoire of the language user is known to depend
on his/her personal trajectories of L2 learning and involve a range of general and communicative competences [CEFR
2018].

Thus, a prospective L2 teacher is supposed to make the best use of the advanced-level knowledge of both L1 and
L2 (and other languages) by building on his / her own plurilingual repertoire and relying on the whole linguistic
resource he / she possesses to communicate effectively. A successful learning outcome of L2 teacher student may be
presented in the form of an individual plurilingual proficiency profile, which reflects his / her competences across
languages in different modes of communication (a sample of such profile is presented in [CEFR 2018: 40]).

As far as the general educational outcome is concerned, we state that enhancing students’ metalinguistic awareness
and plurilingual competence combined with profound L2 training leads to the formation of second language identity
and professional plurilingual/pluricultural mindset in prospective L2 teachers. We regard language as a tool for identity
construction and consequently, conceptualize gaining the advanced-level L2 proficiency as a driving force for the
complex identity changes in L2 users. Though more research on the effect of language learning on identity construction
is needed, several studies show that language expertise and pluricultural competence influence L2 users’ self-
identification both in sociocultural and professional domains [Polonyova 2018].

We see the concept of plurilingual / pluricultural mindset as the framework of reference for discussing the
problems of L2 teachers’ professionalization and L2 teachers’ understanding their professional attitudes, roles, and
responsibilities. According to S. Schein, mindset is a complex psychological construct underpinning personally
distinguishable values, beliefs, and attitudes [Schein 2015]. In Mindset Theory of Action Phases (MAP) various types



of mindsets are described as configurations of cognitive procedures that define critical tasks contexts and contribute to
goal setting and goal striving [Keller, Bieleke, Gollwitzer 2019].

We define plurilingual / pluricultural mindset as a psychological construct system embracing a set of
presuppositions, thought content and focus, which underlie successful communicative functioning of a language user,
who mediates between languages and cultures and whose meaning-construction capacity relies on two (or more)
interrelated languages. The key elements of this system are (1) an attitude of openness and worldviews curiosity; (2) a
focus on recognizing cultural diversity and knowing how to deal with language otherness; (3) a greater awareness of
what is general and what is specific in communicative functioning of languages; (4) a purposeful engagement of the
interrelated repertoire of several languages in communication. Plurilingual / pluricultural mindset embraces the
diversity of worldviews profiled by languages and languacultures, which is foundational for developing
multiperspectivity.

Professional plurilingual / pluricultural mindset is, on the one hand, the consequence of a gradual communicative
and intercultural development of a prospective L2 teacher and, on the other hand, the emergent outcome of gradual
professionalization, i.e. preparation of students to professional activities of the L2 teacher and formation of professional
interests and intentions. Professional plurilingual / pluricultural mindset determines the teacher student’s sense of
professional belonging and shapes his / her confidence in mediating languages and facilitating communication in class
and out of class. Namely, professional plurilingual / pluricultural mindset allows (1) setting overall teaching goals and
definite communicative tasks from the perspective of mobilizing plurality of languages for effective educational
communication and intercultural dialogue; (2) identifying resources for language teaching and professional
communication by flexible adaptation and adjusting integrated L1-L2 repertoire to definite communicative situations;
(3) evaluating teaching and communicative outcomes in terms of the appropriateness of the exploited plurilingual
means and strategies.

To sum up, education of prospective L2 teachers is aimed at turning them into professional linguistic and cultural
mediators, who are capable of initiating L2 learners into the world of a new culture and new meaning construction
resources. Professional plurilingual / pluricultural mindset is the cornerstone of taking control of professional
functioning across languages and cultures.

Conclusion. Modelling educational outcomes of the L2 teachers’ professional preparation requires defining the
factors which enable them to teach effectively. Professional competence of the L2 teacher has an extraordinarily
complex architecture of sub-competences manifesting themselves in an intricate network of interrelations between
professionally important psychophysiological qualities, attitudes, values, knowledge bases, vocational actions, skills
and groups of readiness. We see teacher metalinguistic awareness and plurilingual mindset as the core basic elements
underlying the L2 teacher’s professional competence. L2 teacher’s professionalism is defined by the extent to which he
/ she is aware of language as an object and a means of professionalization and is able to construct his / her professional
self-understanding through this awareness.

Teacher educators and providers of teacher training programs are to take into account the necessity of including
awareness-raising activities in the L2 teacher education curricula. Exposing students to plurilingualism and intensive
promotion of activities aimed at enhancing their metalinguistic awareness and plurilingual mindset are bound to
contribute to prospective L2 teachers’ acquiring professional autonomy and the sense of professional self.
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