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INTRODUCTION

There has always been a need for professional foreign language (FL) teachers, though the meaning of
professional teaching is changing with time and local context. Although it is commonly accepted that the
Estonian society needs professional FL teachers, the concept of professional teaching is not well defined
and univocally understood. The cross-border economic changes in the expanding European Union,
travelling, studying abroad, Internet are just some reasons for growing motivation of foreign language
learning which have led to the need for changes in the FL teachers® role and understanding of
professionalism. The global changes in understanding what professional teaching means influence the
concept of teacher professionalism at a national level as well, because the strength of global influences is
growing everywhere (Bottery, Wright 2000).

The professional teacher is usually characterised by an important role in society, autonomy in making
decisions, high responsibility, a long study period for getting qualification, specific knowledge and skills,
code of ethics and certain standard to follow (Schon, 1983; Corrigan, Habermas, 1990; Luukkainen, 2000;
Eraurt, 2002).

As M. Dent and S. Whitehead (2003, 2) describe the new professional as: flexible, reflective practitioner,
the team-worker, lifelong learner, a person concerned to constantly update their knowledge and skills base,
to be market-oriented, managerial, if not entrepreneurial. Many authors, while speaking about the teacher
professionalism, point out the close connection between autonomy and responsibility stressing that
teachers™ autonomy and ability to make independent decisions are two main characteristic features of the
professional teacher (Niemi, 1996; Richards, Rodgers, 2001; Popkewitz, 2001; Burden, Byrd, 1999). M.
Bottery and N. Wright (2000) consider the lack of autonomy such a serious problem that it could lead to
de-professionalizing of teachers.

This doctoral thesis follows the principle that the concept of FL professionalism is historically changing.
The author tries to show what influences the understanding of professional FL teaching in the Republic of
Estonia and find out if there are differences between the expectations of the major stakeholders™ opinions
about professional FL teaching. T. S. Popkewitz points out the need to establish the criteria based on which
the society estimates teachers’ work, stressing that these criteria have to be worked out in agreement with
different stakeholders (Popkewitz, 2001).

Different factors, both on micro- and macro level, influence the criteria that a professional FL teacher
should answer to. These factors together form the problem-area for the research from which the research
objects of the thesis are derived from. This problem-area is shown on figure 1 below.
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Figure 1. The factors of the problem-area and research objects derived from them



All the factors depicted on figure 1 are analysed in the thesis. For the sake of capability parents are not
dealt with.

The following questions are in the centre of attention:

1) what could be the distinctive features of contemporary professional FL teacher;

2) what are Estonian school-principals’, students™ and FL teachers™ perceptions about FL teacher
professionalism and if/ to what extent they overlap.

The thesis has the following objectives:

1) to give descriptions of the influence of the factors (fig.1) on FL teacher professionalism;

2) to construct a suitable model for FL teacher professionalism based on these descriptions;

3) to give a description and critical analysis about the school-principals’, students™ and FL teachers®
perceptions about FL teacher professionalism and compare them in between and to the model;

4) to put forward suggestions to initialise the discussion in society to form a commonly accepted
professional FL teacher model for Estonia.

METHODOLOGY AND LOGIC OF THE THESIS

This doctoral thesis comprises two parts — the theoretical and empirical ones. The aims of the theoretical
part are: 1) to describe how the factors given on figure 1 influence the concept of FL teacher
professionalism; 2) to create a potential model of a contemporary professional FL teacher. The aims of the
empirical part are: 1) to give a description of different stakeholders® perceptions about FL teacher
professionalism, compare them in between and to the model; 2) to make suggestions based on the results of
the empirical research to different institutions and interest groups to initialise discussions on FL teacher
professionalism.

The created model of FL teacher professionalism has multi-level functions: 1) be a criterion for collation
and analysis of different interest groups, 2) be a basis of unification of different opinions, 3) be a starting
point for suggestions for developmental changes needed. Inferring from previously said, it is obvious that
the thesis has, amongst the elements of critical and interpreting analyses, a constructive norm-creative
character. At the same time, the current thesis has no one philosophical school basis. Furthermore, it has an
interpretive-constructive-humanistic, “soft” philosophical-methodological approach, according to which the
reality gets its meaning only in social interaction. This approach justifies the subjective perceptions of
school-principals, students and FL teachers being under research in this thesis.

The problems of the thesis and its objectives elicit a multi-level methodological approach connected with a
historical point of view. This is why mixed research has been adopted in this thesis. Mixed research, using
both elements of qualitative and quantitative research, is often used in educational and social research
nowadays (Johnson, Christensen, 2004; Dick, 1999). As the aim was to discover the theory implicit in the
data, grounded theory as a method was used and the unit of analysis was an utterance expressing a
complete thought. To collect data, the author used an interview and essay-writing as two well-known
methods of data collection for qualitative research. The students wrote on the topic What is a good FL
teacher like? and a standardised interview with open-ended questions was conducted among the principals.
To find out the opinion of FL teachers, a written open-ended questionnaire with some close questions was
used. The data is dissected with the help of graphs and tables which is typical of quantitative research.



OVERVIEW OF THEORETICAL RESEARCH

Based on the theoretical analysis a model of professional FL teacher was created (fig 2).
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Figure 2. The theoretical model of the contemporary professional FL teacher

The components of the model are briefly touched upon below.

The extrinsic components are: the dominant educational paradigm and FL teaching approach in society,
the regnant type of school organisation in society and the directives of the European Union and the
Council of Europe.

The model has several inherent components that have a different degree of amiability. The most amiable
are the FL teacher's practical teaching activities that are evolved by his/her personal learning (developed
by reflection and research).

To be a professional, the teacher needs to prove his or her qualification (i.e the level of readiness to fulfil
the professional tasks according to the accepted standards in society, proven by a certification of an
educational institution) and exercise certain competence to fulfil professional tasks effectively according to
the accepted standards at a certain moment.

According to the definition of the European Commission competence is a combination of skills,
knowledge, aptitudes and attitudes (Implementation of “Education and Training 2010...”, 2004). It is
believed that today's teachers need two-fold competence: 1) general pedagogical competence, i.e. typical of



all teachers regardless of the taught subject; 2) subject competence, i.e typical of different subject teachers.
As an FL teacher is first and foremost an educator and then a subject teacher, it means that general
pedagogical competence is necessary for FL teachers as well. An FL teacher is in a special position
compared to other teachers because his or her subject to teach is also a means the teaching is conducted
with. This means the FL teacher subject competence is composed of two sub-competences: subject
didactical competence (i.e. the teacher knows what and how to teach) and FL. communicative competence
(i.e. the teacher™ s ability to communicate in an FL in different situations and contexts using speaking,
reading, listening and writing skills).

Tacit knowledge is a practical know-how that is usually non-conscious, automatic, personal and
cognitively acquired. Tacit knowledge is often exploited in crises without any conscious reflection (Eraurt,
2002).

Professional identity is the core of the model. This identity expresses the teachers’s understanding about
him/herself as a teacher, both on personal and social level. A personal and social identity comprise a
professional identity (Valk, 2003). The professional identity is characterised by: professional autonomy
(Hargreaves, 2003; Niemi, 2005); responsibility for own work (Hoban, 2002; Popkewitz, 2001); criticism
towards action (Luukkianen, 2001); professional code of ethics (Oser, 1994; Kansanen, Tirri etc. 2001);
team-work (Darling Hammond, 2000; Eraurt, 2002); responsibility for profession (Hoban, 2002; van
Huisen etc. 2005); developing the profession (Hargreaves, 2003; Fullan, 2001); active learning (Burden,
Byrd,1999; Richards, Farrell, 2005); reflection of one’s own practice (Schon, 1983; Thaine, 2003);
initiation of changes in society (Hargreaves, 2000; Fullan,1991, 2001).

The empirical research was conducted to find out to what extent the constructed model of contemporary
professional FL teacher is reflected by school-principals, students and FL teachers.

OVERVIEW OF EMPIRICAL RESEARCH

The empirical research had a two-folded aim:1) to find out what the opinion of principals, students and FL.
teachers is about FL teacher professionalism; 2) to find out how/if the model is reflected in their
perceptions.

THE DESCRIPTION OF RESEARCH SAMPLE

Principals: The interviewees were principals (n=32) and vice-principals (n= 28) from different basic
schools (9- year schools) and gymnasiums (12- year schools) all over Estonia.

Students: To find out what students think about a good foreign language teacher, a free writing task in the
essay format was conducted. Six hundred students of grades 6, 9 and 12 were asked to write an essay on the
following topic: What is a good foreign language teacher like? The students wrote anonymously
expressing their opinion freely without the need to follow the essay writing rules strictly. The length of the
essay was limited to one A4 page.

FL teachers: To find out what FL teachers themselves think about their professionalism, a questionnaire
was conducted. Altogether 382 FL teachers were questioned. According to the FL taught the distribution is
the following: English — 225; German — 54; Russian — 54; English/German — 12; English/Russian 0150 9;
Russian/German - 2; Estonian as SL — 24; Swedish- 2.



THE RESULTS OF EMPIRICAL RESEARCH

In the principals™ opinion the most important category characterising a professional FL teacher, is subject
didactics (17% of respondents supported this), the second important is qualification (11%). While at the
same time the students value positive characteristic traits most (12%) and the FL teachers consider subject
didactics (22%), motivation of students (14%) and the teacher's status in society (8%) as most important
components of FL teacher professionalism.

It can be seen that the results of all three researches centre around the FL teacher different roles: being a
subject specialist, educationalist and a good human being. Figure 3 shows the differences in principals’,
students”™ and FL teachers™ perceptions.

FL teacher roles
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Figure 3. FL teacher's different roles in the principals’, students™ and FL teachers™ perceptions

The main results in brief:

e The categories of the FL teacher model are reflected in the stakeholders™ perceptions.

e There are significant differences in these perceptions.

e All target groups think that having positive characteristic traits is a precondition of professionalism.

e  For students the first precondition of professional FL teacher is having positive characteristic traits.

e FL teacher™ s professional code of ethics is very important for students.

e FL teachers themselves do not consider the code of ethics important at all.

e The FL teachers of Estonian general education schools do not position themselves as autonomous
agents of change.

e There are several traces of semi-professionalism in the FL teachers™ perceptions.

e FL teachers are not aware of changes of teacher professionalism in the 21st century.

e All groups under research consider subject teaching as an utmost task of FL teacher.

Based on the results of the empirical research we have to declare that there are major discrepancies
between the perceptions of FL teachers, students and principals.

The inferences of the thesis are the following:

1. The model constructed in the thesis creates a possible basis for future discussions.

2. The model in full is not evinced in any target group's perceptions, although the components of the
model are depicted in the principals’, students™ and FL teachers™ perceptions to a different degree. So it
can be stated that the model is realistic.



The most important results of the thesis are:

1. A feasible model of a contemporary professional FL teacher has been created that could serve as a
future source for discussion.

2. There are major differences in the perceptions of students, principals and FL teachers as far the FL
teacher professionalism is concerned.

3. All target groups under research were of the opinion that subject competence is the most important part
of the FL teacher” s competence which shows that Estonian foreign language teaching is subject-
centred.

4. The fact that FL teachers™ professional ethics is considered important only by the students is an
alarming factor.

5. The positive result of the research is that the FL teachers do not underestimate their role as an educator.
On the contrary, they value it almost equally with the role of a subject teacher.

6. There are signs of semi-professionalism in the FL teachers™ perceptions of professionalism. It is an
alarming indication which shows that an FL teacher does not feel responsibilities in front of the
profession.

VOORKEELEOPETAJA JA PROFESSIONAALSUSE
KAASAEGNE MUDEL

Kokkuvote

Kiesoleva viitekirja fookuses on kiisimus sellest, milline peaks olema kaasaja nduetele vastav voorkeele-
oOpetaja iildhariduskoolis.

Viitekirja probleemiasetus lihtub jirgmisest vastuolust: kuigi on ilmne, et globaalsed muutused mdju-
tavad kooli, sealhulgas arusaamu sellest, milline peaks olema professionaalne Spetaja, sealhulgas professio-
naalne voorkeeledpetaja eraldivdetuna, ei tea me kuigi tdpselt, milles need uuenenud nduded seisnevad ja
kas ning kuivord iihtivad v6i lahknevad oluliste huvigruppide (vodrkeeledpetajad, koolijuhid, dpilased)
arusaamad sellest, millised omadused peavad professionaalsel voorkeeledpetajal olema.

Tulenevalt probleemiasetusest on antud to6l jirgmised eesmérgid:

1) esitada kirjeldus erinevatest struktuursetest mdjuritest tulenevate nduete kohta vdodrkeeledpetaja pro-
fessionaalsusele; 2) konstrueerida nende alusel Eestile sobiv professionaalse voorkeeledpetaja normatiivse
iseloomuga mudel; 3) esitada kirjeldus ja kriitiline analiitis Eesti iildhariduskoolide juhtide, &pilaste ja
voorkeeledpetajate arusaamadest professionaalsest vodrkeeledpetajast, nende omavahelise vordluse tule-
mused ja mudeliga kdrvutamise tulemused; 4) teha ettepanekuid sotsiaalsete protsesside kdivitamiseks
voorkeeledpetaja iildaktsepteeritava professionaalsuse mudeli véljakujundamiseks (niiteks avalik arutelu
voorkeeledpetajate professionaalsuse iile).

OLULISEMAD TULEMUSED

Antud doktoritoo teoreetilise uuringu tulemusena valmis voorkeeleOpetaja kaasaegne professionaalsuse
mudel, mis on toodud jargneval joonisel 1.
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Joonis 1. Kaasaegse professionaalse voorkeeledpetaja teoreetiline mudel ja selle vilised mojurid

Empiirilise uuringu eesmirgiks on vilja selgitada kahe olulise vodrkeeledpetaja toole mdju avaldava
huvigrupi — dpilased ja koolijuhid — arusaamad vodrkeeledpetaja professionaalsusest ning vodrkeeledpeta-
jate endi arusaam professionaalsest. Selle teadasaamiseks viidi 2003.—-2004. dppeaastal 1dbi uuring iild-
hariduskoolide juhtide, Opilaste ja vdodrkeeledpetajate seas. Kiisitleti 600 Spilast, 382 vodrkeeledpetajat ja
60 koolijuhti.

Koolijuhtide uuringu vormiks valiti poolstandardiseeritud intervjuu, dpilastele essee ja Opetajatele ankeet-
kiisitlus. Vastuseid analiiiisides kasutati pShistatud teooria (ingl. k. grounded theory) metoodikat.

Antud doktoritod raames ldbiviidud uurimuse oluliseks tulemuseks, et selgus kolme olulise huvigrupi
erinev lihenemine voorkeeledpetaja rollijoonisele ja ootused temale kui inimlikule inimesele (vt joonis 2).
Koigis kolmes uuringus kerkis esile dpetaja ja vddrkeelespetsialisti oluline roll.

Opilastele on aga viiga oluline, et vodrkeeledpetaja oleks talle inimesena vastuvdetav. Seega tihtsustavad
opilased voorkeeledpetaja humaansust, iildinimlikke tunnustatud positiivseid omadusi nagu headus, diglus,
kannatlikkus jmt rohkem kui teised uuringugrupid.
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Joonis 2. Erinevate uuringugruppide jaotus vodrkeeledpetajast kui ainespetsialistist, pedagoogist ja inimesest.

Jooniselt voib vilja lugeda, kuivdrd tugevalt on kinnistunud arusaam, et ainedpetaja esmaiilesanne on
opetada oma ainet, pedagoogit6o on teisejarguline. Nihtavasti on tegemist traditsioonilise sisendi- ja mitte
viljundipdhise loogikaga, mille kohaselt aine sisu oskuslik edastamine Opetaja poolt toob justkui
iseeneseslikult kaasa ka head Opitulemused (ingl. k. outcomes). Tihelepanu viirib ka see, et voorkeele-
Opetaja kui pedagoogi roll on kdige olulisem vdorkeeledpetajatele ja tunduvalt vihem téhtis koolijuhtidele
ja Opilastele. Seega niib, et voorkeeledpetaja on tihtsustanud iildpedagoogilise ettevalmistuse ja kasvatus-
teaduslike dpingute olulisust oma kutsetoos. Selline tulemus oli véitekirja autorile monevorra iillatav ja
nditab kuivord ekslikud vdivad olla stereotiiipsed kuvandid. Nimelt on vodrkeeledpetajat ikka peetud
natuke snoobilikuks, kellele tema ainetundmine annaks nagu mingi kodrgema positsiooni teiste dpetajate
seas. Kédesolev uurimus lubab aga viita, et vodrkeeledpetaja peab viga oluliseks oma pedagoogilist suut-
likkust, pidades seda ainespetsiifika kdrval pea samavéirselt oluliseks professionaalsuse niitajaks.

Ullatuslikult on aga koolijuhtide ja Opilaste arusaamad professionaalsest/heast vdorkeeledpetajast sarna-
semad kui koolijuhtide ja voorkeeledpetajate omad voi Opilaste ja vodrkeeledpetajate arusaamad. Uld-
jareldus on aga, et kui koolijuhtide puhul véime tiheldada, et nad ndevad voorkeeledpetajat kui asjatundjat,
mis oli domineeriv kisitus 1970-80ndatel aastatel, siis Opilaste arusaamades on hea vddrkeeledpetaja
loovopetaja, kasvataja ja mojutaja, mis on iseloomulik 20. sajandi 16pust alguse saanud perioodile.
Voorkeeledpetaja ise ei tunneta end ithiskonna mojutaja rollis, kuigi pole rahul oma staatusega iihiskonnas

Opetajate kisituses on professionaalne vddrkeeledpetaja ainedidaktikat valdav &pilaste motiveerija, kes
dppetdo individualiseerimise abil suudab opilasi vodrkeelt dppima innustada. Opetaja tunneb, et tema
staatus lihiskonnas on madal ja et selle tdstmine oleks tema professionaalsuse suurendamise seisukohalt
oluline. Samal ajal on ta tihiskondlikult passiivne ega nie oma vdimalusi professiooni edendamisel ega pea
seda nihtavasti ka professionaalsuse indikaatoriks.

Kodik uuringu sihtrithmad on arvamusel, et vdodrkeeledpetajaks (seega ka Opetajaks) sobivad vaid need ini-
mesed, kellel on selleks sobivad iseloomulikud omadused. Vddrkeeledpetaja iseloomulikud omadused on
professionaalsuse tunnusena kdige olulisemad opilastele. Ule poole uuringus osalenud &pilastest mainis
mingit iseloomustavat omadust, mida nad Opetaja juures vajalikuks pidasid, kuid ka koolijuhid ja
voorkeeledpetajad ei ldinud iseloomulikest omadustest vaikides mooda.

Uldistavalt tuleb tddeda, et vodrkeeledpetaja arusaamades oma kutsetoost on mitmeid pool-professionaal-

suse tunnuseid: uuringus osalenud voodrkeeledpetajaid iseloomustab vihene refleksiivsus, millest annab
tunnistust probleemide allika nidgemine valdavalt viliskeskkonnas, madala {iihiskondliku staatuse
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omistamine oma kutsele ja vihene autonoomia otsuste tegemisel, samuti huvipuudus nn. oma kutseala
suurte kiisimuste vastu. Vodrkeeledpetajate huvipuudust nn. suurte kiisimuste kohta on tiheldanud juba I.
M. Pedajas (1979) oma uuringus inglise-saksa keele eriala iilidpilaste kohta peaaegu 30 aastat tagasi.
Paraku vdimaldavad ka kidesoleva uurimuse andmed kinnitada, et pigem soovib vddrkeeledpetaja kesken-
duda oma igapidevasele toorutiinile ja seal esilekerkivatele probleemidele kui tegelda vdodrkeeledpetaja
professiooni kiisimustega laiemalt.

Vorreldes omavahel inglise, saksa ja vene keele Opetajate arusaamu, torkab kdige suurema erinevusena
silma, et Opilaste Gpimotivatsioon on teistega vorreldes palju viiksemaks probleemiks inglise keele dpetaja-
tele. See annab ilmselt taas tunnistust sellest, et vdorkeele dppimine on oluliselt seotud Opitava keele
staatusega, olles seega siis nii psithholoogiline kui ka sotsiaalne ning poliitiline probleem (inglise keel kui
lingua franca ja Eesti kui avatud iihiskond). See omakorda tihendab, et erinevate vodrkeelte dpetajad ei ole
objektiivselt vOrdses positsioonis.

Kui votame analiiiisi aluseks voorkeeledpetaja pedagoogilise kogemuse, siis on niha, et mida viiksem see
on, seda enam on vodrkeeledpetaja mures Opetatava aine sisu, opilaste dpimotivatsiooni ning ka distsipliini
iile. Erineva kvalifikatsiooniga vddrkeeledpetajatest on lisaeriala ettevalmistusega voorkeeledpetajad tun-
duvalt enam mures ainesisu ja individualiseerimisega, samas kui eriettevalmistuseta voorkeeledpetajad on
kdige enam mures Opilaste motiveerimise parast, mis on ka pShierialaga vodrkeeledpetajate kdige suurem
mure.

Maa—ja linnadpetajate vordluses torkab silma see, et maadpetajal on Opilaste motiveerimine suuremaks
probleemiks kui linnadpetajatel.

KOKKUVOTE JA ETTEPANEKUD

Empiirilise uuringu olulisemateks tulemusteks on:

e teoreetilisele analiiiisile tuginenud voorkeeledpetaja professionaalsuse mudeli kategooriad leidsid
huvigruppide arusaamades kajastamist;

e Opilaste, koolijuhtide ja voorkeeledpetajate arusaamades voorkeeledpetajate professionaalsusest on
olulisi lahknevusi;

e oluliseks iihisjooneks koikide gruppide arusaamades on vodrkeeledpetaja iseloomulike omaduste
olemasolu professionaalsuse eeldusena;

e Jpilastele on viga oluline, et vodrkeeledpetaja jirgiks oma tegevuses ja suhtlemises kutse-eetikat;

e vOorkeeledpetajad ei teadvusta kutse-eetika olulisust professionaalsuse komponendina;

e FEesti iildhariduskooli voorkeeledpetajad ei positsioneeri end autonoomsete, iihiskondlikke muutusi
algatavate professionaalidena;

e vdoOrkeeledpetajate arusaamades oma professionaalsusest on mitmeid pool-professionaalsusele omaseid
elemente;

e voorkeeledpetajad ei teadvusta dpetajatods 21. sajandil toimunud muutusi;

e ainedpetuslik aspekt vodrkeeledpetaja professionaalsuse komponendina on tihtsam muudest tunnus-
test nii Opilastele, Spetajatele kui koolijuhtidele;

e Opilaste arusaamades on hea voorkeeledpetaja esmaseks eelduseks teatud positiivsete iseloomulike
omaduste olemasolu.

Empiirilise uurimuse tulemuste alusel tuleb sedastada, et Gpetajate, Opilaste ja koolijuhtide arusaamades
voorkeeleopetaja professionaalsusest on olulisi lahknevusi.

Viitekirja autor peab t66 kodige olulisemateks tulemusteks:

1. Loodi véimalik voorkeeledpetuse professionaalsuse kaasaegne eemidrk-mudel, mis vdiks olla edasise
diskussiooni aluseks erinevate huvigruppide vahel vddrkeeledpetajate professionaalsuse kiisimustes.
Uurimist viariks see, kas koostatud mudel voiks olla diskussiooni aluseks teiste ainedpetajate profes-
sionaalsuse iile. Samuti on oluline, et saadi iilevaade sellest, millised on koolijuhtide, dpilaste ja voOr-
keeledpetajate arusaamad vdorkeeledpetaja professionaalsusest.
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2. Tosiasjast, et koolijuhtide, dpilaste ja voorkeeledpetajate arusaamades vdorkeeledpetaja professionaal-
susest on olulisi erinevusi, jareldub, et vajalik on arusaamade iihtlustamine niisugusel maiiral, et ei
takerduks vddrkeeledpetuse ja professionaalse voorkeeledpetaja areng.

3. Tésiasi, et kdik uuritud rithmad olid iihel arvamusel selles suhtes, et vddrkeeledpetaja professionaalsuse
olulisimaks komponendiks on ainespetsiifikast tulenev, osundab sellele, et Eesti iildhariduskooli
vodrkeeledpetus on traditsiooniliselt ainekeskne.

4. Alarmeerivaks signaaliks on uurimusest selgunud tdik, et kutse-eetikat voorkeeledpetaja professionaal-
suse olulise komponendina tihtsustavad ainult 6pilased, koolijuhid ja vddrkeeledpetajad ei podra sellele
tdhelepanu. See seostub omakorda Opilaste ootusega dpetaja kui hea inimese suhtes, mis on koolijuhil,
eriti aga voorkeeledpetajal tagaplaanil.

5. Positiivse asjaoluna tuleb esile tuua seda, et voorkeeledpetaja ei alahinda iseenda kui pedagoogi-kas-
vataja rolli, vairtustades seda peaaegu vordselt iseenda kui ainespetsialisti rolliga.

6. Ohusignaaliks on, et voorkeeledpetaja arusaamades iseenda professionaalsusest on moningaid pool-
professionaalsuse tunnuseid, mis viljendub eriti selles, et ta ei tunne end oma kutsetods autonoomse ega
ka vastutavana oma professiooni arengu eest.

Viitekirja autori arvates on antud t66 kdige olulisem sonum teadvustada vodrkeeledpetaja professionaal-
suse olulisust kaasaja iihiskonnas ja samuti selle erinevat kisitust huvigruppide 1dikes, selleks, et neid
voimalusel tiksteisele lihendada ja koostods parendada eesti tildhariduskooli vodrkeeledpetuse taset ning
voorkeeledpetaja positsiooni ithiskonnas.
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