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Abstract: Microteaching—an innovative teaching method in which students deliver a mini-lesson 
to a small group of peers within a limited timeframe to develop specific teaching skills and refine 
pedagogical behaviors—has been implemented in teacher education and training for half a 
century. This qualitative study explored the views of 10 graduate students regarding their 
experiences with microteaching during their undergraduate studies in a Greek pedagogical 
university department. Data were collected through free-texts composed by participants as a 
research tool and analyzed using qualitative content analysis. The findings revealed that graduate 
students held a positive stance toward microteaching, emphasizing its benefits and its positive 
impact on teachers’ teaching skills and professional development. These results further reinforce 
the need for integrating microteaching into teacher education and training programs. 
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Well-prepared and qualified teachers who serve as reflective professionals are a prerequisite for 
providing quality and effective education to new generations. At the same time, initial teacher 
education programs need to tackle the hazard of becoming overly theoretical and disconnected 
from actual teaching. Therefore, these programs should find ways to offer authentic and pertinent 
knowledge and experiences to aspiring teachers, enabling them to apply what they learn in practice 
(Karlström & Hamza, 2018; O’Flaherty et al., 2024). 

Microteaching, as an innovative instructional method, has contributed to these ends- 
enhancing teachers’ professional development, preparing them first for their practicum and later 
for their actual teaching practice, and linking theory and practice in teacher education and training 
programs- for almost half a century since its appearance, which traced back to 1963 at Stanford 
University (K. Chatzidimou, 2013; Ismail, 2011). After its first implementation and with many 
format variations to the original, the spread of microteaching was rapid in many countries and 
continents worldwide, having been incorporated into teacher education and training curricula and 
having been the center of attention for researchers (Hamidi & Kinay, 2021; MacLeod, 1995).   

Microteaching is a teaching technique and laboratory-type exercise in which a student or 
trainee teacher practices specific and limited teaching skills and pedagogical behaviors, thereby 
improving his/her pedagogical training in lesson planning, instructional delivery, and the 
evaluation of teaching effectiveness. In particular, he/she is required to teach a simplified and 
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condensed -compared to conventional school classroom teaching in terms of content, duration, and 
audience size- lesson. More precisely, he/she undertakes to conduct a mini-lesson lasting from 5 
to 20 minutes to a small group of peers (typically 5-10 individuals)1 (D. Chatzidimou, 2003). 

Microteaching takes place in a well-equipped laboratory with teaching aids and educational 
materials. The lesson is videotaped to facilitate subsequent analysis and critical reflection, at the 
end of the process, by the practicing teacher, his/her colleagues, as well as by the supervisor, who 
guides him/her throughout the process. On the same or another day, microteaching is conducted 
again by the practicing or trainee teacher to avoid his/her mistakes and improve (D. Chatzidimou, 
2003). 

Although the method of microteaching has been subject to criticism -for example, it was 
argued that being an expert in specific teaching skills does not lead to teacher effectiveness, while 
the transferability of cultivated skills to real classroom settings was also questioned (Cavanaugh, 
2022)- a substantial body of research over the years has demonstrated its positive impact and 
effects. For example, research evidence suggests that microteaching has enhanced students’ skills 
in lesson planning and classroom management, prepared them for teaching, increased their 
motivation and self-confidence, and fostered professionalism and reflective practice (O’Flaherty 
et al., 2024). 

Consequently, a recurrent theme across these studies, which have shown its merit, is the 
call for its widespread integration into university curricula for both pre-service and in-service 
teacher training (D. Chatzidimou, 2003; K. Chatzidimou, 2013; Fischetti et al., 2022; Ismail, 2011; 
Masali & Kougiourouki, 2021). Likewise, prospective teachers admitted to having positive 
perceptions of microteaching, acknowledging that it has helped them gain teaching experience and 
has positively contributed to their professional development (Cebeci, 2016; K. Chatzidimou, 2011; 
Hamidi & Kinay, 2021; Özonur & Kamışlı, 2019). However, there were also students having 
viewed microteaching as “fake teaching” as well as they felt uncomfortable and stressed while 
teaching their classmates (Bell, 2007). Elsewhere, it has also been noted that, while some trainees 
find the microteaching experience enjoyable, others find it as a challenging process of preparing 
to become teachers (Koross, 2016). 

Taking these diverse perspectives into account, this study aspires to contribute to the 
existing body of research on students’ perceptions of microteaching, attempting to shed new light 
on whether microteaching has merit for prospective teachers’ professional development and if it 
serves their expectations and needs. The findings regarding trainees’ concerns and experiences 
may inform teacher education programs, enabling them to enhance the efficacy and impact of 
microteaching.   
 

METHODOLOGY  
CONTEXT OF THE CURRENT STUDY 

Microteaching started to be implemented in the Department of Primary Education at the 
Democritus University of Thrace in 1992, thanks to the efforts of Emeritus Prof. Dr. Eleni Taratori 
(Kougiourouki, 2003). It constitutes a mandatory semester course that precedes pre-service 
teachers’ practicum, which takes place in the final year of their four years of studies. The 
microteaching model applied in this Department was developed and established by Emeritus Prof. 

 
1 Depending on the model being used, there are differences in the audience size and duration of microteaching 
(O'Flaherty et al., 2024). 
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Dr. Dimitris Chatzidimou, who was also the first to introduce microteaching at a university level 
in Greece, specifically at the Aristotle University of Thessaloniki. 
According to this model, the microteaching course follows a structured three-stage process:  
 

1. For the first 6 hours, students are theoretically inducted into microteaching by the 
supervisor professor. They learn about the aims of microteaching as well as specific 
pedagogical and teaching skills (e.g., how to start and end a lesson, use teaching 
aids, manage time, select and formulate instructional objectives), which they will 
have to exercise and apply during their micro-lesson. A broad discussion is held 
regarding lesson planning, specific teaching skills, forms, behaviors, and aids; 
while a microteaching lesson from a previous year is also viewed and analyzed. 

2. Each trainee teaches a mini-lesson with one or two instructional objectives for 
fifteen minutes to their fellow students in a fully equipped laboratory. The lesson 
is videotaped and then watched on TV.  A comprehensive analysis follows, 
involving self-assessment, peer feedback, and evaluation by the supervisor-
professor; where effective strategies and implementations are lauded while 
suggestions for improvement are made. 

3. The microteaching course concludes with a discussion between the supervisor and 
practicing students, during which students share their views on the value of the 
course, discussing both its strengths and limitations. Unfortunately, there is no 
chance to re-plan, re-teach, and re-evaluate each student's lesson, as it typically 
should be done, because of the large number of students in the Department and the 
lack of time (K. Chatzidimou, 2013). 

 
DATA AND ANALYSIS 

The current small-scale qualitative study was conducted in January 2024. Its main purpose 
was to explore the views of 10 graduate teachers regarding their experiences with microteaching 
during their undergraduate studies. Thereby, the study sought to determine the contribution of 
microteaching to teacher preparation and professional development, as well as its significance 
within teacher education programs. This objective, along with the diverse experiences of students 
with microteaching, as documented in the literature and mentioned earlier, led to our concern about 
the selection of an appropriate research tool—one that would allow the spontaneous and sincere 
opinions of the participants to emerge while minimizing the influence of the researcher. Free-text 
writing meets these criteria and was therefore chosen as the research tool for this study (Stravakou, 
2019). 

Graduates of the Department of Primary Education at the Democritus University of Thrace 
were invited to participate voluntarily after having been informed about the research purpose and 
their right to withdraw from the study at any time (Cohen et al., 2008). Participants were asked to 
compose a spontaneous text of at least 500 words on the topic: "My experience with microteaching 
during my undergraduate studies". They then submitted their texts via email to the researcher and 
author of this article. No additional instructions, explanations, or clarifications regarding the 
writing process were provided. 

The study employed purposeful criterion sampling to include only graduates who had 
completed the microteaching course in this Department (Patton, 1990). The rationale behind 
recruiting graduate students was their more holistic view regarding the impact of microteaching 
on their teaching competence and professional experience since they had completed both the 
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microteaching course and their practicum. Furthermore, at the time when the research was 
conducted, they were either pursuing postgraduate studies and/or had begun their teaching careers, 
which further enabled them to assess the relevance and applicability of their microteaching 
experience. The research material was collected in February 2024, and the sample consisted of 10 
graduate students. 

The selected research method for analyzing the research material was qualitative content 
analysis, which allows the description of the material in a reductive, flexible, yet systematic 
manner (Schreier, 2012). The specific stages of the qualitative content analysis were the following: 

 
1. Participants' texts were read several times for their content to be thoroughly 

understood. The unit of analysis was determined to be a word, phrase, or sentence 
relevant to microteaching. Relevant excerpts were identified and extracted based 
on the established unit of analysis. 

2. The extracted material was subsequently categorized, and the categories and sub-
categories were formed. The prerequisites of mutual exclusiveness, 
unidimensionality, saturation, and exhaustiveness were met for the formation of the 
system of (sub)categories. 

3. The findings were then qualitatively described and annotated as follows (Schreier, 
2012; Stravakou, 2019). 

 
FINDINGS 

From the qualitative content analysis of participants’ texts regarding their experience with 
microteaching during their undergraduate studies, six main categories emerged, each having a code 
figure (K). These categories are presented in Table 1. 

 
Table 1 

Categories Emerging From Qualitative Content Analysis 

Categories (K) 
Characterizations of microteaching (K1) 
Perceived benefits of microteaching experience (K2) 
Cultivated skills through microteaching (K3) 
Supervisor’s role being decisive in successful microteaching execution (Κ4) 
Classroom management skills not cultivated through microteaching (K5) 
Drawbacks and limitations of microteaching (K6) 

 
CHARACTERIZATIONS OF MICROTEACHING (K1) 

Graduate teachers expressed their views on microteaching with enthusiasm, describing it 
in several ways and sharing a range of impressions, as can be seen in Table 2. 

Carrying out a mini-lesson within a strictly limited timeframe, following specific and 
defined stages, and delivering it to their fellow students seemed like a weird process to the graduate 
students who participated in the study. The process was also perceived as novel since, prior to their 
participation, they had no previous knowledge of microteaching and were encountering it for the 
first time: 
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Table 2 

Characterizations of Microteaching (K1) 

Characterizations 
Strange process 
Novel process 
Very interesting experience 
Useful process  
One of the most enjoyable university experiences 
Stressful process 
Structured and standardized process 
The basis and prerequisite for practicum 
 

It felt strange to me to conduct a mini-lesson in less time than the classic forty-five 
minutes to one or more people. It was the first time I had heard about microteaching 
(Participant 1) 

Teaching for a fixed duration with our fellow students and the supervisor as an 
audience, while having to meet very specific specifications and adhere to rules 
and specific boundaries, was a very different process, strange, and weird 
(Participant 7) 

Despite their initial contact with microteaching, participants found it to be a very 
interesting and useful method, as it provided them with their first exposure to their future 
profession, helping them gain preliminary teaching experience while equipping them with the 
necessary skills to carry it out. That’s why several participants found this initial hand-on 
engagement to be one of the most enjoyable university experiences during their studies: 

The course was very helpful and interesting for my future career as a teacher 
because it helped me acquire many teaching skills and gain insight into what it is 
like to teach in reality. (Participant 3)  

For me, the microteaching course was my first contact both with microteaching and 
the teaching process as a student. This experience was one of my most enjoyable 
experiences at university, as it brought me closer to the reality and daily life of a 
professional and reflective educator. (Participant 4) 

However, for some participants, this first attempt to put teaching into practice seemed quite 
stressful: 

 
On a psychological level, there was anxiety about completing and presenting my 
lesson in the classroom and whether I had met the course requirements. (Participant 
5) 
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Yet, some others pointed to the fact that microteaching is a standardized process, which 
they required to follow to the letter:   

 
It was a highly standardized process, and everyone had to follow a specific 
sequence of steps. (Participant 3) 
 
A recurring theme in participants’ texts was the preparation microteaching provided for 

their subsequent practicum, where they engaged in teaching within school settings with real 
students. That is why they characterized it as the foundation and prerequisite for their practicum, 
emphasizing the necessity of its placement before the practicum experience: 

 
It was an essential course for us to learn how to teach and carry on with the 
knowledge and experience gained in the practicum course. (Participant 3) 
 
It laid the ground for the upcoming practicum. I therefore believe that it is aptly 
implemented before the start of the practicum as it contributes to students’ 
professional development. (Participant 10) 

PERCEIVED BENEFITS OF MICROTEACHING EXPERIENCE (K2) 
As shown in Table 3., research participants gained various and multiple benefits from 

microteaching. 
 

Table 3 

 Perceived Benefits of Microteaching Experience (K2) 

Perceived benefits 
Gaining experience by applying theoretical knowledge in practice 
Acquaintance with teaching  
First teaching attempt in a controlled environment with room for error 
Improvement through self-assessment, peer assessment, and observations of others’ 
teaching 
Increased motivation for the profession 
Establishing their suitability for a teaching career 
Familiarity with public exposure 
 
 

Graduate students clearly expressed that microteaching served as a bridge between the 
traditional dichotomy of theory and practice, helping them become acquainted with their future 
teaching reality. The standardized nature of microteaching, which follows specific steps, facilitated 
the consolidation of theoretical knowledge and its practical application for the execution of 
effective teaching. Moreover, the simulated laboratory environment, as opposed to a real 
classroom setting, provided trainees with the opportunity to experiment, make attempts, and learn 
from potential mistakes without the risk of causing irreversible negative consequences for real 
students. Additionally, microteaching contributed to students’ motivation to teach, helped them 
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overcome stress and fear of public speaking and get comfortable with public exposure. It also 
fostered improvement through self-assessment, peer assessment, and the observation of others’ 
lessons. Ultimately, microteaching enabled participants to assess their suitability for the teaching 
profession: 

 
The benefit was that you were trying to apply what you had learned In a protected 
environment, with room for error, and with an audience that could offer insightful 
criticism and ideas to seriously consider for improvement. Additionally, you 
observed the work of others, gained ideas, and engaged in discussions that 
benefited both the presenter and the observers, who could then incorporate the 
feedback into their own instruction. (Participant 5) 
 
I also became accustomed to public exposure, which was a new experience for me. 
As I am a naturally shy person, microteaching helped me overcome my fear of being 
in front of an audience. (Participant 8) 
 
The requirement for all to follow very specific steps in conducting microteaching 
helped "instill" in my mind what I need to do to teach effectively (Participant 9 

 
CULTIVATED SKILLS THROUGH MICROTEACHING (K3) 

Similar to the reported benefits, participants identified a variety of skills they acquired and 
developed through their experience with microteaching (see Table 4). 

 
Table 4 

 Cultivated Skills Through Microteaching (K3) 

Cultivated skills 
Systematic lesson planning  
Lesson execution 
Implementation of various teaching methods 
Selection and formulation of suitable instructional objectives 
Use of teaching aids 
Self-assessment and self-criticism regarding teaching effectiveness 
Stress management as novice teachers 
Time management 
Formulating and asking questions 
Critical thinking through self-assessment and peer-assessment 
 

These skills primarily revolve around teaching methodology, where students learned to 
organize and carry out a lesson effectively, apply the various teaching methods they had learned, 
use teaching aids, formulate and ask questions, select and formulate instructional objectives, 
manage available time for instruction, and assess and critique the effectiveness of their teaching: 



                                                             Lozgka, E. Ch.  
 

Educational Researcher: Theory & Practice, Volume 36, Issue 2, ISSN 2637-8965 

44      

Proper time management was a very important goal that we all had to focus on and 
achieve, and this was accomplished with the guidance of our supervisor. 
(Participant 2) 
 
Through the selection of instructional objectives, I learned to distinguish and use 
the appropriate verbs related to students' knowledge, attitudes, and skills for 
formulating the objectives for the unit I required to teach. It also helped me to 
effectively use teaching aids and formulate appropriate questions. (Participant 4) 
 
The microteaching course taught me how to organize, prepare, and deliver a 
lesson, applying the teaching methods we had learned. (Participant 7) 
 
Some students also stated that microteaching helped them manage the stress they 

experienced as novice teachers: 
 
Microteaching helped me significantly to overcome some of the anxiety I felt about 
teaching an audience for the first time. (Participant 10) 
 
According to several participants, the feedback they received during discussions with their 

peers and the supervising professor, along with the self-assessment they conducted after delivering 
the lesson, contributed to the development of their critical thinking skill: 

 
In addition, I developed my critical thinking through self-assessment and feedback 
with corrections to optimize instruction. (Participant 8) 

 
 

SUPERVISOR’S ROLE BEING DECISIVE IN SUCCESSFUL MICROTEACHING EXECUTION (Κ4) 
Participants emphasized the crucial role of supervisor in the effective execution of 

microteaching. They particularly highlighted the supervisor’s positive and supportive attitude, 
guidance, practical advice, and constructive critique as crucial factors: 

 
Our supervisor/professor was very helpful. I distinctly remember her targeted 
observations, supported by arguments and examples, which helped us correct, as 
well as the understanding she showed to us regarding the course requirements. She 
was always warm, cheerful, and open to our questions and concerns. (Participant 
1) 

 
DRAWBACKS AND LIMITATIONS OF MICROTEACHING (Κ6) 

Contrary to the many advantages mentioned by participants about microteaching, three 
disadvantages of the method emerged from the research material, as shown in Table 5.  

The graduates who participated in the research identified the ideal context and its ideal 
conditions as a key weakness and the main disadvantage of microteaching. Since microteaching 
takes place in a controlled laboratory environment in front of fellow students rather than in a real 
classroom with actual students, the conditions are idealized. This lack of exposure to real 
classroom dynamics and challenges prevented them from confronting the practical difficulties that  
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Table 5 

Drawbacks and Limitations of Microteaching (K6) 

Drawbacks and Limitations 
The ideal context and conditions 
Lack of exposure to real classroom practical challenges 
Limitations on personal expression in teaching due to standardization 
 
arise in school settings. Consequently, some participants expressed their inability to develop 
through microteaching classroom management skills (K5). Furthermore, the standardization of 
the teaching process led some to conclude that their personal teaching style and characteristics 
were stifled, since they were required to follow a prescribed set of stages and rules: 
 

I did not realize in a realistic context the difficulties and limitations that can arise 
in a real classroom with young students. I did not face the management of a class, 
namely, I did not encounter behavioral difficulties, inappropriate behavior of 
children, or deficiencies in infrastructure that a school class or a school, in general, 
may have. Microteaching took place in an idealized context with ideal conditions 
for a prospective teacher. (Participant 6) 

 
We were all required to follow very specific steps for our mini-lesson. The final 
product that came out of the design was very similar to others, and thus lacked the 
personal element that each of us, as an educator, could have brought to it. 
(Participant 7) 

 
DISCUSSION AND CONCLUSION 

The present study set out to explore graduate students’ perspectives on their experience 
with microteaching during their undergraduate studies at a Greek pedagogical university 
Department.  

Overall, the findings revealed that the graduates who participated in the study held a 
positive view of the microteaching method and shared largely favorable memories and 
experiences. This aligns with similar studies conducted internationally (Adhikari, 2020; Hamidi & 
Kinay, 2021; Ismail, 2011; Özonur & Kamışlı, 2019; Ralph, 2014).  

Participants attributed a range of mostly positive characteristics to microteaching, 
highlighting its various benefits and the skills that they gained from it. They also emphasized the 
pivotal role of supervisor in guiding their successful microteaching practice. These findings are 
largely consistent with previous research conducted on students who experienced microteaching 
in the same Department and under similar conditions (D. Chatzidimou, 2003; K. Chatzidimou, 
2013; Masali & Kougiourouki, 2021). This consistency can be attributed to the shared experience 
of students within the Department. Furthermore, it reinforces the long-standing recognition of the 
value and benefits of microteaching, which are recorded over time in the relevant studies. 

From the overall findings, it became apparent that microteaching contributed to the 
preparation of teacher candidates for their professional field, to their pedagogical training -
particularly in relation to the planning, execution, and assessment of instruction (Mukuka & Alex, 
2024), to their professional development (He & Yan, 2011; Ralph, 2014), to their personal 
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development (Hamidi & Kinay, 2021), to familiarize themselves with teaching (K. Chatzidimou, 
2013), to overcome the anxiety of public speaking (Bulut, 2024), as well as to gain more 
motivation for their future profession (Soraya et al., 2022). The findings also positively respond to 
how Departments that prepare and train future teachers can integrate activities that blend theory 
with practice (He & Yan, 2011; Ismail, 2011; Karlström & Hamza, 2019; Ralph, 2014). While 
some students admitted to feeling stress when teaching in front of their peers and supervisor -an 
understandable response as novice teachers- microteaching also helped them manage these 
anticipated feelings (D. Chatzidimou, 2003).  

As far as the cultivated skills are concerned, these primarily pertain to teaching 
methodology (Masali & Kougiourouki, 2021). However, unlike similar studies that found that 
microteaching helped preservice teachers develop classroom management skills (Hamidi & Kinay, 
2021), a finding also reported in studies involving pre-service teachers from the same Department 
as in our study (Masali & Kougiourouki, 2021), some participants in our study expressed the 
opposite. These participants justified their view by citing the artificial nature of microteaching and 
its “factitious” audience, which did not resemble children. They identified this as the method’s 
weak point and major disadvantage.  

This discrepancy concerning the development of classroom management skills could be 
attributed to the fact that previous studies focused on teacher candidates, while our study involved 
graduates who had already completed their practicum in schools. Furthermore, these graduates, at 
the time of the research, had either continued their studies at the postgraduate level and/or started 
working as teachers. Therefore, the most plausible explanation may be that the participants in our 
study, having experienced and recognized the complexity and intricacy of real teaching, as well as 
the different demands of an educational audience consisting of young students compared to the 
small group of adult peers who participate with a common purpose and under the supervision of a 
responsible professor, perceive microteaching as a simplified process that does not require the 
same classroom management skills as a real school setting (D. Chatzidimou, 2003). However, 
given that the research data were collected through written texts, which did not allow for an in-
depth exploration of the participants' views that emerged in this study, future research could focus 
on graduates as the research sample and employ semi-structured interviews as a data collection 
tool to provide a more comprehensive understanding of the issue. 

The artificiality of the process has been a recurring finding in studies focusing on pre-
service teachers’ perspectives on microteaching (He & Yan, 2011) and was also a shared concern 
among participants and teacher candidates in another study (Ralph, 2014). Still, the fact that 
microteaching primarily focuses on the behavioral aspect of teaching while neglecting its creative 
dimension, coupled with its mechanistic and simplified approach to teaching and learning, is a 
well-recognized limitation of the method in the literature and was also identified by the participants 
in the study. However, these limitations are inherent characteristics of the method, aiming to 
achieve its intended objectives. As previously noted, the purpose of microteaching is for trainees 
to practice and develop specific teaching skills and pedagogical behaviors, address particular 
pedagogical and instructional challenges, identify and overcome their weaknesses and difficulties, 
and improve their overall teaching and pedagogical competence, in order to be ready later for their 
profession. Beginner trainees can more effectively achieve these goals in a controlled environment 
that simplifies classroom teaching and allows for a stricter evaluation of its effectiveness (D. 
Chatzidimou, 2003).  

On the other hand, the fact that microteaching is conducted in front of an audience 
composed of peers was emphasized by our participants as beneficial. In their first attempt to teach, 
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this setup allowed them to experiment without the fear that any mistakes would have negative 
consequences for real students (Kougiourouki, 2003). Furthermore, participants recognized their 
improvement, which stemmed from observing their peers' microteaching lessons, receiving 
feedback and critique on their own performances, and engaging in self-reflection and self-
evaluation (D. Chatzidimou, 2003). 

Ultimately, the benefits of microteaching far outweighed its disadvantages, underscoring 
its pedagogical value in teacher education and its positive contribution to teachers’ pedagogical 
and instructional training (Ralph, 2014). To enhance the benefits of microteaching and mitigate 
the limitations inherent in its simulation, one suggestion is to conduct a second round of 
microteaching with real students, following the initial microteaching lesson with peers (Mukuka 
& Alex, 2024). This approach, which has also been suggested by students in previous research  (K. 
Chatzidimou, 2013), could further strengthen the teaching experience and better prepare future 
educators for real classroom settings.  

An important implication of this study is the need for microteaching to precede teacher 
candidates’ practicum (He & Yan, 2011), as it offers essential preparation for the latter. Another 
key finding with practical implications for the faculty overseeing microteaching is supervisor’s 
role. The guidance, positive stance, and openness of the supervisor were repeatedly emphasized 
by the graduate teachers in this study, highlighting the decisive impact of such support on the 
success of the microteaching experience. This finding also aligns with the existing literature (D. 
Chatzidimou, 2003). 

Despite the limitations of the study, which concern mainly the small sample, the findings 
reinforce the literature on the value and importance of microteaching in teacher training and 
professional development. They also support the view that microteaching is an innovative teaching 
method in teacher education that ought to still be in fashion (K. Chatzidimou, 2011) and not fade 
away. Rather than fading away, microteaching should be integrated into the curricula of all 
Department dedicated to preparing future educators, as has been previously advocated by experts 
in the field (e.g. D. Chatzidimou, 2003). 
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