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ABSTRACT In this study, a qualitative case study design situated within the social constructivism was used to
explore Geography Education student tutors’ perceptions and experiences in the problem-based learning (PBL)
tutorial sessions within a South African context.  Individual interviewing (n=12) and student tutors’ learning journal
entry analyses (n=25) were used to generate data.  Findings from the study indicate that most of the Geography
student tutors experienced the PBL tutorial sessions as very positive.  Participating tutors believed that their
engagement as student tutors improved their effectiveness in facilitating and guiding small group learning, enhanced
their understanding of the Geography themes and also gave them a holistic interdisciplinary view of the themes
that were discussed.  Some of the challenges highlighted by the student tutors included that some student tutors were
uncertain of their roles in PBL tutorial sessions, students expected the tutors to take a traditional behavouristic
approach, and some students did not attend the PBL tutorial sessions or came to these sessions unprepared.  Most
of the tutors in the study were of the opinion that it is important for a tutor to have the necessary subject
knowledge to facilitate student learning effectively during the PBL tutorial sessions.

INTRODUCTION

Facilitation is a different style of teaching
(Roberts 2010).  In the Minimum Requirements
for Teacher Education Qualification (South Afri-
ca 2011a), the South African Education Depart-
ment emphasises the importance of teachers fa-
cilitating the learning process in classrooms and
identifies the learning mediator as one of the
collective roles of an educator.  This means that
the educator will mediate or facilitate learning in
a manner which is sensitive to the diverse needs
of learners, including those with barriers to learn-
ing.  The educator will therefore construct learn-
ing environments that are appropriately contex-
tualised and inspirational, and he/she will com-
municate effectively while showing recognition
of and respect for the differences of others.  Sa-
linitri et al. (2015) pointed out that creative ways
to enhancing facilitators training to foster mean-
ingful learning in small group is important.  It is
therefore clear that students preparing to be
teachers have to develop their facilitative skills
in an education setting.  Unfortunately, it is also
clear from South African literature that, despite
many years of outcomes-based education and
associated constructivist approaches in South

African schools, teacher-centred instruction still
prevails in most classrooms (Grosser and De
Waal 2008; De Waal and Grosser 2009; Alexander
et al. 2010).  In most cases, during practical teach-
ing or work-integrated learning, student teach-
ers do not have the opportunity to develop their
facilitation skills in South African classrooms.  It
is therefore understandable that Grosser and De
Waal (2008) recommend mediation and facilita-
tion approaches to be nurtured in the teacher
training programmes of South African educa-
tion students.  They advocate a focus on bal-
ancing direct instruction with a facilitation ap-
proach to teaching in South African schools.

It is against this background that the re-
searcher decided to expose the fourth-year Ge-
ography Education students in the Geography
subject didactic modules in a B.Ed. programme
to acting as student tutors in problem-based
learning (PBL) tutorial sessions for first- and
second-year Geography Education students.
PBL tutoring demands a radical shift from teach-
er to subject content expert to a co-constructor
of knowledge within a community of learners
(Hmelo-Silver and Barrows 2006; Salinitri et al.
2015).  PBL can assist student teachers in this
instructional practice transformation to imple-
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ment and use a range of instructional strategies
in their classrooms.  Azer (2009) emphasises the
importance of exploring students’ views and
perceptions of a phenomenon when implement-
ing new teaching and learning strategies.  The
purpose of this article therefore is to report on
an exploration of the perceptions and experienc-
es of fourth-year Geography Education students
in facilitating Geography PBL tutorial sessions
in a B.Ed. programme.

Research Objectives

The research objectives of this case study
were to:

 • explore Geography Education student tu-
tors’ general perceptions and experienc-
es of general aspects in tutoring in PBL
tutorial sessions;

 • identify Geography Education student tu-
tors’ perceptions regarding the value of
being a tutor in PBL tutorials sessions;

 • determine the challenges and problems that
Geography Education student tutors ex-
perienced in the PBL tutorial sessions;

 • explore the influence of subject knowledge
on student tutors’ facilitation skills; and

 • take cognisance of recommendations on
how to improve the learning environment
to develop their facilitation skills further.

Theoretical and Conceptual Framework

The education system in South Africa em-
phasises learner-centred education (South Afri-
ca Department of Education 2003; 2011b), which
is based on the constructivist approach to teach-
ing and learning.  With the implementation of
the new Curriculum and Assessment Policy
Statements (CAPS) in 2011, the critical outcomes
and development outcomes as stated by Na-
tional Curriculum Statements (NCS) were re-
named General Aims (South Africa Department
of Education 2011b).  These general aims and
geographical skills aims require students to be
able to –

 • identify and solve problems;
 • make decisions using critical and creative

thinking;
 • work effectively as members of a team;
 • evaluate information critically;
 • communicate effectively using various

modes;

 • use science and technology effectively;
 • act in a responsible manner towards the

environment and health of others; and
 • demonstrate an understanding of the world

as a set of related systems by recognising
that problem-solving contexts do not exist
in isolation (South Africa Department of
Education 2011b).

Among various constructivist approaches,
PBL has been advocated as exemplary because
it promotes a learner-centred approach that
shifts the classroom focus from teaching to learn-
ing (Burch 2001; Salinitri et al. 2015).  Veldman et
al. (2008) clearly state that very few teaching
and learning strategies can achieve the quality
of learning in a South African context as attained
when using PBL.  They are of the opinion that
PBL satisfies all the requirements to help achieve
the educational outcomes and aims as prescribed
by the South African government.

Problem-based Learning and Teacher Training

PBL has had little effect on teacher educa-
tion compared to other professional fields (Hme-
lo-Silver 2004).  Kwan (2008) confirms that little
has been done in the related field of initial teach-
er education.  She points out that problem-solv-
ing, using authentic problems and scenarios,
seems to be the sensible direction to take for
preparing young professional teachers.  In their
research, Pawson et al. (2006) confirm this state-
ment and point out that there is little information
available regarding the scope of use of PBL and
PBL hybrids in Geography courses and curricu-
la.  This is interesting, as Chappell (2001) high-
lights that the inter-disciplinary nature of Geog-
raphy can fit well within PBL as a framework for
teaching and learning.

PBL Process

In the PBL process, the facilitator or tutor
should create a real world problem in line with
desired curriculum and learning outcomes as well
as student characteristics (Fournier 2002).  The
problem discussion takes place before students
receive other curriculum inputs; their prior knowl-
edge is all-important (Hmelo-Silver 2004).  In most
instances in PBL, the students are usually orga-
nised into small tutorial groups where the stu-
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dents function as members of a team and learn
collaboratively by sharing their newly acquired
knowledge (Dolmans et al. 2001).  The students
begin to work on the problem and again re-con-
ceptualise their problem into more specific learn-
ing issues (Järvelä 2006; O’Donnell 2006).  These
learning issues are conceptualised into differ-
ent learning tasks and delegated to different team
members who have to complete the tasks in their
own time.  Using library resources, textbooks,
maps and databases, as well as laboratories, field
studies, techniques and procedures, the stu-
dents argue and debate to find answers to and
perspectives on their problems and learning
needs.  The social negotiation of meaning is an
important part of the learning process (Järvelä
2006).  In the next tutorial, group members come
back with new information to share and work
together on the problem (Fryenius et al. 2005;
Lam 2009).  After the students have discussed
and analysed the problem in their tutorial groups,
they gather and apply their knowledge to solve
the problem by presenting solutions (Tick 2007).
At the end of the PBL process, students are in-
volved in peer- and self-assessment.  The tutor
plays an important role in the PBL process and
therefore it is necessary to discuss the role of the
tutor in the PBL environment in more detail.

Role of the Tutor in PBL

It is clear that with the implementation of PBL
as teaching and learning strategy in the Geogra-
phy classroom, the role of the teacher changes
(Maudsley 1999).  According to Das et al. (2002)
and Tick (2007), the tutor in PBL tutorial ses-
sions is a coach or a guide who facilitates the
process of active learning by students and fos-
ters skills of problem-solving, critical and self-
directed learning.  Therefore, Groves et al. (2005)
emphasise that it is important that the tutor al-
low students to take responsibility for identify-
ing and addressing their own learning needs.
The tutor must be active and directive about the
learning process to assure that the group stays
on target and makes reasonable choices on
which issues to study (Donnelly and Fitzmaurice
2005).

In PBL tutorials, one tutor works with one
group of students to facilitate the learning pro-
cess.  Initially, the tutor takes a more active role
as students learn how to identify learning is-
sues arising from the problems and set goals

and objectives. The tutor assists students in
understanding the objectives of each theme,
identifying learning resources and collecting
information using a variety of resources.  The
tutor has to be aware of the learning needs of
the students to stimulate learning and encour-
age the students’ efforts and contributions (Das
et al. 2002). The tutor stimulates the discussion,
provides students with relevant content infor-
mation if needed, evaluates the progress, and
monitors the extent to which each group mem-
ber contributes to the group’s work.  Tutors
should engage actively in didactic conversations
with the students and provide appropriate scaf-
folds by asking questions, pushing for explana-
tions, checking for consensus, giving sugges-
tions, clarifying matters and continually assess
students’ current state of independent problem
solving (Maudsley 1999; Moore and Kain 2011;
Salinitri et al. 2015).

Dolmans et al. (2001) point out that effective
tutoring is a challenge to implement.  In various
studies, it is highlighted that tutors sometimes
resort to traditional direct instruction when they
experience difficulties in the group, listing learn-
ing issues for the students, providing resources
and even lecturing. Some studies show that tu-
tors are more willing to provide explanations,
simplify concepts and make connections for stu-
dents than to empower students to do these
things themselves (Wilkie 2004).  For many tu-
tors, it is easier to give answers than to ask ques-
tions and direct students to information sourc-
es.  These tutor behaviours, according to Moore
and Kain (2011), deprive the group of situations
that would result in elaboration, activation of
prior knowledge, and development of self-direct-
ed learning skills.  Hendry et al. (2003) point out
that a dominant tutor causes tension and con-
flict in groups, which leads to a lack of commit-
ment or absenteeism of students and, as such,
hinders the learning process.  An effective PBL
tutor knows when and how to intervene.  Tutors
should demonstrate interpersonal actions to
stimulate an adequate and effective climate
among students.  This implies that tutors should
know their own strengths and weaknesses and
they should be able to accept feedback, moti-
vate themselves, recognise problems in others
and show commitment to students (Dolmans et
al. 2003).  Roux (2009) states that tutors’ contin-
uous support is important, but the method or
approach the tutor uses should foster indepen-
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dence and critical thinking, rather than depen-
dence on the tutor, and the creation and sharing
of knowledge.

In literature, the results are contradictory as
to whether subject knowledge is necessary to
be an effective tutor in PBL tutorial sessions.
Caplow et al. (1997) found that tutorials led by
subject experts increased student achievement.
In another study, Kaufmann and Holmes (1998)
found no difference between tutorial groups
where some tutors functioned as content experts
and others not.  Groves et al. (2005) state that
both content knowledge and process facilita-
tion skills are necessary but individually not
sufficient qualities of effective tutors.

Context of the Study

The on-campus fourth-year Geography Ed-
ucation students of a university in South Africa
acted as tutors for the first- and second-year
Geography Education student groups during the
PBL tutorials.  The last three weeks of the first
semester and the first three weeks of the second
semester Geography modules in the first and
second year of the B.Ed. programme (in total six
weeks) were selected for the implementation of
PBL activities.  These modules have preset cur-
riculums, and each module is assessed by means
of a final examination.  The PBL activities were
aligned with the prescribed module outcomes
and implemented in one of the five study units
of each module.

The fourth-year Geography Education stu-
dent tutors had been involved in PBL activities
as students in their third-year Geography mod-
ule.  In their fourth year, in the Geography didac-
tic module, they also received training in the
form of a three-hour workshop about the role of
tutors in PBL tutorials and they had to work
through various articles and in particular had to
note the facilitation skills required of tutors.  In
their training, special reference was made to Az-
er’s article (Azer 2009) where the author discuss-
es the challenges facing PBL tutors as well as
giving tips for successful group facilitation.

This was the fourth-year Geography stu-
dents’ first introduction to acting as tutors in
PBL tutorial sessions.  They received the neces-
sary support and accompaniment.  The Geogra-
phy lecturer and the tutors met once a week to
discuss possible problems, challenges and facili-
tation issues.  Tutors made individual appointments

with the lecturer to give feedback on their experi-
ence in the facilitation of PBL tutorial sessions.

The Geography lecturers developed a multi-
ple solution problem based on Tick’s approach
(Tick 2007) for implementation in each of the
Geography modules.  The exposure to multiple-
solution problems followed Gallagher’s (1997)
position to assist students with the solving of
ill-structured problems with no single or correct
answer.  The students had to engage different
methods to decide on the ideal solution for these
open-ended and complex problems (Gallagher
1997).  The first- and second-year Geography
Education students had three weeks per module
to formulate solutions to the stated problems.
During this period, the first- and second-year
Geography Education students attended two
scheduled PBL tutorial sessions per week (each
tutorial session lasted 90 minutes) to assimilate
information and undertake group work in order
to present solutions to the problems.

The tutors set aside extra sessions for con-
sultation and group discussion as well as train-
ing during the aforementioned three-hour work-
shop.  The workshop preceded the implementa-
tion of the PBL learning experience and includ-
ed additional notes.  The presentation and notes
contained important information related to the
process of PBL, role expectations of the trainees
and tutor, readings on effective group process-
es and websites discussing PBL.

For this purpose, each tutor had to maintain
and update a learning journal.  The summary of
discussions in the learning journals reported the
feelings and perceptions of the tutors with re-
gard to the PBL tutorial sessions.  Examples of
these records were:

 • general perceptions about their first encoun-
ter as tutors in PBL;

 • facilitation skills that needed some devel-
opment;

 • problems and challenges they experienced
as tutors in the PBL tutorials sessions; and

 • value of tutorship in PBL.

METHODOLOGY

This qualitative case study design was con-
ducted within a philosophical framework with
social constructivism as foundation.  Social con-
structivism, a branch of constructivism, seeks
to understand the world in which participants
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function and focuses on the subjective mean-
ings of participants (Cresswell and Plano Clark
2011). The fourth-year Geography Education
students’ experiences and their perceptions of
their involvement as tutors in PBL tutorial ses-
sions with first- and second-year Geography
Education students were determined.  Merriam
(1998: 27) states that qualitative research based
on the case study design is an appropriate way
to provide a “holistic description and analysis
of a single instance, phenomenon, or social unit”,
and she defines the case in a qualitative case
study as “a thing, a single entity, and a unit
around which there are boundaries”. The present
case study aimed to understand a human experi-
ence, namely Geography student tutors’ experi-
ences in PBL tutorial sessions, by interpreting
the viewpoints and opinions of those who expe-
rienced it.

Data Collection

The researcher collected data from two
sources:  semi-structured individual interviews
with tutors and tutors’ learning journal entries.

The semi-structured individual interviews
with tutors occurred within a month after the
participants’ involvement as tutors in the PBL
tutorial sessions (Leedy and Ormrod 2001).  Tu-
tor interviews concentrated primarily on the tu-
toring experience based on four themes:  gener-
al aspects of PBL tutorials, the value and reward
of acting as tutors, tutors’ perceptions of wheth-
er subject knowledge is necessary for effective
facilitation skills, as well as challenges and prob-
lems that hinder effective tutor facilitation in PBL
tutorial sessions.  The recording of the inter-
view data took place by means of note-taking
and audio recording (De Vos et al. 2005).

Demographically, the interview sample con-
sisted of 12 tutors, six male and six female stu-
dents.  In a short introduction, before each in-
terview started, the researchers briefly clarified
the purpose of the interview and asked permis-
sion to audiotape the interview.  The research-
ers also emphasised the confidentiality of the
data.  The researchers explained the interview
procedure, obtained informed consent, took
notes, asked for additional clarification when
necessary and audio-recorded the interviews. A
Geography Education lecturer, experienced in
small group teaching, moderated the interviews.

Keeping a learning journal is a well-docu-
mented means by which student teachers can
reflect on their developing practice and experi-
ences (Ezati et al. 2010).  The learning journals of
the Geography student tutors (n=25) were ex-
amined in the study.  Tutors were required to
make at least two journal entries each week.
These entries, containing the tutors’ reflection
regarding their experiences in PBL tutorial ses-
sions, were used to compile data.  In the learn-
ing journals, the tutors had to focus on the same
four themes as mentioned in the semi-structured
interviews.

Data Analysis

The data, consisting of transcribed semi-
structured interviews and journal entries, were
analysed using a thematic analysis.  The tran-
scripts were read and initially coded according
to the four prescribed themes as mentioned
above.  Trustworthiness was enhanced by in-
dependent reading and coding by a fellow Ge-
ography lecturer.  The summaries of the semi-
structured interviews were sent to the student
tutors for participant verification.

Participants

The participants in this study comprised 25
of the 31 fourth-year undergraduate Baccalau-
reus Educationis (B.Ed.) Geography Education
students of a university in South Africa.  The
tutors’ ages ranged between 22 and 23 years.  A
total of 10 male and 15 female tutor students
accepted the invitation to participate in the
study.  Of the participants, 24 were Afrikaans-
speaking. Afrikaans is the medium of instruc-
tion at the North-West University (Potchef-
stroom campus) (Afrikaans is one of the official
languages of South Africa and was also the
home language of most of the students.

Ethical Considerations

This study took place within the PBL sub-
project as part of the self-directed learning (SDL)
project at North-West University.  The SDL
project was approved by the university’s ethics
committee and complied with all the ethical reg-
ulations of the university.  The participants had
to provide written consent that the information
could be used in this study.  Participation was
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free and voluntary, and any participant could
withdraw at any time.

FINDINGS  AND  DISCUSSION

The significance of this study is that it aimed
to promote the involvement of Geography stu-
dent tutors in facilitating PBL tutorial sessions
to familiarise them with learner-centred instruc-
tional approaches.  Based on the analytical re-
sults, the researcher were able to make a number
of interpretations to address their research ques-
tions.  In this section, the major findings of the
current study are organised according to the
predetermined themes and illustrated with typi-
cal instances.

Geography Tutors’ Experiences and
Perceptions of General Aspects on Tutoring
in PBL Tutorial Sessions

For most of the fourth-year Geography stu-
dent tutors, this was their first encounter with
acting as tutors in the PBL tutorial sessions for
first- and second-year Geography students.
From the interviews with tutors as well as the
entries in tutors’ learning journals, it is evident
that the majority of tutors were unsure, anxious
and nervous at the beginning of the sessions.

The tutors agreed that, with time, their self-
confidence in the execution of their task grew.
Some of the tutors’ remarks made during the in-
terviews and their learning journal entries sum-
marise this well, “Although I was nervous at the
start of the PBL experience, I looked forward a
lot to working with the Geography students.  As
the tutors and students got to know one anoth-
er better, the cooperation between the role-play-
ers improved” (Learning journal:  Male tutor 11).
Some of the tutors pointed out that the avail-
ability of the lecturers for advice and support
was comforting as well as essential.  One of the
tutors wrote, “After I made an appointment with
the lecturer and discussed my concerns with
him, I relaxed and was at ease” (Learning jour-
nal:  Male tutor 13).  Another tutor supported
this view and stated as follows, “I was unsure
about my role as tutor in the PBL tutorial ses-
sions, could discuss it with the lecturer” (Inter-
view:  Female tutor B).  Williams (2011) confirms
this uncertainty among tutors and ascribes it to
the fact that tutors are not aligned to PBL in
their pedagogical beliefs and they find it diffi-

cult to be confident that they are actually prac-
tising PBL as intended.  Jung et al. (2005) also
emphasise that novice tutors value discussions
with an expereinced mentor before and after tu-
torial sessions, and learn about tutoring through
storytelling.

Some of the tutors referred to their theoreti-
cal background regarding facilitation in their
training as the reason why they enjoyed the fa-
cilitating.  One male tutor wrote, “Because I was
properly trained in the workshop to act as tutor,
the uncertainty and anxiety quickly disappeared
with time” (Learning journal:  Male tutor 7).  This
remark corresponds with the findings by Jewell
et al. (2013), where tutors reported that after com-
pleting the tutor training workshop, they felt
prepared to apply their new skills in the areas of
problem-based learning, interprofessional edu-
cation, facilitation, evaluating PBLs, practice
strategies for PBL, case discussions, PBL case
design, and collaborative team building.  In this
regard Setterud et al. (2015) stated that it may
take time for tutors to feel comfortable in facili-
tating PBL tutorial sessions.

Although the majority of tutors were of the
opinion that they possessed sufficient theoret-
ical background about facilitation, not all were
convinced that sufficient focus was placed on
the development of facilitation skills in their train-
ing as teachers.  One tutor remarked, “As edu-
cation students, we did work together in coop-
erative learning environments, but the lecturers
do not facilitate the cooperative learning envi-
ronment as recommended in the literature.  My
involvement with the PBL tutorial sessions how-
ever removed my misconceptions about the tu-
tor’s role” (Interview:  Male tutor A).

Only one of the tutors held negative percep-
tions and experiences about her involvement as
tutor.  She stated, “Personality differences be-
tween me and the group members made my role
as tutor in the PBL tutorial sessions difficult. In
the group, the students adhered to the expecta-
tion that the relevant lecturer had to lead the
tutorial sessions and not a student.  After the
lecturer explained the reasons for the use of tu-
tors to us as a group, the students accepted me
as tutor” (Interview:  Female tutor G).  Williams
(2011) also points out that tutors can be influ-
enced by their personal experiences as tutors in
cooperative learning environments and this can
shape their views of their role as a tutor.  These
findings concur with Hendry et al. (2002) who
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say that the more a tutor facilitates tutorial ses-
sions, the more highly the students’ rate the tu-
tor’s effectiveness in all aspects.

Value of Being Involved As Student Tutors

In general, most tutors believed that their
involvement in the PBL tutorial sessions gave
them valuable and meaningful learning experi-
ences.  Most of the tutors agreed that after their
performance as tutors they had more self-confi-
dence to implement PBL and cooperative learn-
ing in their classrooms.  The following sub-
themes were identified from the interviews and
learning journals and support the value of their
involvement as tutors in PBL tutorials in the dif-
ferent Geography modules.

Improvement of Facilitation Skills

In the interviews, the tutors emphasised that
not only for them but also for most of the Geog-
raphy Education students it was a new teach-
ing–learning experience. “To support the group
members, the tutor had to initially take the lead
to have students work together effectively in
group context.  With time the responsibilities
were passed on to the group leader and group
members” (Interview:  Male tutor E).  Another
tutor put it as follows, “Only when you perform
as tutors, you as student become aware of the
demands facilitation in cooperative working en-
vironments make on you.  It is easy to transfer
information to students, but to facilitate group
sessions and pass on the responsibility for teach-
ing to learners, make greater demands on you as
tutor (Interview:  Female tutor J).

With reference to the PBL process, most of
the tutors agreed that the first-year students
struggled with demarcation of the problem as
well as formulation of the learning issues.  One
tutor said, “I as tutor had to in particular provide
sufficient guidance regarding demarcation of the
problem and formulation of learning issues.
Asking questions, giving feedback on efforts
and where necessary explanations were used to
help students” (Learning journal:  Female Tutor
8).  With time, as students became familiar with
the PBL process, tutors indicated that facilita-
tion of the students in the tutorial sessions be-
came easier and less challenging.  In the follow-
up PBL activities, tutors indicated, “group mem-
bers realised that formulating learning issues for

the problem and finding solutions to the prob-
lem, looking for sources, etc. were their own re-
sponsibility and not the tutor’s” (Interview:  Male
tutor E).  In this regard, Das et al. (2002) state
clearly that initially the tutors have to take a
more active role as students learn how to identi-
fy learning issues arising from the problems and
set goals and objectives.  This conduct by tu-
tors correlates with what Wilkie (2004) points
out, namely that novice tutors tend to be quite
directive in their practices.  With time, tutors
become less directive and give students space
to explore the problem.

The tutors pointed out that the assessment
rubric, which the students of the different groups
had to complete to assess the student tutors’ fa-
cilitation skills, provided the tutors with the nec-
essary guidelines and valuable feedback, as is
evident from the following remark, “Although it
is not always pleasant when group members show
up your shortcomings as tutor, it was of great
value and in the second PBL experience, I could
address the identified shortcomings” (Learning
journal:  Female tutor 18).  The necessity for con-
structive feedback to tutors is supported by Azer
(2009: 243), who argues, “without constructive
feedback, there will be no champions”.

The tutors indicated that their involvement
as tutors definitely challenged their perceptions
about Geography teaching and learning.  One
tutor put it as follows, “My involvement in PBL
tutorial sessions made me reflect about my own
point of view regarding the teaching and learn-
ing of Geography.  I realise the value of cooper-
ative learning in groups.  I have already imple-
mented PBL with great success with learners in
the Geography classroom during the practical
teaching period” (Interview:  Female tutor I).
These findings are supported by McCaughan
(2008) in that that the tutors’ involvement in PBL
changed their pedagogical beliefs.  Wilkie (2004)
states that tutors experiencing the dialogic na-
ture of PBL promote changes from using a teach-
er-centred approach with little dialogue between
students to a student-centred approach where
dialogue between students predominates.

Holistic Interdisciplinary View of the
Geography Themes Discussed in PBL

The implementation of PBL as teaching–
learning strategy contributed to tutors and stu-
dents having a holistic view of the geography
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topic/theme discussed in the PBL tutorial ses-
sions.  Some of the tutors referred to this perti-
nently in their learning journals.  One journal
entry puts it as follows, “The implementation of
PBL in Geography modules contributes to the
solving of the problem, necessitating students
to integrate information from other sub-disci-
plines of Geography and even other subjects”
(Journal entry:  Male tutor 7).  In the interviews,
one of the tutors remarked, “Students consult
different sources, read wider about the theme
and listen to different views and perceptions of
fellow group members about the theme” (Inter-
view:  Female tutor J).  Another tutor offered the
following comment, “In the tutorial sessions,
students definitely discussed the theme wider
and deeper than I had done in my first or second
year modules” (Interview:  Male tutor E).  In this
regard, Sproken-Smith (2005) states that PBL can
definitely assist students to see the interdisci-
plinary nature of Geography.  Chappell (2006)
mentions that the transition to PBL can prevent
the restrictive nature of modularity that causes
students to dissociate knowledge and skills de-
veloped in one module from the activities in an-
other.  Margetson (2000) points out that PBL
can lead to a lateral, holistic curriculum design
with learning as an integration of knowledge,
understanding and practice in increasingly larg-
er and coherent wholes.

Tutors’ Involvement in Tutoring Enhances
Their Learning and Understanding of the
Theme

A very interesting remark that came to the
fore during the interviews indicated that some
of the tutors were of the opinion that their in-
volvement with the PBL tutorial sessions led
them to understand the learning content of the
themes in the PBL activities even better.  Possi-
ble reasons for this were summarised by one of
the tutors as follows, “As tutor, I made certain
before each PBL tutorial session that I was up to
date with the learning issues that the students
had to discuss.  I searched for sources about
the theme myself and read through them to offer
the group members the necessary support and
facilitation” (Interview:  Male tutor L).  Another
tutor provided some detail as to why she under-
stood the theme better, “Apart from preparing
me thoroughly for the tutorial session, group
members also consulted different sources about

the theme. In the PBL tutorial sessions the theme
was read and discussed in detail. Group mem-
bers debated about certain issues and as tutor I
in some cases became a co-learner in the group”
(Learning journal:  Female tutor 6).  In this re-
gard, Wells, Warelow and Jackson (2009) em-
phasise that tutors are able to resource their own
support, whether it be through reading material,
research or the assistance of academic col-
leagues.  The findings from this study concur
with Lekalakala-Mokgele’s (2010) view that PBL
facilitators and students can work together as
co-learners and in this way empower students
to take responsibility for their learning.

Social and Cognitive Congruencies
between Tutors and Students

In the interviews, some of the tutors referred
to the fact that the group members felt more con-
fident in the tutorial sessions to ask questions
about certain topics and they were not shy to air
their views or comment on fellow group mem-
bers’ feedback, as would have been the case
had the lecturer acted as tutor.  A remark by a
tutor during the interview confirms this, “The
tutorial sessions were a lot more informal, fun
and relaxed” (Male tutor A).  Another tutor high-
lighted, “Group members definitely had more
confidence to ask me questions, or make remarks
because I acted as student tutor” (Interview:
Male tutor E).  One tutor summarised it well in
her learning journal, “Students preferred to dis-
cuss possible conceptual and subject problems
with me as tutor.  It was easy for me as a student
tutor to associate with the problems that stu-
dents experienced and to support them” (Female
tutor 8).

Some of the tutors also pointed out that they
were students who not long ago had to deal
with some of the themes in the Geography mod-
ules, making it easier for them to help the stu-
dents with problems.  These remarks resonate in
the theory-based assumptions that students
benefit from being taught by student tutors be-
cause of cognitive and social congruence (Ten
Cate and Durning 2007). Williams (2011) refers
to the fact that younger tutors are not so very
different in age to the students, and may be lin-
guistically more aligned with them and more
aware of issues relating to adolescence.  De Grave
et al. (1990) are of the opinion that student tu-
tors might be able to understand student prob-
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lems, assess prior knowledge and explain con-
cepts using language and examples which stu-
dents understand better than those used by
lecturers.

Problems and Challenges That Student Tutors
Experience

It was clear that the tutors were taken out of
their comfort zone, and that the new learning
environment challenged them.  Emanating from
feedback from the participants, problems and
challenges that student tutors experience can
be divided into three categories, namely uncer-
tainty of tutors and students with the implemen-
tation of PBL, Geography education students’
conduct towards and expectations of the stu-
dent tutor, and the logistical problems experi-
enced by tutors with the implementation of PBL.

Uncertainty of Tutors and Students with the
Implementation of PBL

As mentioned earlier, it was a first encounter
for both the tutors and students as role-players
in a PBL environment.  It was understandable
that tutors as well as students would initially be
uncertain about what was expected of them.
Some of the uncertainties mentioned by the ma-
jority of tutors included, “In the beginning stu-
dents expected the tutor to do everything for
them, while as tutor I also wanted to do too much
for them.  In the meeting with the Geography
lecturer, the roles of the tutor, group leaders and
group members were emphasised.  I had to re-
mind myself that my role as tutor differed from
what I was used to.  It took a while for me to act
as facilitator in the learning process” (Learning
journal:  Male tutor 11).

Some of the Geography tutors indicated that
they were initially unsure about how deep and
wide information had to be sought to solve the
problem. One tutor put it as follows, “I was es-
pecially unsure about when and how much
assistance and advice I had to give the students.
Sometimes I felt that the group did not address
the problem fully, did not obtain enough infor-
mation, and should have formulated more solu-
tions to the problem” (Interview:  Male tutor H).
Tutors did not always possess all the knowl-
edge and information about the specific theme.
One tutor stated, “I was not always sure if I was
giving the students the correct answers or guide-

lines” (Interview:  Female tutor J).  Maudsley
(1999) states clearly that it should not be expect-
ed of tutors to be experts in all areas relating to
the problem.  These findings concur with those
of Williams (2002), who states that faculty tu-
tors also express a high degree of uncertainty.
In view of this, Al-Drees et al. (2015) highlighted
the importance of proper initial tutor training for
deep and meaningfull learning in PBL tutorial
sessions.

Most of the tutors agreed that the PBL pro-
cess took some time and that students some-
times had to exceed the time planned for the
tutorial session.  One tutor stated, “Our group
met a lot more than the two tutorial sessions per
week.  When group members mentioned certain
matters, in some cases it was necessary to first
read up about it more widely.  It sometimes felt
as if we were progressing too slowly” (Inter-
view:  Male tutor A). Another tutor put it as fol-
lows, “There also is a fine balance between al-
lowing students to discuss the theme in depth
and intervening.  I believe that as a tutor gains
more experience, his/her faciliatative skills will
also improve” (Female tutor G).  These findings
by tutors are also emphasised by Alexson and
Kemnitz (2001), namely that the PBL activity can
be time-consuming and can take on a life of its
own as students raise questions that lead to
more questions.  The authors also point out that
it is important for the tutor to keep the group
members focused and on track.  Snyder and Sny-
der (2008) state that when the focus is on learn-
ing, students should be given the freedom to
explore content, analyse resources and apply
information.

The Conduct and Expectations of the
Geography Education Students

In several cases, the tutors pointed out in
the interviews and in the learning journals that it
was clear from the students’ conduct and expec-
tations that they expected a traditional behav-
iouristic approach from the tutor.  Some of the
tutors’ entries in their learning journals confirm
these expectations.  “Some of the Geography
students in my PBL group expected me to fill the
traditional role of a teacher and explain the learn-
ing content to them.  With time the students
realised they were responsible for their own learn-
ing, and that the tutor merely acts as facilitator
and companion” (Male tutor 11).  Another entry
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supports this remark, “Some of the group lead-
ers also shifted their responsibilities on to the
tutors.  I constantly made the PBL group aware
of the PBL process and of the different roles
that each had to fill in the PBL” (Female Tutor
18).

In the interviews, the conduct of certain stu-
dents in some of the groups was highlighted by
the tutors, namely:

 • “In certain groups, group members distrust-
ed the tutor and fellow students, and want-
ed the lecturer to present the class” (Male
tutor A).

 • “Some of the group members did not come
to the PBL tutorial session prepared” (Male
tutor E).
— “Some of the group members did not turn

up for the tutorial sessions” (Female tu-
tor J).

— “Group members expected the tutors to
do all the work for them.  This led to
dissatisfaction between the different
role-players” (Male tutor L).

— “When group members reported back
as a group in the PBL tutorial sessions,
they spoke to me as tutor and not to the
group members” (Female tutor G).

Tutors’ learning journal entries concurred
with the above statements made during the in-
terviews.  The literature indicates the problem of
group dynamics, including that some students
do not like to work in groups (freeloaders), time-
consuming activities (Pepper 2009; Sproken-
Smith 2005), lack of direction and uncertainty in
the PBL task (Pepper 2009), the difficulty of some
students to find solutions to the problems, and
the uncertainty of others to find the correct and
final answers or information collected, since the
tutor only guides without lecturing or providing
information (Cheong  2008).

Where more than one of the students were
absent or students were not prepared for the
tutorial session, the group could not continue.
Some of the tutors reported handling the prob-
lem as follows, “To save time I as tutor explained
the content to them with a short lecture” (Learn-
ing journal:  Female tutor 13).  Roux (2009) also
indicates that the students in her study did not
prepare well for the tutorial sessions and placed
unnecessary pressure on the tutors.  According
to her, this could lead to tutors falling back on
traditional direct instruction to convey informa-
tion to students.

Logistical Problems

It was clear that the study university faculty
did not have the necessary infrastructure to sup-
port the PBL tutorial sessions.  Some of the logis-
tic problems pointed out by tutors in their inter-
views and in their learning journals included:

 • “We always had to change our meeting plac-
es because suitable venues, classrooms or
offices were not always available on cam-
pus” (Learning journal:  Female tutor 8).
— “To accommodate both the tutors and

the PBL groups within the existing time-
table, alternative times and venues had
to be scheduled for the PBL tutorial ses-
sions.  It was the tutors’ task in collab-
oration with the group leaders to inform
the group members in time” (Interview:
Female tutor B).

— “Extra-mural activities of students ham-
pered meeting as a group” (Learning
journal:  Male tutor 7).

The above logistical problems experienced
in this study, are also reported in the literature.
Perkins et al. (2001) also highlight that students
increasingly have to juggle academic and work
commitments, and finding times when the entire
group can meet to plan preparation can be diffi-
cult.  Zanoli et al. (2002) mention that the exter-
nal factor affecting the tutorial sessions indi-
cates that students are involved in too many
parallel activities (study groups, scientific re-
search projects, student organisations, etc.).
They point out that problems arise when stu-
dents are involved in several activities at the
same time.  Students need to balance their aca-
demic, political, sports and leisure activities and
should try not to have these disturb their partic-
ipation in their tutorials.

Is Subject Knowledge Necessary to Act as
Tutor?

The literature contains diverse opinions
about whether subject knowledge is necessary
to act as tutor in PBL tutorial sessions.  During
the interviews, all the tutors indicated that the
fact that Geography was their major subject con-
tributed to their meaningful inputs and accom-
paniment during the tutorial sessions.  One of
the tutors summarised their sentiment very well,
“I would go so far as to say that it would not be
possible to give effective accompaniment, in-
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puts and feedback in cooperative learning envi-
ronments if you do not possess the necessary
subject knowledge.  You can ask more signifi-
cant and meaningful questions and offer the
necessary support to group members if you are
a subject expert” (Learning journal:  Male tutor
5).  Another tutor however directed a warning to
tutors who possess the necessary subject knowl-
edge, “Although I think the tutor should pos-
sess the necessary subject knowledge about the
theme, I as tutor had to be careful not to explain
or give the information to the students, but rath-
er to facilitate the learning process.  I am of the
opinion that in certain cases, subject knowledge
can counteract effective facilitation of the PBL
process” (Interview:  Female tutor B).

The tutors’ perception was that content ex-
perts facilitate the tutorial sessions better.  In
their research, Boon et al. (1993) found that the
tutor’s expertise in the subject matter does play
a role in student learning, particularly when it is
the students’ first encounter with PBL as a teach-
ing and learning strategy, or, as Schmidt et al.
(1994) points out, when students’ prior knowl-
edge of a topic or theme is lacking.  Hmelo-SiIv-
er and Barrows (2006) state that tutors use their
expertise by asking pertinent questions that scaf-
fold student learning through modelling and
coaching.  In their study, Ates’ and Eyrilmaz
(2015) found that the tutors, who were the con-
tent experts, intervened the group discussions
more frequently than the non content expert tu-
tors.  The researcher agrees with Das et al. (2002),
Groves et al. (2005), Hmelo-Silver and Barrows
(2006) and Couto et al. (2015) that the tutor’s
subject knowledge is an important factor in stu-
dents’ knowledge construction.  However, it is
important to take note of the warning by Kauf-
man and Holmes (1998) that content expert tu-
tors can have a difficult time with the role of
tutor and tend to provide more explanations of
case content.

CONCLUSION

The overall aim of the present study was to
determine Geography student tutors’ perception
and experiences of acting as student tutors for
first- and second-year Geography students.  The
findings indicate that fourth-year Geography
Education student tutors had positive learning
experiences in their facilitation of tutorial ses-

sions with first- and second-year Geography
students.  Involving the student tutors in the
PBL tutorials was time well spent on their train-
ing as teachers to enhance their facilitative
skills as future educators.  The results of this
study may be valuable for other subject groups
using student tutors as part of their education-
al activities.

RECOMMENDATIONS

With regard to the involvement of geogra-
phy student tutors in facilitating PBL tutorial
sessions to familiarise them with learner-centred
instructional approaches, the following recom-
mendations can be made:

 • The implementation of PBL and the use of
student tutors should continue and  be ex-
tended to other subject groups in the B.Ed.
programme.

 • The university and faculty management
should render the necessary support to
make PBL environments possible, for ex-
ample providing the necessary venues  and
synchronising timetables of different year
groups in the B.Ed. programme.

 • It is of the utmost importance that the stu-
dent teachers who act as student  tutors
receive the necessary training, after which
the lecturer should still play an  accompa-
nying role and act as mentor for tutors in
facilitating PBL tutorial sessions.

 • Feedback from the lecturer and the group
members after the tutor had performed i s
necessary to develop student tutors’ facil-
itation skills further.  Video  recordings of
the different groups’ PBL tutorial sessions
can be made to enable the lecturer and fel-
low tutors to give input and feedback and
in this way develop the tutors’ ability to
reflect on their facilitation skills.

 • As the PBL tutorial sessions present the
first-year students with a new learning  ex-
perience and because they do not always
possess the necessary prior knowledge of
the themes, it is recommended that tutors
should possess the  necessary subject
knowledge.

 • Community of practice may provide a vehi-
cle for student tutors to assist them  fur-
ther in the effective facilitation of PBL tu-
torial sessions.



PROBLEM-BASED LEARNING TUTORIAL SESSIONS 31

REFERENCES

Alexander G, Le Roux N, Hlalele D, Daries G 2010. Do
educators in the Free State province engage learn-
ers via outcomes based teaching styles? Journal of
Social Sciences, 24(1): 15-22.

Alexson RG, Kemnitz C 2001. The world bank scenar-
io – A problem-based learning activity in Human
Geography and Earth Science.  Planet, Special Edi-
tion Two,  25-26.

Al-Drees AA, Khalil M, Irshad M 2015.  Students’ per-
ception towards the problem based learning tutorial
session in a system-based hybrid curriculum.  Saudi
Medical Journal, 36(3): 341-348.

Ates O,  Eryilmaz A 2015. Analysis of problem-based
learning implementations: Students’ and tutors’ per-
ceptions and actions.  Journal of Theory and Prac-
tice in Education, 11(3): 816-833.

Azer SA 2009. Problem-based learning in the fifth,
sixth and seventh grades:   Assessment of students’
perceptions. Teaching and Teacher Education,
25(8):  1033-1042.

Boon L, Moust JH, Van der Arend A, Kokx I, Schmidt
HG 1993.  Influence of tutor’ subject-matter exper-
tise on student effort and achievement in problem-
based learning. Academic Education, 68(10): 784-
791.

Burch K 2001. PBL, politics, and democracy.  In:  BJ
Duch, SE Groh, DE Allen (Eds.): The Power of Prob-
lem Based Learning. Sterling: Stylus, pp. 193-205.

Caplow JA, Donaldson JF, Kardash C, Hosokawa M
1997. Learning in a problem-based medical curricu-
lum: Students’ conceptions. Medical Education,
31(6):  440-447.

Chappell A 2001. Challenging the teaching conven-
tion in geography using problem-based learning.
Planet, Special Edition Two, 18–22.

Chappell A 2006. Using the “grieving” process and
learning journals to evaluate students’ responses to
problem-based learning in an undergraduate geogra-
phy curriculum. Journal of Geography in Higher
Education, 30(1): 15-31.

Cheong F 2008.  Using a problem-based learning ap-
proach to teach an intelligent systems course. Jour-
nal of Information Technology Education, 7(1):
47-60.

Cresswell JW,  Plano Clark VL 2011.  Designing and
Conducting Mixed Methods Research. 2nd Edition
Los Angeles:  Sage.

Couto LB, Bestetti RB, Restini CBA, Faria M, Ramao
GS  2015.  Brazilian Medical Students’ Perceptions
of Expert versus Non-Expert Facilitators in A (Non)
Problem-Based Learning Environment.  Med Educ
Online 20: 26893 – From <http://dx.doi.org/
10.3402/meo.v20.26893> (Retrieved on 28 Sep-
tember 2015).

Das M, Mpofu DFS, Hasan MY, Stewart TS 2002. Stu-
dent perceptions of tutor skills in problem-based
learning tutorials. Medical Education, 36(3): 272-
278.

De Grave WS, De Volder MS, Gijselaers WH, Damoi-
seaux V 1990. Peer teaching and problem-based
learning: Tutor characteristics, tutor functioning,
group functioning, and student-achievement. In: ZM
Nooman, HG Schmidt (Eds.): Innovation in Medi-

cal Education:  An Evaluation of its Present Status.
New York:  Springer, pp. 123–135.

De Vos AS, Strydom H, Fouche CB, Delport CSL 2005.
Research at Grass Roots: For the Social Sciences
and Human Service Professions. 3rd Edition. Preto-
ria:  Van Schaik.

De Waal E, Grösser MM 2009. Safety and security at
school: A pedagogical perspective.  Teaching and
Teacher Education, 25(5):  697-706.

Dolmans DH, Wolfhagen IH, Van der Vleuten CP,
Wijnen WH 2001. Solving problems with group
work in problem-based learning: Hold on to the
philosophy. Medical Education, 35(9):  884–889.

Dolmans DHJM, Wolfhagen HAP, Scherpbier AJJA,
Van Der Vleuten CPM 2003.  Development of an
instrument to evaluate the effectiveness of teach-
ers in guiding small groups.  Higher Education, 46(4):
431-446.

Donnelly R, Fitzmaurice M 2005. Collaborative
project-based learning and problem-based in Higher
Education:  A consideration of tutor and student
roles in learner-focused strategies. In:  G O’Neill, S
Moore,  B  McMullin (Eds.): Emerging Issues in the
Practice of University Learning and Teaching, Dub-
lin: AISHE, pp. 87-98.

Ezati B, Ocheng M, Ssentamu P, Sikyou L 2010.  En-
hancing the quality of student teachers’ practices
through reflective journal writing during school prac-
tice.  Perspectives in Education, 28(2):  31-40.

Fournier EJ 2002. World regional geography and prob-
lem-based learning: Using collaborative learning
groups in an introductory-level world geography
course. Journal of General Education, 51(4):  293-
305.

Fryenius A, Bjorn B, Silen C 2005. Lectures in prob-
lem-based learning – Why, when and how? An ex-
ample of interactive lecturing that stimulates mean-
ingful learning.  Medical Teacher, 27(1): 61-65.

Gallagher SA 1997.  Problem-based learning:  Where
did it come from, what does it do, and where is it
going? Journal for the Education of the Gifted,
20(4): 332-362.

Grosser M, De Waal E 2008.  Recentering the teacher:
From transmitter of knowledge to mediator of learn-
ing.  Education as Change, 12(2): 41-57.

Groves M, Règo P, O’Rourke P, Gordon J 2005.  Tu-
toring in Problem-based Learning Medical Curricu-
la:  The Influence of Tutor Background and Style
on Effectiveness.  BMC Medical Education, 5(20).
From <doi: 10.1186/1472-6920-5-20>  (Retrieved
on 23 April 2011).

Hendry GD, Phan H, Lyon PM, Gordon J 2002.  Stu-
dent evaluation of expert and non-expert problem-
based learning tutors.  Medical Teacher, 24(5): 544-
549.

Hendry GD, Ryan G, Harris J 2003. Group problems in
problem-based learning. Medical Teacher, 25(6):
609–616.

Hmelo-Silver C, Barrows HS 2006.  Goals and strate-
gies of a problem-based learning facilitator.  Inter-
disciplinary Journal of Problem-based Learning,
1(1): 21–39.

Hmelo-Silver CE 2004. Problem-based learning:  What
and how do students learn? Educational Psycholo-
gy Review, 16(3): 235-266.



32 AUBREY GOLIGHTLY

Järvelä S 2006.  Personalised learning? New insights
into fostering learning capacity. In:  OECD-CERI
(Eds.): Personalising Education. Paris:  EECD-
CERI, pp. 31-46.

Jewell LM, D’Eon MM, McKee N, Proctor P, Trinder
K 2013. Tutor experiences with facilitating inter-
professional problem-based learning. Journal of
Research in Interprofessional Practice and Educa-
tion, 3(2): 1-23.

Jung B, Tryssenaar J, Wikins S 2005. Becoming a tu-
tor: Exploring the learning experiences and needs
of novice tutors in a PBL programme. Medical
Teacher, 27(7): 606–612.

Kaufman D, Holmes B 1998. The relationship of tu-
tors’ content expertise to interventions and per-
ceptions in a PBL medical curriculum. Medical Ed-
ucation, 32(3): 255–261.

Kwan T 2008.  Evaluation of the learning experiences
of using different modes of problem-based learning
in an initial teacher education programme. Asia-
Pacific Journal of Teacher Education, 36(4): 323-
343.

Lam DOB 2009.  Impact of problem-based learning on
social work students: Growth and limits. British Jour-
nal of Social Work, 39(8): 1499-1517.

Leedy PD, Ormrod JE 2001.  Practical Research. Plan-
ning and Design, 7th Edition. New Jersey:  Merrill
Prentice Hall.

Lekalakala-Mokgele E 2010.  Facilitation in problem-
based learning:  Experiencing the locus of control.
Nurse Education Today, 30(7): 638-642.

Margetson D 2000. Depth of understanding and excel-
lence of practice: The question of wholeness and
problem-based learning. Journal of Evaluation in
Clinical Practice, 6(3): 293–303.

Maudsley G 1999. Roles and responsibilities of the prob-
lem based learning tutor in the undergraduate medi-
cal curriculum. British Medical Journal, 318(7184):
657-661.

McCaughan KL 2008.  Problem Based Learning Tu-
tors’ Beliefs and Challenges.  Doctor of Education,
Burnaby:  Simon Frazer University.

Merriam SB 1998.  Qualitative Research and Case
Study Applications in Education. San Francisco:
Jossey-Bass Publishers.

Moore T, Kain DL 2011. Student tutors for problem-
based learning in dental hygiene: A study of tutor
actions.  Journal of Dental Education, 75(6): 805-
816.

O’Donnell AM 2006.  The role of peers and group
learning. In:  P Alexander, P Wine (Eds.): Hand-
book of Educational Psychology.  2nd Edition.
Lawrence Erlbaum, Mahwah, NJ. pp. 781-802.

Pawson E, Fournier E, Haigh M, Muniz O, Trafford J,
Vajocski S 2006 Problem-based learning in Geogra-
phy:  Towards a critical assessment of its purposes,
benefits and risks.  Journal of Geography in Higher
Education, 30(1): 103-116.

Pepper C 2009.  Problem-based learning in science.
Issues in Educational Research, 19(2):  128-141.

Perkins CM, Evans M, Gavin H, Johns J, Moore J
2001. Fieldwork and problem-based Learning, Plan-
et, Special Edition Two,  27-28.

Roberts GW 2010. Advancing new approaches to learn-
ing and teaching. Introducing appreciative inquiry
to a problem based learning curriculum.  The Jour-
nal of Applied Research in Higher Education, 2(1):
16-24.

Roux C 2009.  Holistic curriculum development: Tu-
toring as a support process. South African Journal
of Education, 29(1): 17-32.

Salinitri ED, Wilhelm, SM, Crabtree BL 2015. Facili-
tating Facilitators:  Enhancing PBL through a Struc-
tured Facilitator Development Program. Interdisci-
plinary Journal of Problem-based Learning, 9(1).
From < http://dx.doi.org/10.7771-5015.1509> (Re-
trieved on 11 August 2015).

Schmidt HG, Van der Arend A, Koks I, Boon L 1994.
Peer versus staff tutoring in problem-based learn-
ing.  Instructional Science, 22(4): 279-285.

Setterud H, Johansson M, Edgren G, Amnèr G, Persson
E, Segersten U, Uhlin L, Lidskog M  2015. Courses
for tutors in problem-based learning. Current chal-
lenges at four Swedish universities. Högre utbildn-
ing, 5(1): 47-64.

South Africa. Department of Education 2003. Nation-
al Curriculum Statement Grades 10-12. Pretoria:
Department of Education.

South Africa Department of Higher Education and Train-
ing 2011a.  National Qualifications Framework Act
No. 67 of 2008: Policy on the Minimum Require-
ments for Teacher Education Qualifications (Notice
583 of 2011). Government Gazette, 553 (34467):
1-64.

South Africa Department of Education 2011b. Curric-
ulum and Assessment Policy Statements. Pretoria:
Government Printing Works.

Snyder LG, Snyder MJ 2008.  Teaching critical and
problem solving skills. The Delta Pi Epsilon Jour-
nal, 1(2): 90-99.

Sproken-Smith R 2005. Implementing a problem-based
learning approach for teaching research methods in
geography.  Journal of Geography in Higher Edu-
cation, 29(2): 203-221.

Ten Cate OJ, Durning S 2007. Dimensions and psy-
chology of peer teaching in medical education.  Med-
ical Teacher, 29(6): 546-552.

Tick A 2007. Application of Problem-based Learning
in Classroom Activities and Multimedia. Paper pre-
sented at the 5th Slovakain Hungarian Joint Sym-
posium on Applied Machine Intelligence and In-
formatics in Poprad, Slovakia, 25-26 January, 2007.

Veldman FJ, Mokhele NEI, De Wet MA, Bouwer WAJ
2008. Can engineering education in South Africa
afford to avoid problem-based learning as didactic
approach? European Journal of Engineering Edu-
cation, 33(5-6): 551-559.

Wells SH, Warelow PJ, Jackson KL 2009. Problem
based learning (PBL):  A conundrum. Contemporary
Nurse, 33(2): 191–201.

Wilkie K 2004.  Becoming facilitative:  Shifts in lec-
turers’ approaches to facilitating problem-based
learning. In: M Savin-Baden, W Wilkie (Eds.): Chal-
lenging Research in Problem-based Learning. Maid-
enhead: McGraw-Hill, pp. 81–92.



PROBLEM-BASED LEARNING TUTORIAL SESSIONS 33

Williams B 2002.  The Self-directed Learning Readiness
of Baccalaureate Nursing Students and Faculty Af-
ter One Year in a Problem Based Undergraduate
Nursing Program.  Alberta:  University of Alberta.

Williams JC 2011.  Beliefs, Behaviours, and Profes-
sional Development of Tutors in Problem-based

Learning. Masters Dissertation. Unpublished. Rot-
terdam:  Erasmus University.

Zanolli MB, Boshuizen HPA, De Grave WS 2002. Stu-
dents’ and tutors’ perceptions of problems in PBL
tutorial groups at a medical school.  Education for
Health, 5(2): 189-201.


