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Abstract 

Project-Based Learning (PBL) methodology engages students in learning in an active practice promoting ideas discussion 

and share among all team members. One of the ways in which this is done is to stimulate students to solve real-world 

problems during a semester integrating all the Curricular Units (CU) through a large interdisciplinary project development. 

One of the distinguishing elements of the PBL methodology is teamwork. In this process, emerge the tutor, whose main 

task is to stimulate discussion and facilitate the process and direction of the students work. Also, tutor report the team 

progress to the PBL project coordinator. For each team a set of activities, tasks and milestones are planned in order to 

succeed project objectives. Taking this in line, this paper describes the tutor’s role from the students’ viewpoint, within the 

first year of the Industrial Engineering and Management degree at the University of Minho based on an online questionnaire 

composed by a total of 37 questions. A total of seven tutors-teachers and eight third year tutors-students were evaluated, 

from each group, regarding their role and their contribution to the project development. At the end of the semester, 

students’ feedback was also collected through a focus group regarding the tutor role. Moreover, a first-person narrative of 

two tutors-teachers is presented. One tutor had her first experience as a tutor, the other with seven years of experience in 

this role. Main findings highlight a students’ overall satisfaction with tutors’ role and by underlining the importance of both 

as a team member. Nevertheless, some fewer positive points are seen as improvements opportunities for the next edition. 

Keywords: Active Learning; Engineering Education; Project-based Learning; Tutor role. 

1 Introduction 
The learning process is an important determinant for the student learning outcomes. Currently, in a world in 

constant transition and evolution, teaching needs to adapt to the demands that the working world places and 

seeks in professionals. The learning process needs to make its transition from the traditional teaching to a 

more active teaching, so as to reflect this transition and embark in a teaching method that meets the learners’ 

needs in order to develop their skills and competences. This later concept comprehends not only cognitive 

components but also the motivational, ethical, social, and behavioural ones, merging stable features, learning 

outcomes (e.g., knowledge and skills), belief value systems, habits, and other psychological features (Flumerfelt, 

Alves & Khalen, 2014). 

According to Prince & Felder (2007), traditionally engineering has been taught deductively, which means 

having a lecturer presenting a topic by exposing the meaningful theory and mathematical models, 

demonstration and completing the cycle through the assessment of the students’ ability. However, in the last 

few years, engineering institutions have been implementing alternative teaching methods, specifically inductive 

teaching ones (Graham, 2018; Prince & Felder, 2007). In inductive teaching, students are presented with a 

challenge, like an authentic case study, a real-world problem or a real observation. To overcome the challenge, 

students rapidly acknowledge the need for facts, skills, and conceptual understanding, which can happen in 

one of two ways: the teacher provides instruction or supports students to learn by themselves. Inductive 

teaching models’ examples encompass inquiry-based learning, discovery-based learning, problem-based 

learning, project-based learning, case-based teaching, and just-in-time teaching (Prince, Felder & Brent, 2020; 

Prince & Felder, 2006). 

In this context, lectured based classes are not enough and there is a need for more active learning 

methodologies, like Project Based Learning (PBL) model. PBL has been implemented in Higher Education in 

areas such as social education (Imaz, 2015), higher education (Guo, Saab, Post & Admiraal, 2020), health 
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(Demirören, Turan, & Teker, 2020; Edelbring, Alehagen, Mörelius, Johansson, & Rytterström, 2020; Khamchiyev, 

Batyayeva, Shandaulov, Zhashkeyeva, Suleimenova & Sagimova, 2020), e-learning (Amamou & Cheniti-

Belcadhi, 2018), computer engineering and software development (Cornejo-Aparicio, Flores-Silva, Bedregal-

Alpaca & Tupacyupanqui-Jaen, 2019), STEM (Prince, Felder & Brent, 2020) and engineering (Beneroso & 

Robinson, 2022; Kuppuswamy & Mhakure, 2020; Rivaldi, Megayanti & Aryanti, 2020). 

PBL is sustained by a project brief around which students perform a series of tasks guiding to the delivery of a 

final product that can be: a design, a device, a model, or a computer simulation (Guo, Saab, Post & Admiraal, 

2020). Therefore, PBL engages students in active learning, promoting ideas discussion and sharing amongst all 

team members. Throughout a semester, students are motivated to solve authentic, real-world problems 

through a large interdisciplinary project development and integrating all the Curricular Units (CU). Teams are 

formed and for each team a set of activities, tasks and milestones are planned. Each team tackles the project, 

providing a solution and delivering in the deadline the product developed, as a prototype and a team-report 

(Powell, 2004). The students will develop skills such as team work, leadership, ability to listen, participate 

actively, collaboration, cooperation, respect other’s views, ability to critically analyse and evaluate literature, 

focused study and use of resources, and mastery of presentation skills. 

In this methodology, teamwork tutors are a distinguishing element, having as role stimulating discussion, 

facilitating the process and reporting the team’s progress to the project coordinator, among others (Alves, 

Moreira & Sousa, 2007; Alves, Moreira & Sousa, 2010). By asking the right questions, the tutor will lead the 

student in learning, setting appropriate learning objectives and providing feedback on his/her learning. Hence, 

PBL demands a mind shift in teachers, transferring in students’ hands their own learning responsibility. 

This tutelage can be done by teachers included or not in the CU of the semester, researchers or upper classes 

students (Simão, Flores, Fernandes, & Figueira, 2015). Few are the studies reporting on the tutor’s role 

performed by students (Abbot, Graf & Chatfield, 2018; Alves, Moreira, Leão & Teixeira, 2017). The literature 

reported one more case of PBL in an engineering-design course which presented a sort of peer tutoring 

through what it was called “peer interactions”, but in a much more informal basis (Kuppuswamy & Mhakure, 

2020). In Alves, Moreira, Leão & Teixeira (2017), each PBL team has two tutors: one teacher and one third year 

student. 

In this paper, the tutor’s role from the students’ viewpoint is described, within the first year of the Industrial 

Engineering and Management (IEM11) degree at the University of Minho. It is based on an online questionnaire 

composed by a total of 37 questions to the students that went through the PBL. Towards the semester’s end, 

students’ feedback was also collected by means of a focus group concerning the tutor’s role. Furthermore, a 

first-person narrative of two tutors-teachers is highlighted. One tutor had her first experience in this role, the 

other has seven years of experience. 

This paper is organized in five sections. This section introduces the objectives of the paper followed by a brief 

literature review regarding the tutor’s role in PBL. Then, the research methodology and the tools used to collect 

data are presented. The main results found are presented and discussed. Ending the paper with the final 

remarks. 

2 PBL: brief description 
This section describes the context of PBL in engineering and the corresponding role played by the tutor, 

particularly at the first year of the Industrial Engineering and Management program at University of Minho. 

2.1 PBL in engineering 
PBL model has been implemented at University of Minho since 2004_05, at the Industrial Engineering and 

Management Master Integrated program of the first year, first semester. Since then, PBL has been improved 

through continuous action-research-practice cycle, engaging all stakeholders, from students (Alves & Leão, 

2015; Fernandes, Mesquita, Flores, & Lima, 2014) to researchers and teachers (Alves, Sousa, Fernandes, 

Cardoso, Carvalho, Figueiredo & Pereira, 2016). PBL engages students in active learning, emphasizing ideas 



   

214 

discussion and sharing amongst team members. The students are motivated to solve authentic, real-world 

problems during a semester, integrating all the CU through a large interdisciplinary project development. 

Within PBL methodology, teamwork tutors have to be emphasized by their important role: making questions; 

stimulating discussion; facilitating the process; motivating the teams and reporting to project coordinator the 

team’s progress. The tutor should, as well, keep the team focused on the set of activities, tasks and milestones 

established to achieve project objectives. 

In 2016_17 academic year, the tutor’s role, which until then had been exclusively performed by teachers, was 

also voluntarily assumed by third-year students (Alves, Moreira, Leão & Teixeira, 2017). These authors, 

investigated the tutor’s role from two perspectives: 1) the tutored students and 2) the tutors. Additionally, the 

differences between the tutored perspectives from tutors-students and tutors-teachers were also analysed. 

The teams perceived the tutors-students as “godfathers” and as someone who has carried out similar 

experience and difficulties. Therefore, this paper introduces the concept of peer tutors as a novelty, being 

carried out by third-year students from the same program. 

Falchikov (2001) identified four peer tutoring types in higher education: 1) students tutoring other students in 

the same level and class; 2) students tutoring other students in the same class, but with a special status specified 

by the course instructor; 3) students tutoring other students in the same institution, but at a different level; and 

4) students tutoring students at different levels and from different institutions. The peer tutoring type described 

in Alves, Moreira, Leão & Teixeira (2017) is the “students tutoring other students in the same institution, but at 

a different level”. 

Interestingly, Abbot, Graf & Chatfield (2018) studied the same peer tutoring type through a case study. Within 

the peer tutors’ understanding and satisfaction with their tutoring experiences, the authors identified the 

importance of three aspects: the professor-student relationship; role clarity and expectations, and tutor 

positionality (tutors navigate between students and instructors). They concluded that tutors would support the 

students better, enjoy the tutoring experience and feel connected to the course’s purpose, when all the 

stakeholders involved (tutors, students and professors) have the perfect notion of the tutor’s role. Additionally, 

they emphasized that the peer tutors perceived themselves as liaisons, intermediaries, and connectors, bridging 

the world of professor and student. 

Kuppuswamy & Mhakure (2020) presented the use of PBL in an engineering-design course, offering students 

the opportunity to experience engineering design like the way how it was practiced in real industry context. 

The students were supported through formal and informal lecturer’s consultations, workshop activities and 

through “peer interactions” - where students use the other student’s thinking as resources, as a kind of peer 

tutoring, but on an informal basis. Also, Rivaldi, Megayanti & Aryanti (2020) investigated the digital peer 

tutoring in engineering education, particularly in engineering drawing subjects. According to them, with peer 

tutoring, students felt more supported when they were ashamed to ask the tutor about some difficulties or 

even some non-understanding, because their peers translated knowledge in their language, and 

simultaneously the tutors felt helped. 

2.2 Tutor Role 
In PBL, the tutor’s role is essentially related with following the progress of a student’s team and the associated 

activities leading to the suitable project development. The tutor will monitor the team activity, regarding 

conflicts amongst teammates and other subjects, will apply a set of activities related to project management, 

like the ones associated to project planning, to tasks’ division and allocation, meetings realization, and so on, 

in order to accomplish the project objectives. The tutor likewise reports on the teams’ progress to the 

coordinating team and offers a complementary perception on the team members’ work behaviour relatively to 

the ones of the CU lecturers. 

In this context, team success on accomplishing the project to be developed, depends on the tutor’s persistent 

and paced activity, ensuring the project progress within safe limits and recording decisions and progress made 

(Cornejo-Aparicio et al., 2019; Grunefeld & Silén, 2000). The tutor is a facilitator (Demirören, Turan & Teker, 

2020) and should enable a fluid process of project management, as stated by Powell (2004). According to him, 
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the tutor should propose strategies, helping the team to generate ideas and identify important points to follow 

and guiding efforts in order to progress the work and triggers its development, instead of contributing with 

answers and solutions. Thus, attributes for tutors like being a good listener, making the right questions and 

guiding the efforts look to be important attributes. 

The tutor making the right questions, in PBL, will guide the students to search for knowledge and thus allowing 

them to fully engage in the construction of their knowledge, as they are the focus of the learning activity 

(Demirören, Turan & Teker, 2020; Imaz, 2015). This construction will be done through several sources, such as 

the CU lecturers’ support, which should be consulted as learning resources during the PBL process deployment. 

As well the tutor will support similarly, but his/her main goal is to make the right questions to the team, being 

this much more important than give answers, because it will trigger the creative process of the team. The tutors 

should guide the team towards the CU lecturers and also to external entities, whereas the lecturers will provide 

technical guidance and knowledge. Thus, according to Amamou and Cheniti-Belcadhi (2018), the tutor will act 

as a mediator among the students and the objects of knowledge which represent the knowledge to achieve. 

In PBL, maintaining a suitable motivation throughout the project is the team’s most significant challenge 

(Demirören, Turan & Teker, 2020), because a number of difficulties might happen in some project phases, 

leading to disappointment and to frustration. Thus, throughout the project, and in order to guaranteeing a 

uniform motivation of the team, one of the tutors’ challenges is to support the team (Alves, Moreira & Sousa, 

2007). These authors presented as well the students’ perceptions concerning the practice of the tutor’s role at 

the interdisciplinary IEM1 PBL at the University of Minho: a) availability (to meet with team); b) contribution to 

solve conflicts amongst team members; c) facilitating debate within the team; motivation and trust on the work 

carried out by the team; e) providing directions for pursuing the project tasks. Later on, Alves, Moreira & Sousa 

(2010) researched the similarities and dissimilarities of the tutor’s experience between different years of the 

IEM curricula. The findings demonstrated that in PBL of advanced academic years, the teams have a tendency 

to be more autonomous and have a broader confidence on their solutions. Furthermore, conflicts on the teams 

look to be less challenging. They also reported that tutors appear to perform differently between their peers, 

which appear to be related to each individual distinctiveness. 

According to Weenk, Govers & Vlas (2004) attending that the tutor’s role is not straightforward to achieve, the 

tutor should have previous training on tutoring teams, specifically regarding competencies’ development on 

problem solving and conflict management, whereas guaranteeing that the process learning within the team is 

done on a cooperative basis. The authors also suggest as a main aspect on tutor’s role that his/her job is not 

to offer technical solutions nor direct the project, but instead encourage students to learn, think and solve 

problem by themselves, in order to stimulate their autonomy. 

3 Research Methodology 
This section describes the sample and the methodology followed to gather data to fulfil the main objective 

obtained from: (i) students’ questionnaire, (ii) focus group; and (iii) tutors-teacher first person narrative.  

Based on tutored students’ answers, the main research paper questions focused on this study are: 

• What are the relevant tutors’ attitudes in the context of PBL? 

• Do teachers and students play tutors’ role in the same way? 

The data collected was analysed by non-parametric test (Mann-Whitney, U, for the comparison of two 

independent samples means) since they do not follow normality (normality verified by Shapiro-Wilk test). The 

statistical software SPSS 28.0 was used for the analysis.  

3.1 Sample Characterization  
The majority of enrolled students (approximately 65%) voluntarily participated and fulfilled the questionnaire, 

83% was of female gender, and at least one student of each team fulfilled the questionnaire.  
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3.2 Questionnaire description 
The questionnaire used in this study “Learning by project: tutor’s assessment” was developed and validated in 

previous study using the population for which it has been developed and validated (Alves, Moreira, Leão & 

Teixeira, 2017). Succinctly, the questionnaire has 37 questions, separated in ten sections according to the topic 

in evaluation: 34 closed questions on a 5-levels Likert scale base (1-totally disagree to 5- totally agree), two 

open questions and final general question in a 10-levels of agreement. The “not applicable” option was also 

considered, upholding specific situations where the topic in evaluation was not applicable to tutors-students. 

Each student, voluntarily, fulfilled a questionnaire for each tutor in their group. In Table 1 the most applicable 

questions used to answer the research questions are listed. 

3.3 Focus group 
The focus group that occurred at the end of the semester, allowed to gather students’ feedback regarding the 

PBL functioning. The present students, divided into five focus groups, apart from the tutor role, discussed also 

other topics too, namely: peer assessment, CU integration in PBL project, project networking, teachers’ support 

and feedback, and final marks. All these topics were discussed for four hours following the presentation of the 

summary of how the semester run, in a nice and informal environment. 

3.4 First person narratives  
First person narratives of two tutors-teachers are presented: one tutor had her first experience as a tutor 

(identified as Tutor1), the other has seven years of experience (Tutor2). These narratives describe perceptions 

regarding PBL knowledge and motivation to be a tutor-teacher, difficulties felt and attitudes to overcome them, 

and general opinion. Another worth mention aspect is that these two tutors are two of the authors of this 

paper. 

4 Results and Discussion 
This section depicts the results of the study based on the quantitative analysis of the students’ answers and 

student’ focus group regarding the tutor’s attitudes and role, and tutors-teacher first person narrative of their 

experience as tutor.  

4.1 Tutors’ attitudes and role: Questionnaire analysis  
The data collected was analysed by non-parametric test Mann-Whitney, U, for the comparison of students’ 

perceptions regarding the two tutors’ (teacher and student) attitude and role.  

Table 1 presents the corresponding statistics in terms of mean and standard deviation, minimum, maximum, 

and median values obtained according to the questions defined for the quantitative analysis. On average, and 

regarding the topics under study, students demonstrated to be in agreement for both students (T-S) and 

teachers (T-T) tutors (mean values around 4 and median values equal 5 in most questions).  

However, in three topics, the difference in agreement is statistically significant (based on the obtained 𝑝-value, 

where the lower the 𝑝-value, the greater the statistical significance of the observed difference), showing a 

different tendency on how students see teachers and students tutors’ role, i.e.:  

26. “the tutor discussed with the team the results of peer assessment, of the team and auto-peer 

assessment” (𝑝 < 0.005), where tutors-teachers is rated highest at median 5, with mean 4.64 close to "totally 

agree" (Figure 1.a);  

27. “the tutor emphasized the importance to create internal mechanisms that support the team 

working operation” (𝑝 < 0.05), where students evaluate more positively the tutor-student at median 5, with 

mean 4.63 close to "totally agree" (Figure 1.b);  

17. “the tutor supported the team in the accomplishment of the objectives” (𝑝 < 0.06), nevertheless 

students evaluate both students and teachers with the same median (5), tutors-students presents a higher 

mean (4.63). 
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Table 1. Questions used in the quantitative study and relevant statistics.  

Section Questions 

𝑛𝑇−𝑆 
= 34 

𝑛𝑇−𝑇 
= 32 

𝑛𝑇−𝑆

= 34 
𝑛𝑇−𝑇

= 32 
𝑛𝑇−𝑆

= 34 
𝑛𝑇−𝑇

= 32 
Statistic 
U 

mean s.d. min; max median 

III. Attitudes 

The tutor… 
4. communicated clearly 
5. showed enthusiasm in the performance of 
his/her role 
8. was prepared for the meetings 
9. supported, instead, of lecturing 
10. stimulated a safety environment where the 
students feel they are will to express their 
ideas 

 

4.74 .51 

 

4.38 1.2 

4.26 .93 

4.44 .76 
 

4.84 .52 

 

4.69 .74 

 

4.38 .94 

4.41 .72 

4.65 .66 
 

4.68 .70 

 
3; 5 
 
1; 5 
1; 5 
3; 5 
 
3; 5 

 
2; 5 
 
2; 5 
3; 5 
3; 5 
 
2; 5 

 
5 
 
5 
4 
5 
 
5 

 
5 
 
5 
5 
5 
 
5 

 
527.5 
 
469.5 
465.0 
422.0 
 
433.5 

IV. Project 
monitoring 

The tutor… 
11. put challenges and relevant questions 
13. stimulated the team thinking in different 
points of view 
16. provided feedback when 
necessary/solicited 
17. supported the team in the accomplishment 
of the objectives 
18. stimulated the team members to an active 
participation 
20. helped the team to distinguish the 
essential from the accessories 

 

4.16 1.1 

 

4.33 1.1 

4.59 .84 

 

4.63 .87 
 

4.44 .96 

 

4.55 1.1 

 

4.39 .76 

 

4.65 .71 

4.77 .50 

 

4.31 .97 
 

4.34 1.0 

 

4.39 .96 

 
3; 5 
 
1; 5 
2; 5 

 
2; 5 
 
1; 5 
 
1; 5 

 
2; 5 
 
2; 5 
3; 5 

 
2; 5 
 
2; 5 
 
2; 5 

 
4.5 
 
5 
5 

 
5 
 
5 
 
5 

 
5 
 
5 
5 

 
5 
 
5 
 
5 

 
464.5 
 
434 
471.5 

 
396.0 * 
 
514.5 
 
442.0 

V. The 
critical 
thinking 
development 
and 
problem-
solving 

The tutor… 
22. encouraged the team to critically analyse 
the information 
23. emphasized that all members of the team 
are responsible by the process and project 
final result 
24. stimulated the autonomy development of 
the students 

 
 

4.29 1.0 

 
 

4.59 .71 

 

4.63 .72 

 
 

4.59 .68 

 
 

4.53 .80 

 

4.45 .85 

 
 
1; 5 
 
 
2; 5 
 
3; 5 

 
 
3; 5 
 
 
2; 5 
 
2; 5 

 
 
5 
 
 
5 
 
5 

 
 
5 
 
 
5 
 
5 

 
 
390.0 
 
 
503.0 
 
411.0 

VI. 
Teamwork 
function 

The tutor… 
26. discussed with the team the results of peer 
assessment, of the team and auto-peer 
assessment 
27. emphasized the importance to create 
internal mechanisms that support the team 
working operation 
29. tried to orient the team when they feel lost 
31. had an active role in the dynamism of the 
team 

 
 
 

3.62 1.4 
 
 

4.63 .75 

4.53 .90 

 

4.09 1.0 

 
 
 

4.64 .87 
 
 

4.21 .94 

4.28 .92 

 

4.06 1.1 

 
 
 
1; 5 
 
 
2; 5 
1; 5 
 
1; 5 

 
 
 
1; 5 
 
 
2; 5 
2; 5 
 
1; 5 

 
 
 
4 
 
 
5 
5 
 
4 

 
 
 
5 
 
 
4 
4 
 
4 

 
 
 
202.0 ‡ 
 
 
338.5 ** 
348.0 
 
496.0 

VII. 
Individual 
learning 

The tutor… 
33. insisted in an equal division and task 
turnover in order to all members develop 
project competences 

 
 

4.24 1.0 

 
 

4.031.1 

 
 
1; 5 

 
 
2; 5 

 
 
5 

 
 
4 

 
 
454.5 

X. General  
How you classified, in general, the tutor 
performance? 

 

8.54 2.4 

 

8.42 1.9 

 
2; 10 

 
3; 10 

 
10 

 
9 

 
484.0 

‡ statistical significant differences for 𝑝 < 0.005; ** statistical significant differences for 𝑝 < 0.05; * statistical significant differences for 𝑝 <

0.06; s.d. standard deviation; T-S Tutor-Student; T-T Tutor-Teacher 

It is worth to emphasize that questions 26 and 27 are concerning the teamwork function and question 17 to 

the project monitoring. The last two results to questions 27 and 17, could refers that students-students present 

more facility in dialogue than students-teacher, as if they speak the “same language”.  

Concerning the attitudes, students assess positively both students and teachers’ tutors (median 5, with the 

exception of 4 for tutors-students in question 8). That means that the communication between students and 

tutors is clear, showing enthusiasm in the performance of his/her role, demonstrating an early preparation of 

the meetings, stimulated a friendly but focused environment where students feel they are will to express their 

ideas, and that a tutor supported, instead, of lecturing. This last topic is very important issue being in 

accordance to Amamou and Cheniti-Belcadhi (2018).    
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Figure 1. Students’ answers distribution for question 26 (a) and 27 (b) for both tutor-student (T-S) and tutor-teacher (T-T). 

Also, the results show how students positively perceive the tutors role regarding critical thinking development 

and problem-solving and the importance that this has in continuously motivate the team (Demirören, Turan & 

Teker, 2020; Alves, Moreira & Sousa, 2007). 

4.2 Focus group 
The students present in the closure PBL semester meeting were divided into five focus group, discussed the 

tutor role among other topics, as previously mentioned. The following are particular points of focus in respect 

of providing the general opinion of students related to tutor role in PBL project development.  

Students presented distinct opinions regarding the tutor role, sustaining the answers given in the 

questionnaires as previously analysed.  

The negative opinions are regarding the less positive experience with the tutor. For example, the absence of 

one tutor (particularly the tutor-student) throughout the semester. Nevertheless, broadly and unanimously 

students agree on the importance of the tutor presence and role in a PBL project development.  

In PBL project, tutor concept encompasses the binomial teacher and third-year student.   

4.3 First person narratives  
Tutor1, as her first experience as a tutor-teacher, refers that this was a very interesting and challenging one: 

“My first contact with PBL was as a teaching professor in a CU, on a previous PBL edition.” 

Her knowledge about PBL ranged from this later experience to conversations with the other counterparts 

regarding PBL purpose and functioning. Another challenge embraced was tutoring two teams.  

By contrast, Tutor2, besides the experience in recent years as tutor of a PBL team, is a teacher from different 

engineering area than the Industrial Engineering and Management. This is a challenging and motivating 

experience, where the creation of new ideas and to work with freshman students are the reason.  

Both agree and identify the difficulty inherent to the first contact. Students show some shyness and felt lost, 

not knowing what to do and what is expected to do in a PBL project. It was interesting to acknowledge that 

the students’ perception about the tutor’s role was somewhat far from what is a PBL tutor role. As tutor, the 

first task is to define the tutor meaning in a PBL project, as students thought that tutor would present them 

with solutions and decide the way forward in the project:  

“... first, I (Tutor1) began by reading the project’s guide with them, particularly the tutor’s role, the 

project description (theme, project context, project objectives) and skills to acquire. Then, I reinforce 

that a PBL tutor must be a facilitator, an expert using his/her knowledge mindfully within the project 

context, a mentor, a team builder who is there to guide the team for the project solution and, that 

is someone they can turn to, in case of doubts, problems and would help in conflicts, if they occur.” 

         

 
26. “the tutor discussed with the team the results of peer assessment, of 
the team and auto-peer assessment” 

27. “the tutor emphasized the importance to create internal mechanisms 

that support the team working operation” 
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After beginning the PBL project, to support the team, weekly meetings were planned. Accordingly, the students’ 

behaviour, tutors-teacher adjusted their approach and take action. For example, make questions in order to 

understand students’ rationale thinking process and to identify the type of research done. Consequently, 

suggestions about knowledge supports and database they should delve into. Based on Tutor2 experience, this 

questioning process happen or not, in line with the students’ autonomy level. Eventually, the students make a 

lot of questions, and discussions in order to drive their path within the project solution, when they were more 

comfortable with the PBL project, creating group dynamics and trust between all members.  

Tutor1, after this experience, identified some improvement points, namely: scheduling some kind of extra-

curricular activity or some informal event, outside the project room environment, to get to know each other 

and to create bonds between all the team members. Regarding this extra-curricular activity, Tutor2 mentioned 

that had opposite experiences: one, where all together went for an informal tea/coffee break at the end of the 

semester, and another where the semester ended in a normal way.  

Tutor1 refers that the PBL tutor role is an opportunity to work closely with students, observing their behaviour, 

shaping their learning in real-time and within the dynamic setting of the project room. Both tutor-teachers 

agree that: 

“... it is an experience to be repeated.” 

5 Conclusion 
This study presents the main results in order to analyse how PBL students perceived the tutors’ role. Thus, to 

fulfilled this objective two research questions were defined: “What are the relevant tutors’ attitudes in the 

context of PBL?”, and “Do teachers and students play tutors’ role in the same way?”. The data were obtained in 

three different ways: a students’ questionnaire, a focus group and a tutors-teacher first person narrative of 

their experience as tutor.  

Generally speaking, students perceived positively the tutors' role in the PBL project development where 

communication has a large part to play in this process. For this reason, students see the tutor-student more 

near them as a partner, and the tutor-teacher as the more-experienced partner. Additionally, tutors are 

recognized as a key element, essentially in a first year of a programme, due to the inexperience of students in 

a new environment and learning process. However, tutors, students or teachers, performance is always 

dependent on the skills and motivation of the tutor to assume this role. Maybe, as future work, a kind of 

interview could be made to tutors to realize about their intrinsic motivation and select them based on this 

interview.  
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