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Exploring the Reverse Mentoring – Engagement Relationship: 

Mediated by Emotional Intelligence 

 

Talar Estepan 

 

 

ABSTRACT 

 

Purpose: Reverse Mentoring programs are crucial in any institution. This is largely 

because it’s a win-win situation for the three parties involved: namely, the mentee will 

gain inspiration and at the same time the mentor will gain confidence. The mentor will 

have the opportunity to pass on his/her updated knowledge to more experienced personnel 

in a unique exchange of innovation for wisdom. Finally, the third party is the organization 

itself, where it builds by time an army of knowledgeable human resources from different 

age groups by adopting such developmental and constructive programs. 

 

The target of this study was to examine the relationship between reverse mentoring 

perceptions, emotional intelligence, and engagement; for that reason, the faculty and 

students of a university in Lebanon were chosen as sample to contribute to the empirical 

results of this research. 

 

Design/methodology/approach: The (full time and part time) faculty and students of a 

university in Lebanon served as the base sample. A survey solicited the perception of both 

parties regarding reverse mentoring. The main purpose of this study was to test the 

behavior of the faculty and students when engaged in a reverse mentoring relationship – 

how do their perceptions of reverse mentoring influence their engagement and does 

emotional intelligence mediate this relationship. The proposed theoretical model was 

tested using structural equation modeling.  
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Findings: For mentees (faculty), the findings of the researcher didn’t support H1a (There 

is a positive relationship between perceptions of reverse mentoring and engagement 

among faculty) but supported H2a (Emotional Intelligence mediates the relationship 

between perceptions of reverse mentoring and engagement among faculty); whereas, in 

case of the mentor (students), the findings supported both hypotheses H1b (There is a 

positive relationship between perceptions of reverse mentoring and engagement among 

students) and H2b (Emotional Intelligence mediates the relationship between perceptions 

of reverse mentoring and engagement among students).  

 

Originality/value: The value of this work is in understanding the differential effects of 

reverse mentoring on the engagement of the mentor versus mentee, where emotional 

intelligence acts as a mediating variable between them. In part the absence of reverse 

mentoring from the literature is due to the absence of a scale to measure perceptions of 

reverse mentoring. To that end, this study provides value through the development of a 

novel reverse mentoring scale with measures of reliability and validity. 

 

Keywords: Mentoring, Reverse Mentoring, Emotional Intelligence, Engagement  
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                                    Chapter One 

 

 

 
 

                     Introduction and Background 
 

   In order to contribute to the existing empirical literature and elaborate on the 

theories of reverse mentoring, this research relies on a survey to probe the relationship 

between reverse mentoring and engagement while simultaneously examining the impact 

of emotional intelligence, through mediation, as a motivating force in the relationship. 

 

   This thesis starts with a comprehensive description and explanation of the 

theoretical framework concerning the main variables: reverse mentoring, emotional 

intelligence and engagement. At the heart of this study, the reader finds the hypotheses 

that concluded the theoretical framework. The succeeding chapter presents the 

methodology implemented to gather the required data, whereas the penultimate chapter 

introduces the outcomes of the data analysis. Followed by a discussion of the outcomes 

and their implications for theory, as well as for practice; last but not least, highlighting on 

some limitations and future research.                                  

                                 

1.1 Knowledge Based View Theory 

Curado (2006) writes that the knowledge based view (KBV) of the firm is an 

extension of the resource-based view (RBV) of the firm since it sees organizations as 

heterogeneous and replete with knowledge, the most important strategic resource regarded 

by the KBV. Consequently, an important proposition of the KBV of the firm is that “the 

organization exists to create, transfer and transform knowledge into competitive 

advantage” (Kogut & Zander, 1992, as cited in Curado, 2006, pp. 5-6). The author states 

that the importance of knowledge resources is specifically found in ensuring the 

sustainability of competitive advantages given that these resources are difficult to 

replicate. They found sustainable differentiation (Curado, 2006). 
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Curado (2006) cites Sveiby (2001), who contends that the human capability is the 

principal resource in the light of a knowledge-based strategic formulation. According to 

the author, then, the foundation of the KBV of the firm can be taken to be human 

experience. Cabrera‐Suárez, De Saá‐Pérez, & García‐Almeida (2001) state that the view 

of knowledge includes “contextual information, framed experience, values, and expert 

insight” (p. 39). They claim that the KBV of the firm attempts to analyze “how 

organizations create, acquire, apply, protect, and transfer knowledge” (Cabrera‐Suárez et 

al., 2001, p. 39). On a further note, Explicit knowledge and Tacit knowledge are the two 

major types of knowledge that can be witnessed in organizations.  

Tacit knowledge is knowledge which we do not express in words (Smith, 2001), 

and according to the Random House Dictionary of the English Language, “…being 

understood without being openly expressed.” Resembling intuition, it is “know-how” 

which finds its base in practice and action, and it is acquired by personal experience, and 

rarely being expressed openly (Smith, 2001). 

According to the philosopher Polanyi (1967) (as cited in Smith, 2001), tacit 

knowledge is knowing more than one is able to tell, or “knowing how to do something 

without thinking about it” (p. 4) such as riding a bicycle. It is personal, subjective, and 

informal, and it is local in that it is generally not found in sources such as books, manuals, 

files, or databases. 

Most work-related information which has come to change into tacit knowledge 

originates from face-to-face contact such as informal conversations, stories, mentoring 

and apprenticeship experiences, and internships (Smith, 2001). Thus, it is human 

interaction through which tacit knowledge could only be shared. 

By contrast, explicit knowledge is formal knowledge that is documented and 

codified, whether in print or electronically, in mediums such as books, reports, memos, 

and the like (Smith, 2001). It can facilitate action and can be identified, shared, expressed, 

and utilized easily. Being a technical or academic form of information/data, it is described 

in formal language, such as is found in copyrights, patents, mathematical expressions and 

manuals. According to Smith (2001), this “know-how” is systematic and is readily 

communicated and shared through the formal means (electronic or print or others). 
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Explicit knowledge is a technical form of knowledge which requires one to possess a level 

of academic understanding or knowledge learned in formal education or structured study. 

Smith (2001) adds that 

[e]xplicit knowledge is carefully codified, stored in a hierarchy of databases and 

is accessed with high quality, reliable, fast information retrieval systems. Once 

codified, explicit knowledge assets can be reused to solve many similar types of 

problems or connect people with valuable, reusable knowledge. (p. 315) 

Smith (2001) cites Wah (1999), who claims that tacit knowledge is like context 

and is easier to recall and communicate about compared to explicit knowledge, which is 

like content. 

One of the strategies of knowledge sharing is mentoring  

1.1.2 Mentoring 

1.1.2.1 Definition of Mentoring 

The notion of mentoring can be traced back to significant literary works, notably 

Homer’s Odyssey (Chen, 2013; Güğerçin, 2017; Eby, Rhodes, & Allen, 2007, as cited in 

Cai, 2014), Frankenstein, The Great Gatsby, and Much Ado about Nothing (Eby, Rhodes, 

& Allen, 2007). As Trans (2016) and Miller (2002) put it, Odysseus’s friend, Mentor, was 

entrusted upon Telemachus, Odysseus’s son, to prepare Telemachus for the future. 

Brčić and Mihelič (2015) claim that directly sharing knowledge between people, 

and particularly, mentors and mentees, is a principal way to realize knowledge sharing. 

They contend, especially, that mentoring is not merely an activity, but instead, a 

developmentally salient relationship between two individuals, one in which mentor and 

mentee may gain knowledge about the “perspectives and experiences of each other’s 

generation” (Brčić & Mihelič, 2015, p. 859). Mentoring relationships help diffuse tacit 

knowledge since they involve face to face communications. Thus, they state, such a 

relationship is a nexus of learning and skill development, and one that involves the 

measurement of outcomes in terms of competence acquired instead of curriculum covered. 

Mentors are those who possess broad experience and knowledge, and pivotal to this 
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mentoring relationship from a mentee’s perspective is the mentor’s willingness to both 

share (knowledge) and understand (Brčić & Mihelič, 2015). 

The concept of “mentoring” has lent itself to different meanings to different people 

(Kram, 1985, as cited in Cai, 2014). One such understanding often relates the term to other 

constructs “such as supervisor and subordinate, teacher and student, advisor and advisee, 

coach and client” (Cai, 2014, p. 13). Some, for instance, discuss it via an organizational 

and managerial dimension, wherein words like “guide, preceptor, advocate, sponsor, 

advisor and role model” are commonly associated with the definition of “mentoring” 

(Cotugna & Vickery, 1998, as cited in Güğerçin, 2017, p. 57). In this light, Güğerçin 

(2017) affirms that a typical mentoring relationship is made up of (1) the mentor as older 

and having more experience and (2) the mentee (also protégé) as younger and possessing 

less experience. 

Chen (2013) also points to the possibility of the Chinese saying bai-shi-xui-yi (bow 

to the master for apprenticeship) as the origin of the mentoring relationship. The author 

states that mentors would be seen as “life-long guides” because they were tasked with 

providing students with knowledge, skills, and values (p. 199). In contemporary times, 

this relationship often manifests as senior staff members leading the junior counterparts 

in a certain professional field (Chen, 2013). 

Hays and Swanson (2012) draw on Cotugna and Vickery (1998) to define 

mentoring as a situation that involves a mentor helping a mentee raise professional 

competence. They claim that this can manifest as improved skills or knowledge, or as 

acquired global understanding about the norms and cultures of the specific workplace. 

They add that such workplace mentoring can also set and ensure power relationships 

needed to maintain social order in the workplace (Hays & Swanson, 2012). 

Mentoring need not be restricted to the workplace setting as it involves the 

development of an individual in multiple dimensions. Hays and Swanson (2012) report 

that the mentoring relationship can be between seniors and their subordinates, but it can 

also exist between friends, peers, members of any community of practice, and even 

between spouses in a personal relationship, wherein one may counsel another on career-

related choices. Pelliccione and Dixon (2009) report the work of Higgins and Kram (2001) 
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on the idea of social/developmental networks. As it has been found that an individual 

usually has multiple mentors in different contexts, such social networks (that would 

include peers, family, friends, colleagues, etc.) serve as support for the individual’s 

development—namely, the mentee (Pelliccione & Dixon, 2009). The authors quote 

Harvey, McIntyre, Thomson Heames and Moeller (2009) in that “Networks with strong, 

diverse relationships appear to provide the most support for the protégé.” 

To others, mentoring is comparable to a parental relationship, and specifically a 

father-son relationship (as cited in Güğerçin, 2017). 

Pelliccione and Dixon (2009) cite Harvey et al. (2009) who believe that mentoring 

networks serve as a foundation for reverse mentoring, in which organizational knowledge 

is both shared and created in the mentor-mentee pairing. 

To sum up, mentoring is a “holistic” process, in the words of Güğerçin (2017), in 

which the relationship between the mentor and mentee must be ongoing and effective (p. 

59). 

1.1.2.2 Formal and Informal Mentoring  

Brčić and Mihelič (2015) claim that knowledge sharing may be achieved 

spontaneously or executed formally. They distinguish between informal and formal 

mentoring relationships, wherein the former is “spontaneous and voluntary,” while the 

latter is realized “through a third party” (Brčić & Mihelič, 2015, p. 858). 

1.1.2.3 Formal mentoring 

However, as Hays and Swanson (2012) gather, formal mentoring programs are 

more successful than their informal counterparts, because they involve careful planning, 

which is where mentoring “works best.”  They add that its success is where the mentoring 

is informed by “theoretical analysis and empirical evidence”, and state that informal ones 

end up failing (p. 8).  
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Different scholars have pointed to the upside of formal mentoring. Chen (2013) 

highlights that in formalized mentoring in an organization (wherein a mentor is the 

mentee’s superior), mentees show greater likelihood to note career development and 

increased psychological support. The author also reports increase an in professional 

performance stemming from enhanced commitment on both sides of the party as another 

result of the formality of the mentoring program. Advantages are further backed by Cai 

(2014), who reports that formal mentoring improves organizational socialization of new 

employees, which in turn improves on their outcomes in the companies or organizations 

that utilize such programs. 

Finally, it is important that mentors form a friendship with their mentees as it is 

one of the functions of a mentor (Cai, 2014). 

1.1.2.4 Informal mentoring 

            It was the former CEO of General Electric, Jack Welch, who first introduced the 

notion of reverse mentoring. After realizing that many of the company’s GE executives 

lacked the required technological savviness, Welch mandated that executives participate 

in a mentoring program with younger workers. Consequently, more than 600 executives 

engaged in the program (Hays & Swanson, 2012). Welch’s mentor, Pam Wickham, has 

described the company’s reverse mentoring program as “an informal, fast and easy to 

sustain the program,” aligned with the digital world, established by the mentor and the 

mentee, and invested in meeting the needs of the mentee (Güğerçin, 2017, p. 59). 

Informal mentoring means have been shown to be beneficial, but formal means 

have been comparably better when it comes to setting up reverse mentoring. In fact, 

informal modes of communication and collaboration such as casual conversations, 

informal workshops, and non-scheduled meetings can be helpful (Brčić & Mihelič, 2015). 

According to Doerwald et al. (2015), reverse mentoring has been assumed to be best 

established via formal mentoring programs, because informal mentoring relationships 

seldom progress between younger mentors and older mentees. 
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           Following Doerwald et al. (2015) idea, one of the originalities of this study is that 

the researcher wanted to fill a gap in the literature by taking a sample that includes the 

faculty and the students of a university in Lebanon that often engage informally in reverse 

mentoring relationship. 

 

1.1.3 Factors that facilitate mentoring 

Allen, Poteet, Russell, and Dobbins (1997) have pinpointed the relationship of 

individual personality, and situational factors with the individual’s willingness to mentor 

others in various ways. 

1. Individual Factors: Gender, Education, and Age Demographics 

The results in the study by Allen et al. (1997) revealed that no dissimilarities between men 

and women first-line supervisors arose when it came to intentions of mentoring others or 

perceiving barriers to mentoring. They further found that educational level correlated 

positively with willingness to mentor others. That is, individuals with higher educational 

levels had a greater willingness to mentor others and realized fewer barriers than did those 

with lower educational levels. The researchers explain that this may be because these more 

educated individuals feel more proficient acting as mentors as they have a wider body of 

knowledge and skills to draw from. Finally, in terms of age, Allen et al. (1997) found that 

while age did not affect individual’s perceptions of mentoring barriers, it did correlate 

negatively with the intent to mentor others. However, as they put it, this would go back to 

the study sample which included supervisors “at lower levels of management.” (Allen et 

al., 1997, p. 17). That is, older supervisors at lower-level management positions were 

unwilling to mentor others, as they plateaued, unlike their younger counterparts at these 

lower-level management positions, who were positive and encouraged to engage in 

mentoring relationship. 

 

2. Previous mentoring experiences 

Research has shown that previous mentoring experiences also affect an individual’s 

willingness to mentor others. Allen et al. (1997) state that individuals who have mentored 

previously are more probable to understand the benefits of mentoring, as they have had 

first-hand knowledge of the process. They cite researchers whose studies have converged 
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at the results in which previous mentoring experiences and willingness to mentor correlate 

positively. The study by Allen et al. (1997) also supported this observation. Allen et al. 

(1997) add that these findings align with the model of behavioral consistency “that 

proposes that past behavior is predictive of future behavior” (p. 16). In other words, 

individuals who have participated in the mentoring process before tend to participate in it 

in the future as well. 

 

3. Personality factor 

Allen et al. (1997) also draws on research that indicates mentors’ knowledge, respect, 

position, and power in their intent to mentor others. They cite Hunt and Michael (1983) 

who contend that mentors are high in need for power and thus possess the intent to share 

their expertise with mentees. Others (as cited in Allen et al., 1997) highlight self-efficacy 

(the person’s perception of his/her capability to undertake a specific task and achieve 

goals), self-confidence (the person’s trust in his/her abilities and judgment, which allows 

him to convey his knowledge and opinion freely with no or minimum difficulties), and 

the individual’s internal locus of control (the person’s belief that he/she can have an 

impact on events and their outcomes) as associated to the individual’s decision to mentor 

others. 

 

4. Upward Striving 

Allen et al. (1997) point out that upward striving is another key factor in influencing the 

will to mentor others. They claim that individuals who show commitment in upward 

striving in their careers tend to value mentoring in terms of potential benefits for both 

mentor and mentee. The authors draw on Newby and Heide (1992), writing that as the 

reputation of good mentors increases, they would be prompted to develop successors of 

their given position, leading to the mentor’s upward movement. The development of the 

protégé would in turn enhance the power base of the mentor and thus increase his or her 

influence in the organization. (Hunt and Michael, 1983, as cited in Allen et al., 1997). 
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5. Situational Factors: Relationship with Supervisor 

It has been reported that individuals who value a high quality interpersonal connection 

with their supervisors tend to feel more equipped to mentor others as they would have 

access to resources and better contacts. Contrastively, individuals ‘outside’ the 

relationship may believe themselves to not possess as much to provide potential mentees 

(Allen et al., 1997). The authors have found in their study that the quality of one’s 

interpersonal connection with his or her supervisor and the willingness to mentor others 

were related. They reason that these individuals, who possess said relationship with 

supervisor (this relationship bearing certain aspects of a mentoring relationship itself), 

would successively possess “greater expectancy, efficacy, and desire to engage in this type 

of relationship with others” (p. 18). 

 

1.1.4 Benefits of Mentoring 

Mentoring is a process that has benefits both for the mentor as well as the mentee. 

It is also important for the development of the organization or company that puts it to use. 

Hays and Swanson (2012) gather that mentoring is important for helping 

employees acquire knowledge, skills, and the ability to apply what they learn in the 

workplace. They also add that it helps inform them on significant ethical issues. Further, 

they add that it helps “reduce workplace role ambiguity and […] employee turnover” (Hall 

& Smith, 2009 in Hays & Swanson, 2012, p. 3). 

Mentoring is said to be an effective vehicle for information sharing, especially 

when such information may not be transmitted between co-workers (Guiniven, 2008, as 

cited in Hays & Swanson, 2012). It also benefits executives, because it can lead them to 

manage change better in light of the new perspectives gained in mentoring. (Carter, 2004, 

as cited in Hays & Swanson, 2012). The process also creates what Hays and Swanson 

(2012) cite as “personal influence” between leaders and subordinates. Moreover, it is 

claimed to bolster an organization’s professionalism in that it allows the organization to 

target customer needs and so avoid situations in which customers know more about a 

product or service than do the employees (Dozier, 2002, as cited in Hays & Swanson, 

2012). 
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Cai (2014), who found that there are several types of relationships in the workplace 

that may have matching characteristics with the process of mentoring (e.g., supervision, 

coaching, advising, and workplace counselling), claims that mentoring can also benefit 

mentors. The process has been shown to boost a mentor’s level of job effectiveness, 

emotional wellbeing and leadership skill. (Cai, 2014). Mentoring has also been shown to 

correlate positively with “organizational commitment [i.e., when a person has the feeling 

of responsibility towards achieving the mission and the goals of the organization he/she 

working in], organizational citizenship behavior [i.e., when a person voluntary commits 

himself/herself within an organization that is not part of his/her contractual tasks], 

organizational career satisfaction [i.e., when a person feels the career contentment], and 

organizational socialization [i.e., when a person quickly familiarizes with new employees 

with an organization’s practices]” (Cai, 2014, p. 33; cf. Chaudhuri & Ghosh, 2012 on 

organizational commitment and mentoring). 

        The researcher knows that mentoring is linked to the above mentioned variables. 

But what about the relationship between mentoring in general and RM in particular 

with engagement? Here in this study, the researcher will focus on exploring this 

relationship. 

1.1.4.1 Short term and long term benefits for mentor 

Short term: 

 

Eby, Durley, Evans, and Ragins (2006) argue that aiding a young adult in 

developing a sense of professional identity allows mentors to feel satisfied and 

intrinsically fulfilled. The authors add that mentoring provides these mentors with 

technical support, forms an organizational base of power, and allows for recognition and 

rewards for growing talent. Moreover, Eby, Durley, Evans, and Ragins (2006) state that, 

mentoring can be refreshing as it renews a mentor’s sense of purpose in his or her work 

position. 

Eby et al. (2006) further cite several studies which have found mentors reporting 

an increase in new information, technical expertise, leadership capacity, and managerial 

skills via mentoring, in addition to performance boosts provided by assistance from 

mentees regarding the job.  
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Eby et al. (2006) cite “the most comprehensive qualitative study from the 

mentor’s perspective” (p. 427), wherein mentors felt more self-satisfied helping others, 

identified the growth of a supportive network in the organization, and identified a 

concrete added value for the mentor (such as job assistance, learning, and visibility) in 

addition to other job-related gains (such as sustained institutional knowledge and aiding 

in the building of a competent workforce). 

Long term: 
 

In addition to short-term immediate effects, there are long-term benefits to serving 

as a mentor in a mentoring relationship. Eby et al. (2006) gather from various scholars’ 

works a multitude of such effects. These include (a) objective career success (due to honed 

leadership skills), (b) increased visibility in an organization, (c) improved career outcomes 

(like mentor and mentee advancement, satisfaction, and career efficacy) stemming from 

facilitated relational skills and competencies, (d) modified reactions of a mentor in the 

workplace, (e) increased sense of a mentor’s purpose in an organization, (f) increased 

work-derived satisfaction, (g) fostered sense of belonging, and (h) affected prospects of 

serving again as a mentor (Eby et al., 2006). 

1.1.4.2 Short term and long term benefits for mentee (protégé) 

Short term: 

 

A mentor’s responsibility is to demonstrate commitment in providing upward 

mobility and support to one’s career (namely the protégé) (Scandura & Williams, 2001, 

as cited in Cai, 2014). A mentor is responsible for looking out for others (namely the 

protégé), sharing advice, and communicating one’s achievements to people of power in a 

company (Day & Allen, 2004, as cited in Cai, 2014). 
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Long term: 
 

As for the long term benefits, Güğerçin (2017) mentions two important benefits of 

mentoring for the mentee, which relate to the mentee’s (1) career development and (2) 

psycho-social state. As concerns the first, development is understood to include such 

career functions as “sponsorship, coaching, exposure-and-visibility and challenging work 

assignments.” The second one refers to the mentor’s positive and important psycho-social 

influence on the sense of competence of the mentee, and it is said to include such functions 

as “role modeling, acceptance-and-confirmation, counseling, and friendship” (Güğerçin, 

2017, p. 58). 

1.1.5 Barriers to Mentoring 

Barriers to mentoring have also been studied across the field. Doerwald, Scheibe, 

and Van Yperen (2015) gather that negative mentoring experiences arise out of reasons 

such as the mentor’s lack of necessary mentoring skills, the protégé’s self-centered or 

“exploitative behavior”, and failing relationship dynamics between the mentor and the 

protégé (p. 2). 

Brčić and Mihelič (2015) also noted a barrier to the process. The aim of their 

research was to discover the influence of intrapersonal (e.g. willingness and motivation) 

along with interpersonal factors (e.g. collaboration and communication) on knowledge 

sharing in an organization characterized by diversity. The study also sought to investigate 

employees’ perceptions of how much knowledge was gained and sent throughout the 

cross-generational mentoring relationships. Their findings revealed the amount of 

knowledge that employees received through the mentoring relationships was less than 

they wanted. The authors add that young and older employees would show an eagerness 

for learning because both conveyed the desire to receive more knowledge. Brčić and 

Mihelič (2015) claim that such a finding is motivating as it challenges the stereotype that 

older people have no interest in learning. Moreover, younger together with older 

employees have conveyed the willingness to share a greater amount of knowledge from 

what they already share (Brčić & Mihelič, 2015). The authors add that while younger 

employees are much more enthusiastic to mentor, they are assigned less frequently as 

mentors, possibly because of a deficit of experience (Brčić and Mihelič, 2015). 
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Job-induced stress has been regarded as another barrier in the mentoring 

relationship but has been the object of contending results. Allen et al. (1997) write that the 

amount of job tension may influence an individual’s willingness to mentor others, adding 

that employee withdrawal behavior and diminished job performance have been correlated 

with job stress. They state that those who deal with enough tension in their job would have 

neither the willingness nor the desire to take on other people’s career issues, believing that 

mentoring others would be another burden on themselves. 

1.2 Reverse Mentoring  
 

1.2.1 Definition of Reverse Mentoring (RM) 

 As Hays and Swanson (2012) put it, in former days, older and more experienced 

workers were the ones to hold the greatest expertise. In order to raise individual and 

collective power, younger or less experienced workers had to rely on these “elders” to 

transmit the necessary information needed for such power increments. They claim that 

today, however, “knowledge is found at all levels of the workplace, and those who learn 

from both more and less experienced co-workers are better positioned to accomplish 

personal, client, and corporate goals” (Hays & Swanson, 2012, p. 1). They add that such 

learning materializes through the process of reverse mentoring. 

 Keleş Tayşir and Ülgen (2017) define reverse mentoring as “an innovative and 

alternative form of mentoring in which younger/junior employees as mentor share their 

knowledge and ability about the new trends, concepts, approaches and technological 

developments with older/senior employees as mentee” (p. 306). Keleş Tayşir and Ülgen 

(2017) cite Murphy (2012), who claims that reverse mentoring flips traditional mentoring 

over. The authors further add that reverse mentoring is understood to be a form of 

professional development and social exchange tool by which knowledge and experience 

can be shared “based on the different needs, value systems, and work demands of both 

junior and senior employees” (Keleş Tayşir & Ülgen, 2017, p. 306). Further, the authors 

cite Coles and Gardner (2001), who state that both formal and informal modes of reverse 

mentoring can allow businesses to enhance processes of internal communication. 

 Güğerçin (2017) also cites Murphy (2012) to state that reverse mentoring differs 

from conventional mentoring which requires “a top-down flow of knowledge,” defining 
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reverse mentoring as the mentoring of the less experienced employee to the more 

experienced supervisor (p. 56). That is to say, reverse mentoring flips the traditional 

relationship of a mentor and mentee. 

 Cross-generational knowledge has always been commonly and predominantly 

shared from older to younger employees; nevertheless, reverse mentoring in which the 

younger workers aid the older ones has been emergent (Brčić & Mihelič, 2015). 

Particularly, reverse mentoring has been shown to be habitual in situations where baby 

boomers, who demand to achieve technology-related skills, are assisted by the more tech-

savvy employees or Generation Y workers. Even still, generational differences have been 

said to render fostering a reverse mentoring mind-set difficult to establish, since “older 

workers are not used to being subordinate to younger employees, as in the case of 

knowledge transfer” (Brčić & Mihelič, 2015, p. 859). 

 As reverse mentoring offers a structured relationship in the workplace between an 

older worker and a younger, less experienced one, knowledge sharing is made possible in 

a way that would not occur in any other means (Hays and Swanson, 2012). While 

technology is often a focus, it is not always the main issue behind establishing reverse 

mentoring (Hays and Swanson, 2012). Hays and Swanson (2012) include, for instance, 

that at Procter & Gamble, managers were mentored by many scientists on the issue of 

“ethical implications in biotechnology” (p. 3). The authors also include an instance 

wherein female middle managers mentored male senior executives at Dell to educate them 

on the issue of challenges faced by women in the workplace (Hays and Swanson, 2012). 
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 Hays and Swanson (2012) enumerate key elements that promote the best practices 

in the reverse mentoring process and those include 

the willingness of mentors and mentees to learn from each other; the setting of 

specific goals in order to measure success; a respect for and trust of the younger 

colleague (mentor); the mentor’s demonstration of patience toward the mentee; 

and a knowledgeable and enthusiastic mentor. (p. 6) 

           Keleş Tayşir and Ülgen (2017) also define reverse mentoring as an “arrangement” 

wherein senior employees are taught new skills in technology and other fields by the 

younger workers who assume the role of mentors (p. 306). The authors list the names of 

several companies who are incorporating this scheme in their organizations and these are: 

Best Buy, General Electric, Siemens, 3M, Philip Morris, and Procter & Gamble (Keleş 

Tayşir & Ülgen, 2017). 

 Reverse mentoring has been shown to concurrently teach skills to the younger 

mentee. Güğerçin (2017) writes that as younger generations newly enter the business life, 

they create, through the reverse mentoring program, close relationships with their 

supervisors and can realize the latter’s methods of problem-solving. Further, taking part 

in a decision-making process furnishes a young mentor with the experience of leadership 

development (Güğerçin, 2017). 

            Brčić and Mihelič (2015) have found that opportunities must be created by 

employers for employees to be encouraged and willing to share knowledge. They reason 

that one way to do this is via the development of incentive systems in which knowledge 

sharing is induced and a supportive work environment is created. In order to retain being 

productive, older employees have to continue to update their knowledge and acquire these 

skills and said knowledge. Such novel theories, technology-based skills, and new point of 

views can be received from the younger employees (Brčić & Mihelič, 2015). 

Concurrently, it is vital for the older employees to share their know-hows and experience 

with the younger employees prior to their retirement (Brčić & Mihelič, 2015). 

 Chen (2013) advises that organizations must endeavor to psychologically prepare 

their employees for the experience of learning or educating one from another generation 
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first, before effecting the reverse mentoring program. Chen (2013) adds that a mentor-

mentee pair with similar personalities tend to communicate better, and a pair having 

similar educational backgrounds are able to set targets more clearly and with a greater 

drive. 

In the light of flat organizational structures and task-based structuring, Chen 

(2013) cites that reverse mentoring should be incorporated “in a single unit for a single 

task.” That is to say, if this method is implemented gradually rather than wholly and 

simultaneously, the organizational structure can be changed more easily and will make 

buffering against organizational culture shocks simpler. 

           Chaudhuri and Ghosh (2012) report that mentors are often younger than the 

mentee, which consequently allows older employees the opportunity to learn from their 

younger counterparts. They add that this contrasts with traditional mentoring in which a 

hierarchical learning structure from an older mentor to a younger mentee governs. 

However, as they call to attention, reverse mentoring, while cross-generational, is not 

dependent on the factor of age, but functions when newly recruited junior members have 

knowledge to communicate and the willingness to do so with senior members such as 

managers. 

1.2.2 Benefits of Reverse Mentoring 

Güğerçin (2017) states that young workers as well as older employees with long 

tenure are responsible to learn from the young, especially where that learning involves 

technology. Throughout the reverse mentoring process, young, technology-adept workers 

teach new skills to older employees while they attain these employees’ experience 

regarding how to make decisions, ways of negotiating, and mental models. Güğerçin 

(2017) cites Murphy (2012), who, in the light of the importance of knowledge sharing, 

states that these skills are necessary for new employees to become successful leaders. The 

author categorizes advantages of reverse mentoring into advantages for (1) mentors, (2) 

mentees, and (3) the organization. 
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1.2.2.1 Benefits for Mentor 

A result of transferring technical skills and new methods to senior employees, 

junior employees would attain knowledge on organization-related matters, job 

responsibilities, career plan or hints on organizational culture adaptation, and they would 

learn from seniors’ intra-organizational styles of communication as well as behavioral 

etiquette in formal relations (Keleş et al. 2017). 

 

Güğerçin (2017) has found that reverse mentoring, though stressful in and of itself 

to young mentors, provides a certain amount of stress to allow for learning in that it 

presents a platform to meet managers, who are of a higher level. The author writes that 

this experience would enhance mentors’ innovation and creativity skills. The author has 

also found that the main positive results for a young mentor are “comprehensive decision 

alternatives with the use of data and statistics, awareness about their 'tacit knowledge' with 

regard to social media and technology, [and] developing a network of executive-level 

contacts and peers as well” (Güğerçin, 2017, p. 67). 

 

According to Chen (2013), while the age and seniority of older mentors in classical 

mentoring programs would discourage younger mentees from conveying their opinions 

and ideas, mentees in reverse mentoring programs felt free to express themselves more 

directly given that they possesses more experience in the organization. Consequently, 

mentors would be required to exercise skills pertaining to communication, coordination 

and management. 

 

Chaudhuri and Ghosh (2012) cite Harvey et al. (2009) to claim that some benefits 

for millennial mentors in a reverse mentoring program could be “information access, 

appreciation and professional respect, personal fulfillment and satisfaction, power 

development, improved morale, and reduced turnover” (p. 57). 
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1.2.2.2 Benefits for Mentee 

According to Keleş et al. (2017) reverse mentoring is a valuable tool for senior 

employees as they could attain technology-related knowledge, understand trends and new 

methods, become aware of generational differences, and diminish assumptions and 

negative stereotypes towards the younger generation. 

 

Güğerçin (2017) highlight that reverse mentoring offers seniors the opportunity to 

learn how to communicate effectively with customers outside the organization as well as 

the subordinates inside it, wherein they learn how to identify barriers to communicating 

with their younger colleagues and how to overcome those barriers. 

 

Another potential benefit for mentees would be increased flexibility. Chaudhuri 

and Ghosh (2012) state that flexible work options are a main determinant in ensuring an 

employee’s continued participation in the organization, and while technology may be 

problematic to senior mentees who may not necessarily like for example computers, being 

aware that learning technical skills allows them to work from home would raise their 

flexibility. 

 

Güğerçin (2017) also adds that senior mentees find challenging ideas to be a 

learning instrument. Further, these mentees “may create a positive image in the eyes of 

the youngsters by participating in the meetings despite their busy agendas [and] at the 

same time, these negotiations with the youngsters enable mutual understanding in 

mentees’ families too” (Güğerçin, 2017, p. 67) 

 

1.2.2.3 Benefits for organization 

Organizational benefits also result from reverse mentoring practices. These 

benefits are manifested in personal, social, organizational, and political dimensions. It is 

reported that from an organizational point of view, reverse mentoring is a cost effective 

way to ensure selection and retention of personnel, talent management, and diversity 

management, wherein innovation is promoted and intergenerational prejudices are 

reduced via the emphasis on worker similarities (Keleş et al., 2017). A reverse mentoring 
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program wherein employees are encouraged to share knowledge can allow an organization 

to gain competitive advantage (Güğerçin, 2017). As with Keleş et al. (2017), Güğerçin 

(2017) holds that bridging generations and supporting social change reflect positively for 

reverse mentoring. The development of an organization’s political and work structures 

which would be productive counters against external competition is another prominent 

advantage (Crumpton, 2015). Finally, reverse mentoring is seen as allowing a two-way 

flow of knowledge in an organization (Güğerçin, 2017) rather than a hierarchical, upside-

down flow. “The result will be an open communication system, a flattening, productive, 

and learning organization” (Güğerçin, 2017, p. 67). 

 

1.2.3 The Growing Popularity of Reverse Mentoring 

Reverse mentoring has grown in popularity in recent years, owing it to changing 

paradigms and social or organizational structures. Pelliccione and Dixon (2009) cite 

Greengard (2002) who claims that the notion of reverse mentoring has existed for more 

than a decade.  

Brčić and Mihelič (2015) have stated that the notion of reverse mentoring has 

come to emphasize the process of knowledge sharing from a less experienced member to 

a more experienced one, rather than on age difference between mentor and mentee. 

 Chen (2013) highlights the popularity of the process of reverse mentoring taking 

technological development into consideration. In traditional mentoring, a new or junior 

employee learns from the senior mentor (Chen, 2013) Yet, with the joining of members 

of Generations X and Y into the workforce along with the fast and impressive 

advancement of technology, reverse mentoring has gradually picked up pace in 

multinational companies like IBM. Reverse mentoring would involve juniors sharing new 

technology-related concepts, trends, and skills with senior members (Chen, 2013). 

 Güğerçin (2017) has also commented on the idea of technological advancement, 

claiming that it has made more evident the contributions of reverse mentoring. Instead of 

merely benefiting from the traditional form of mentoring, the establishment of a reverse 

mentoring program allows younger employees as “digital savvies” to offer invaluable 

technology-related knowledge and skills to older members and provide insight regarding 
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employee and customer demands, including, then, those of millennials and the emergent 

Generation Z or iGeneration (Güğerçin, 2017, p. 56). The author gathers that the kind of 

knowledge that juniors would share in such a program would include knowledge of social 

media, novel electronics, and matters such as Search Engine Optimization—that is, issues 

which juniors possess greater awareness of and would exert the energy to learn how to 

use. 

 Various changing factors have contributed to the rise in the prevalence of reverse 

mentoring. Chen (2013) lists “changing professional characteristics of the workforce, flat 

organizational structure, shorter product life cycles, rise of creative industry, and 

appointment of members of younger generators to middle- and higher-level positions” (p. 

206) as factors that have influenced the way the mentoring process has been viewed, 

giving room for reverse mentoring to gain stage. Güğerçin (2017) has focused on factors 

of technological improvements, varying expectations of customers, and the need for cross-

generational employee bridge building for making a way for reverse mentoring processes. 

Further the author writes that states of flat organizational structure, downsizing, faster 

information, and the need to follow up with changes in technology modify what is 

expected of mentoring, which, as a result, invites the discourse of reverse mentoring as a 

process that flips conventional mentoring (Güğerçin, 2017). 

 The matter of technological awareness and proficiency is regarded as a vital 

attribute for senior employees and high-ranking executives or managers to be promoted 

to those high positions (Güğerçin, 2017). While junior employees do belong to the 

younger generations, they are considered to be “digital savvies;” consequently, these 

members whom Güğerçin (2017) cites as “technology mentors,” and who “have 2-7 years 

of experience” are capable of mentoring such technological information to the senior 

employees (p. 59). Reverse mentoring, while having in the beginning the use of the 

internet and email as the object of its practices, has evolved to encompass social media 

use and the effects of technology development on organizations. (Güğerçin, 2017). 

 According to Chaudhuri and Ghosh (2012), millennials might favor mentoring 

high-ranking or high-performing Boomer mentees in an organization. These Boomers 

who possess a high rank in an organization would be treated with greater respect due to 
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the greater voice, power, authority, and influence they have. Consequently, mentoring 

these powerful members is able to allow millennials to gain greater visibility and to satisfy 

their need for recognition via networking with these senior mentees in the workplace. 

 According to Keleş Tayşir and Ülgen (2017), reverse mentoring in recent years 

gathered particular prominence as a management tool. That is to say, as members of 

younger generations join the workforce, organizations must manage this generational 

diversity and reverse mentoring is seen to be such a tool for establishing cross-

generational relationships. Güğerçin (2017) concludes that reverse mentoring, as noted in 

Turkey, is an important tool in overcoming cross-generational conflicts and to benefit 

from such a situation. 

1.2.4 Drawbacks of Reverse Mentoring 

           One drawback to the reverse mentoring practices includes senior mentees’ 

conflicting feelings of not wanting to learn from younger generations and of the threat at 

remaining technologically illiterate. Keleş Tayşir and Ülgen (2017), for instance, write 

that senior employees regard learning from juniors whose ages match those of their 

children as inadmissible, linking knowledge and wisdom to maturity and amount of 

experiences. At the same time, these seniors may interpret the lack of knowledge as 

threatening to their organizational status, fearing the risk of discharge from the workplace 

(Keleş Tayşir & Ülgen, 2017). Chen (2013) also writes of another dilemma that senior 

employees face, which is that “mentees with more experience found it hard to trust and 

respect their mentors, whereas they found that  their work efficiency and learning 

standards were enhanced through the reverse mentoring relationship” (p. 205).  

         Barriers from junior employees’ side may also owing to a lack of effective 

communication skills. In fact, Keleş Tayşir and Ülgen (2017) write that while these 

employees may have knowledge on certain issues and matters, they may not effectively 

transmit it due to their lack of sufficient teaching skills and low self-confidence. The 

authors also point to their communicating skills as being weak out of characteristics of 

their generation, and this would not allow them to easily establish a strong communication 

with the senior mentees (Keleş Tayşir & Ülgen, 2017). 
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        While not in the context in the organizational workplace, barriers to reverse 

mentoring practices in the school setting have also been noted. Pelliccione and Dixon 

(2009) have found that student mentoring teachers on computer use felt that teachers 

already had extensive knowledge of how to use computers and would not need students’ 

help. In the authors’ study, other students felt it a bad idea to outsmart teachers as they 

thought that would create problems in the classroom. Other remarks in their study pointed 

that students sensed that since teachers already knew about computers, they would not be 

interested in students telling them what to do. Still others thought that teachers would not 

be interested in using computers and so would not be interested in receiving instruction 

(Pelliccione & Dixon, 2009). 

         Chaudhuri and Ghosh (2012) mention that the issue of expectations about 

appropriate ages for the roles of mentor and mentee may exist in the mentoring system. 

They add that members of the older generation may not want to share developmental needs 

with the younger mentees because they might regard it as “being behind schedule” in their 

work (Chaudhuri & Ghosh, 2012, p.64). 

1.3. Reverse Mentoring in Educational Institutions 

The concept of reverse mentoring has been viewed as having benefits for the 

mentor and as well as for the mentee including “improved morale, cost efficiency, diverse 

application, information access, personal satisfaction” (Pelliccione & Dixon, 2009, p. 

759). The authors add that in an organization, a traditional mentoring relationship would 

involve the transfer of already existing knowledge about the organization, whereas in a 

reverse mentoring situation, knowledge is supplied from outside an organization. 

Reverse mentoring, while having been studied from the organizational point of 

view, has also been studied in the context of educational institutions. Pelliccione and 

Dixon (2009) aimed to test how reciprocal mentoring would improve school students’ and 

preservice teachers’ skills in ICT (Information and Communications Technology), as well 

as how a reciprocal mentoring model could actively encourage university readiness in 

school students. The outcomes of their study found that in terms of positive responses 

towards the exercise, students felt that when they helped teachers with computer use, they 

would have the chance to interact more with their teachers, thinking this would be more 



23 
 

enjoyable. The authors’ study revealed that other students felt useful when helping their 

teachers, while others expressed their enjoyment of feeling like a teacher as they helped 

adults. The students also expressed that if they helped their teachers, teachers could show 

other students what they learned. Teachers have also expressed how the experience 

enabled them to identify students’ ICT (Information and Communications Technology) 

skills and their competence as well as confidence with technology, and how it allowed 

them to foster understanding about themselves (raised confidence and re-affirmation of 

the choice of their career as appropriate, and as a result, increased willingness to share 

their skills with students) (Pelliccione & Dixon, 2009). The authors confirm the results of 

other studies on reciprocal mentoring, that is, that increased self-esteemed was also 

apparent. 

In terms of negative effects, students’ responses were based on their thought that 

teachers did not need, want, or appreciate any aid received from a student (Pelliccione & 

Dixon, 2009). 

The reciprocal mentoring process has allowed students and preservice teachers to 

become co-learners in that, through exchange, both sides have attained valuable skills and 

knowledge. Particularly, teachers could practice teaching in an ICT (Information and 

Communications Technology) milieu, while students improved university readiness and 

understanding university life (Pelliccione & Dixon, 2009). 

In Pelliccione and Dixon (2009) article the researcher realizes that, the study 

involves two educational institutions (a school and a university) where the reverse 

mentoring relationship is between school students, school teachers, university pre-service 

teachers and university academic staff. Unlike this sample, that includes the faculty and 

the students of a university in Lebanon where they often engage in reverse mentoring 

relationship informally.  
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1.4 Engagement 

1.4.1 Definition of Engagement (ENG) 

  Seppälä, Mauno, Feldt, Hakanen, Kinnunen, Tolvanen, and Schaufeli (2008) 

define work engagement as the “positive opposite of workout” (p. 460). Merino-Tejedor, 

Hontangas, and Petrides (2018) draw on the model of work engagement established by 

Bakker, Albrecht, and Leiter (2011) and it consists of the dimensions of (1) absorption, 

(2) dedication, and (3) vigor. Seppälä et al. (2008) draw on earlier work by Schaufeli et 

al. (2002) to define work engagement “as a positive, fulfilling, work-related state of mind 

that is characterized by vigor, dedication, and absorption” (p. 460). 

           Based on Merino-Tejedor et al. (2018) and Seppälä et al. (2008), absorption can be 

understood as the full concentration on an activity. It includes being engrossed in work 

and is marked by a quick passing of time and difficulty in being detached from the work. 

The authors add that dedication is taken to include the important and meaningful pursuit 

of goals marked by a sense of inspiration, pride, significance, challenge and enthusiasm. 

They explained that vigor refers to the devotion of time and effort to work, high amount 

of energy and mental resilience, as well as persisting amidst difficulties. Seppälä et al. 

(2008) cite a review in which work engagement correlates positively “with mental and 

psychosomatic health, intrinsic motivation, efficacy beliefs, positive attitudes towards 

work and the organization, and high performance” (p.460). 

         Llorens, Schaufeli, Bakker, and Salanova (2007) draw on an earlier work to explain 

work engagement as a condition of employee fulfillment distinguished by persistence, and 

a pervasive and positive affective motivation. 

        Various studies done have shown that dedication and vigor act as the ‘core 

dimension’ of work engagement (Mérida-López, Extremera, & Rey, 2017; Llorens et al., 

2007; Langelaan, Bakker, van Doornen, & Schaufeli, 2006), while the dimension of 

absorption is like a state of peak experience, resulting from work engagement illustrated 

by Langelaan et al. (2006). The dimensions of dedication and vigor contrast respectively 

with the dimensions of exhaustion and [cynicism] in burnouts (Llorens et al., 2007). 
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        Based to Bakker and Demerouti (2008), engaged employees possess enthusiasm 

towards their work and high levels of energy. They add that for such employees, time 

passes very quickly due to their immersion in work. 

        Seppälä et al. (2008) draw on Schaufeli et al. (2002b) who describe work engagement 

in terms of stability. That is to say, work engagement is a relatively stable state of mind 

wherein such an affective and cognitive state is persistent and pervasive, instead of short-

lived or concentrated on an identified event, behavior, object, or person (Schaufeli et al., 

2002b, as cited in Seppälä et al., 2008). Added by Seppälä et al. (2008) that work 

engagement bears more stability than does work-related emotions (such as content, 

enthusiasm, and cheerfulness) but less stability than personality traits as in the Big Five. 

Work engagement is as well seen as work-related mood by Schaufeli and Salanova (2007) 

as cited in Seppälä et al. (2008). 

         Other scholars have defined work engagement in terms of differently labeled 

dimensions. For instance, a three-dimensional notion of engagement has been conceived 

by May, Gilson, and Harter (2004) (having drawn on Kahn, 1990), whose labels for the 

dimensions differ from the ones by Schauefli and Salanova (2007), but whose 

operationalization is very similar (as cited in Bakker, Demerouti, Hakanen, & 

Xanthopulou, 2007). Specifically, these dimensions include (1) a physical component, (2) 

an emotional component, and (3) a cognitive component, that parallel correspondingly to 

the previously aforementioned dimensions of vigor, dedication, and absorption, 

respectively. 

         While engaged workers work long hours, they are not preoccupied with work such 

as workaholics (Schaufeli et al., 2001, as cited in Bakker et al., 2007). As well, they do 

not abandon their social life beyond work but rather enjoy activities other than work in 

their lives, socializing and engaging in hobbies and volunteer work (Bakker et al., 2007). 

         In the research study by Langelaan et al. (2006), which sought to study the position 

of burnout and work engagement taking the two-dimensional models of affect (pleasure 

and activation) and personality (extraversion and neuroticism), findings have revealed that 

high levels of extraversion along with low levels of neuroticism characterize work 
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engagement. That is, engagement corresponded to high levels of activation (low 

neuroticism) and high levels of pleasure (high extraversion). (Langelaan et al., 2006) 

1.4.2 Reasons behind the Outperformance of Engaged Workers  

          Bakkar and Demerouti (2008) elaborate on four reasons behind the outperformance 

of engaged workers compared to non-engaged workers. First of all, engaged workers 

possess positive emotions (e.g. enthusiasm, happiness, and joy) which allows them to be 

more productive, helpful, sociable, confident, positive, and receptive to work 

opportunities (Bakkar & Demerouti, 2008). The second reason the authors list is better 

health. Engaged workers have been shown to suffer less from psychosomatic problems, 

heart problems, stomach pains, and self-reported headaches, and that vigor correlates 

positively to mental and physical health (Bakkar & Demerouti, 2008).     

Hallberg and Schaufeli (2006) have also found that healthy workers have 

possessed work engagement in addition to organizational commitment. Their findings 

reveal that work engagement and organizational commitment are associated with low 

levels of role conflict, and all three constructs are associated with a lower tendency for 

one to quit work (Hallberg & Schaufeli, 2006). The third reason behind the 

outperformance of engaged workers compared to their non-engaged counterparts is that 

the former are capable to generate their personal resources and job (Bakkar & Demerouti, 

2008). Bakkar and Demerouti (2008) draw on Frederickson’s (2001) broaden-and-build 

theory which shows that positive emotions establish long-lasting psychological resources, 

which in turn enhances emotional well-being, both in the moment and on the long run. 

The fourth reason engaged workers perform better arises out of the transfer of one’s state 

of engagement to another’s (Bakkar & Demerouti, 2008). As performance is said to rely 

on the combined effort of individual employees, the increased individual engagement 

would lead to the increase of the other team members’ engagement, in turn allowing the 

team to perform better in the organization. 
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1.5 Reverse Mentoring and Engagement 

         Chaudhuri and Ghosh (2012) contend that as they gather members of Generation X 

to be “empowered, self-directed, resourceful, more accepting of diversity” (p. 57), and 

masterful when it comes to technology, they expect them to be likely to exhibit more 

commitment and engagement in the workplace than millennials. And whereas the latter 

look for work that is interesting and meaningful to them, Boomers are said to be at risk 

for burnout (Chaudhuri & Ghosh, 2012). 

        Even though reverse mentoring was introduced as a means to teach senior employees 

in most organizations technology, merely narrowing the scope of reverse mentoring to 

aiding the Boomers attain technology-related expertise from the younger mentees is a 

limited view (Baily, 2009, as cited in Chaudhuri & Ghosh, 2012). According to Chaudhuri 

and Ghosh (2012), not only would reverse mentoring allow them to gain the insightful 

technical expertise, but it would also help Boomers enhance sensitization to various 

matters such as “workplace diversity, subject matter advances, work–life balance, and 

global perspective” (p. 57), which in turn would help raise the levels of work engagement. 

Further, because millennials having the opportunities to network and share their 

expertise with older employees of higher ranks may assist raise their organizational 

involvement, Chaudhuri and Ghosh (2012) have argued that the process of reverse 

mentoring could be an effective instrument to keep millennials committed and Boomers, 

engaged. 

         To study how reverse mentoring would positively associate with Boomer 

engagement and millennial commitment, Chaudhuri and Ghosh (2012) integrate two 

frames: social exchange theory (a theory that looks at social behavior as an outcome of a 

process of interactive exchanges, where the two parties weigh the costs and benefits of 

social relationships e.g. When the costs of the relationship outweigh the benefits, people 

will most probably abandon the relationship) and organizational age theory (a theory that 

explains how age norms can motivate or demotivate people to exchange information with 

their colleagues in the organization) (cf. Blau, 1964 and Lawrence, 1987, 1988). 

Chaudhuri and Ghosh (2012) cite Kahn (1992) who claims that engaged individuals allow 

their whole beings to perform, being open and connected to themselves and to others, and 
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so are “psychologically present, attentive, integrated, and focused in their jobs” (p. 65). 

They also draw on Saks (2006), who found greater job engagement in individuals “who 

perceive high organizational support” (Chaudhuri & Ghosh, 2012, p. 65). This confirms 

the reciprocal principle of the social exchange theory wherein workers begin to be more 

engaged in their work if they believe their organization to care about its employees’ well-

being (Chaudhuri & Ghosh, 2012). 

         Thus, it shown that taking part in reverse mentoring as mentees can raise Boomers’ 

engagement if they see the operation as an investment made by the organization in their 

professional development which would allow them to advance in subject matters, improve 

sensitization to diversity in the workplace, and attain technology-related skills (Chaudhuri 

& Ghosh, 2012). The authors add that in the light of Boomers’ concern for skills becoming 

obsolete due to little training, the chance to gain new learning as senior mentees would 

enhance Boomers’ engagement in the workplace (Chaudhuri & Ghosh, 2012). 

Moreover, it is suggested that mentors from the younger generation also view 

mentoring senior colleagues as a form of organizational support and a sign of recognition, 

both of which in turn boosts their organizational commitment. Similarly and in turn, older 

mentees view the chance to learn and develop as organizational support, which then 

increases their engagement in work. 

H1a: There is a positive relationship between perceptions of reverse mentoring 

and engagement among faculty.  

H1b: There is a positive relationship between perceptions of reverse mentoring 

and engagement among students.  
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1.6 Emotional Intelligence 

1.6.1 Definition of Emotional Intelligence (EI) 

The term “emotional intelligence” (EI) goes back to the 1980s when work and 

research pertaining to cognitive ability as associated to interpersonal skills were done 

(Crumpton, 2015). The pioneer in emotional intelligence, Daniel Goleman, contended that 

EI is able to be learned and developed, rather than acquired by nature (Goleman, 1995). 

Goleman (1995), having gained inspiration from different articles, came to publish the 

book, Emotional Intelligence: why it matters more than IQ, in 1995. In it, Goleman 

describes EI as the abilities of motivating oneself and persevering during frustration; of 

regulating one’s mood and keeping distress from hindering one’s ability to think clearly; 

and of empathizing and hoping (Goleman, 1995). 

That is to say, emotional intelligence is to have the abilities of understanding and 

managing emotions intelligently for oneself and for others, all of which is related to 

possessing an understandable and creative perspective of regulating relationships and 

stress, facing challenges, and learning how to look for positive results (Crumpton, 2015). 

Crumpton (2015) writes that these abilities are important for advancing the goals of an 

organization and offering a positive and productive working environment. The author 

further ties this to mentoring in that skills brought forth by emotional intelligence are vital 

to attain the goals for a mentor and mentee in a mentoring relationship. 

De Clercq, Bouckenooghe, Raja, and Matsyborska (2014) have gathered from 

research (cf. Bills-berry et al., 2005 and Landen, 2002) that employees having a higher 

level of EI can better perceive the worth of having goals that match the goals of other 

members or colleagues in the organization, enhancing team performance. 

1.6.2 Emotional Intelligence Models 

According to Doerwald, Scheibe, and Van Yperen (2015), emotional abilities is 

the capability of effectively handling one’s own and others’ emotions. Work by Joseph 

and Newman (2010) (as cited in Doerwald et al., 2015) has specified three main emotional 

abilities which include emotion regulation, emotion understanding, and emotion 

perception.  Emotion perception is the ability of accurately identifying one’s and others’ 

emotions. Emotion understanding is the ability of understanding how emotions are 
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developed, distinguishing between these emotions, and identifying the right emotions 

exhibited in a particular context. Emotion regulation consists of the cognitive and 

behavioral strategies used in affecting how emotions are experienced and expressed 

(Doerwald et al., 2015). 

The term ‘emotional intelligence’ has appeared even before being published in a 

peer-reviewed journal where Mayer and Salovey (1990) (as cited in Rathore, Chadha, & 

Rana, 2017) have explained EI as the ability to monitor one’s and others’ feelings as well 

as being able to differentiate between them and utilize this to guide the way one thinks 

and acts. Subsequently, they modified this definition so that it is understood as “the ability 

to perceive accurately, appraise and express emotion (perceiving); the ability to access 

and/or generate feelings when they facilitate thought (using); the ability to understand 

emotion and emotional knowledge (understanding); and the ability to regulate emotions 

to promote emotional and intellectual growth (managing)” (Mayer & Salovey, 1997, as 

cited in Rathore et al., 2017). These four sets are hierarchically ordered so that lower-level 

abilities (perceiving) inform higher-level ones (e.g. managing) (Rathore, Chadha, & Rana, 

2017). 

Other four areas of ability were laid forth in an early work by Goleman in which 

he called them leadership skills. These four areas include (1) self-awareness 

(understanding one’s emotions and the impact they make), (2) self-management 

(managing one’s emotions and mood), (3) social awareness (recognition of and sensitivity 

toward others’ emotions), and (4) managing relationships (using emotions to influence 

and navigate relationships) (as cited in Crumpton, 2015). 

1.7 Reverse Mentoring and Emotional Intelligence 

So as to enjoy the in-depth benefits of good mentoring, it is important to seek out 

and use emotional intelligence. Not having it poses an obstacle to attaining mentoring 

objectives such as improving organizational standards, increasing performance, and 

creating room for planning future growth (Crumpton, 2015). According to the author, 

coordinators of programs, administrators, and possible mentors should also embrace 

learning emotional intelligence for mentor development. 
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Thus said, “Having an emotionally intelligent mentor is critical to the success of 

the relationship for all participants” (Crumpton, 2015, p. 55). EI has also been found to be 

important both in formal and informal mentoring programs. In fact, in formal programs, 

training for skills of emotional intelligence is vital to have in preparatory work. In informal 

programs, the knowledge about the ways to manage oneself and establish strategic 

relationships that are significant to oneself vital to achieve one’s career goals and 

ambitions. 

Even when teaching students in a classroom setting, not only are academics 

important, but emotional intelligence is also necessary to have. Teachers, in order to have 

a good rapport with students, must have all of the five components of emotional 

intelligence, which are, self-regulation, self-awareness, empathy, motivation, and social 

skills (Alam & Ahmad, 2018). Teachers have to teach and supervise their choices based 

on students’ feelings, expectations, and potentials, and this would help teachers empathize 

with student needs and so infuse it to their achievements (Alam & Ahmad, 2018). 

In their study on the influence of teachers’ emotional intelligence on student 

achievement, Alam and Ahmad (2018) have found that there is a significant relationship 

between the two variables. They then reason that when schools have emotionally 

intelligent teachers, a learning culture can be created wherein teachers perceive their 

students’ needs and the way they can be more involved in learning activities, and this 

would lead to improving students’ achievement. 

According to Alam and Ahman (2018), teachers who are emotionally intelligent 

are supposed to teach effectively given their awareness of students’ strengths and 

weaknesses and so, they are able to adapt instruction to the class conditions. Since they 

are conscious of their own strengths and weaknesses and since they can be accountable 

for the activities they do, emotionally intelligent teachers are assumed to improve 

outcomes by focusing and strengthening their areas of improvement in relation to teachers 

who are not emotionally intelligent (Alam & Ahmad, 2018). 
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The aforementioned abilities of emotion perception, emotion understanding, and 

emotion regulation become especially important for mentors in a mentoring relationship 

to help them build a trustful relationship with mentees. They are also important skills for 

mentors to transfer to their mentees via role modeling (Doerwald et al., 2015). In fact, 

having emotion perception would allow the mentor to pinpoint the mentee’s problems and 

respond properly to them. Having emotion understanding would allow a mentor to help 

mentees attain the necessary insight as well as coping mechanisms. Finally, having 

emotion regulation would assist the mentor to create a trustful relationship “through 

authenticity, consistency, and reliability in emotional displays” (Doerwald et al., 2015, p. 

4). Further, mentors may enlighten their mentees about the ways to regulate their own 

emotions in an effective way when found in critical situations at work. 

Research as pointed to evidence that suggests age-based improvements in the two 

abilities, emotion understanding and emotion regulation, and conservation in emotion 

perception (Doerwald et al., 2015). These improvements have arisen out of increasing 

knowledge on how to deal with emotional events in life. As regards the last of the three 

mentioned skills—emotion perception—mixed evidence has identified the least age-based 

differences. However, with emotion understanding, older adults possess the skill more 

than younger ones. Regarding emotion regulation, older adults use strategies of adaptive 

emotion regulation such as reappraisal and deep acting more than strategies of 

maladaptive emotion regulation such as suppression and surface acting (Doerwald et al., 

2015). They are also better at executing a variety of emotion regulation strategies. 

Doerwald et al. (2015) thus state that overall, the advances in main emotional abilities in 

older adults make them more suitable for taking on the role of mentors. 

Emotional abilities are also an important characteristic of the mentee, and these 

increase with age (Doerwald et al., 2015). Particularly, these abilities are predictors of 

mentees’ trust in the mentor, which is itself a key component of a good mentoring 

relationship. (Chun et al., 2010, as cited in Doerwald et al., 2015). The authors point that 

older mentees’ higher emotional abilities can make up for the possible lower abilities of 

the mentor, and given this tendency of age differences in abilities, this would be pertinent 

in scheme of reverse mentoring wherein “older protégés’ emotional abilities may buffer 

against low emotional abilities of the younger mentor” (Doerwald et al., 2015, p. 5). 
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1.8 Emotional Intelligence and Engagement 

Workers with high emotional intelligence tend to be more sensitive and responsive 

to work experiences that bring about positive emotions and to utilize them to invest energy 

in work (De Clercq et al., 2014). 

Mérida-López et al. (2017) claim that emotional intelligence is a precursor for 

engagement. The authors state that personal and social resources like “EI would moderate 

the associations between demands and organizational outcomes” (Mérida-López et al., 

2017, p. 3). That is to say, EI would contribute in making employees more energized, 

encouraging them to be persistent, and making them invest focus on their exerted efforts, 

which correspond respectively to vigor, dedication, and absorption of work engagement, 

cultivated by said emotional resources (Mérida-López et al., 2017). 

Mérida-López et al. (2017) have found in their research on the interactive effects 

of emotional intelligence and role stress in the consideration of engagement in a sample 

of teachers that EI correlated significantly positively with engagement, as with previous 

research. Even with the controlling of background-related factors such as gender, 

teachers’ age, experience, and grade level taught, EI was positively associated with 

engagement scores. The authors’ results also revealed that EI did in fact correlate 

positively and significantly with vigor, dedication, and absorption. Similarly, Merino-

Tejedor et al. (2018) found that EI correlated positively with academic engagement. 

Merino-Tejedor et al. (2018) further studied the mediating role of career 

adaptability on the relationship between emotional intelligence and academic 

engagement, confirming previous research which shows that career adaptability was a 

mediating variable in the middle of a three-step paradigm wherein emotional intelligence 

was taken as the antecedent variable and engagement was the resulting variable. In another 

words, their results revealed that students possessing more emotional intelligent were 

more academically engaged, as mediated by career adaptability. 

De Clercq et al. (2014) attempted to better understanding the motives behind 

organizational deviance, considering the factors of goal congruence, work engagement, 

and emotional intelligence. The authors found that employees’ work engagement was a 

crucial channel by which goal congruence curtailed organizational deviance. Moreover, 
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the authors found that how much this work engagement channeling of goal congruence 

into lowering organizational deviance was done was reinforced by the EI of the 

employees. De Clercq et al. (2014) reason that “because low EI employees tend to be less 

vigilant about the value of positive emotional information inherent to relationships with 

others […], the instrumentality of such goal congruence to enhance work engagement may 

become attenuated” (p. 699). 

In order to maintain a high level of work engagement, there must be continuous 

attention paid to constructive activities related to work (De Clercq et al., 2014). Employees 

having low emotional intelligence tend to lack the emotional energy and skills needed to 

maintain positive relational tools including goal congruence in these activities. Employees 

with low EI do not understand as well as high EI employees that positive emotional 

resources as found in relationships with senior colleagues like managers can guide their 

attitudes in work, and so they would not react to goal congruence as strongly as their high 

EI counterparts (De Clercq et al., 2014). To sum up, then, employees with low emotional 

intelligence are less aware of the worth of goal congruence in their work and this in turn 

manifests into less work engagement. 

De Clercq et al. (2014) claim that, as strong work engagement can induce 

increased stress at work, an employee with high EI is able to cope with such stress. 

Consequently, these employees are better able to link between work engagement and 

decreased organizational deviance even amidst potential conflicting work and non-work 

obligations.  

De Clercq et al. (2014) add that organizations, on top of recruiting high EI people, 

can also implement intervention programs for individuals so as to enhance EI in such a 

way that positive energy, which is characteristic of engaged employees, is better 

channeled to decrease deviant or counterproductive behavior. In this way, the importance 

of EI is located in its potential to bring about engagement towards work, which in turn 

would raise goal congruence and reduce counterproductive behavior, or organizational 

deviance (De Clercq et al., 2014). The authors hold, then, that organizations would benefit 

both from employees’ experience of positive emotions (EI) triggered by goal congruence 

and the ability to hold positive work-related energy (engagement) while lowering 
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deviance, the latter of which relies critically on employees’ abilities to access this energy 

and execute it effectively to choices regarding what kind of behaviors or activities to seek 

out and what to avoid (De Clercq et al., 2014). 

The authors concluded that: 

[W]ork engagement functions as an important conduit through which employee 

supervisor goal congruence reduces counterproductive behaviors, and the extent 

to which such potential is realized is greater among employees with higher EI. The 

counterpart is that employees with less developed emotional skills are less prone 

to respond positively to goal congruence, and their work engagement in turn plays 

a less crucial role in encouraging their avoidance of deviant behaviors. (De Clercq 

et al., 2014, p. 706) 

Their results reveal that engagement and EI act as channels, or mediators: 

engagement mediates goal congruence and organizational deviance, EI is a channel 

between goal congruence and engagement, EI mediates between engagement and 

organizational deviance, and EI mediates between goal congruence and organizational 

deviance. 
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1.9. Emotional Intelligence as a Mediator 

To date, the relationship between the three variables, RM, EI and ENG, has not 

yet been fully clarified in the literature. As noted in Section 1.5, reverse mentoring has 

been studied as an antecedent to engagement. Similarly emotional intelligence has a 

relationship to both engagement and reverse mentoring individually. However, the role of 

emotional intelligence as a mediator in the relationship between reverse mentoring and 

engagement has not been studied. In this study, the researcher seeks to investigate this 

lack of knowledge by capturing the perceptions of the parties involved informally in an 

RM situation. 

H2a: Emotional Intelligence mediates the relationship between perceptions of 

reverse mentoring and engagement among faculty. 

H2b: Emotional Intelligence mediates the relationship between perceptions of 

reverse mentoring and engagement among students. 
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Figure 1. Schematic model of 

emotional intelligence 

mediating the relationship 

between reverse mentoring 

perceptions and engagement 

for the Mentee 
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Figure 2. Schematic model of 

emotional intelligence 

mediating the relationship 

between reverse mentoring 

perceptions and engagement 

for the Mentor. 
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   Chapter Two 
 
 
 
 
 
 
 

Research Methodology 

 
The ultimate goal of this thesis was to empirically study the different perceptions 

regarding the concept of reverse mentoring and their effect on engagement. For this 

purpose, the researcher started with testing the direct relationship between reverse 

mentoring and engagement. Afterwards, it posits a model with emotional intelligence 

mediating the relationship between RM and ENG. The study examines this proposed 

relationships (direct relationship and mediated relationship) in both faculty and students.  

 

This chapter is divided into five sections: Construct Operationalization, Scale 

Development, Reliability and Validity of Constructs, Testing Survey for Common 

Method Bias, and Survey Administration.   

 

2.1 Construct Operationalization 

Self-administered e-surveys were implemented for survey administration because 

they are a fast, easily filled-in, accessible to the respondents, and inexpensive method. 

Participation in the study was voluntarily. A cross-sectional e-survey was constructed 

using Google forms. 

 

A quantitative approach was adopted in this research paper in the form of a well-

structured questionnaire with the goal of achieving consistency, relativity and credibility. 

The survey/questionnaire consisted of 40 close-ended questions for Students and 40 close-

ended questions for Faculty. Each survey was divided into four sections: Demographics, 

Reverse mentoring (for Students or for Faculty), Emotional disposition, and Engagement. 

The first section collected general demographic information about the respondents -- their 

gender, age and role in university (faculty or student). The second section investigated the 

respondents’’ -- the student’s or the faculty’s -- perceptions of mentoring. The third 
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section aimed to assess the respondents’ ability to control their emotions. The final section 

which is the fourth section, focused on the extent of the respondents’ engagement within 

the workplace – an academic institution, in this case. The survey/questionnaire was 

administered through a pilot study to a random selection of 10 participants to check the 

clarity of the questions. The survey/questionnaire proved to be clear and easily understood 

by the sample.  

 

Ethical considerations  

During the administration of the survey, certain ethical issues were taken into 

consideration. Among these were the respondents’ right to anonymity and the right to 

confidentiality of shared information throughout the course of filling out the 

questionnaire. The respondents were not required to disclose detailed personal 

information. Moreover, the data collected from the survey was promised to remain strictly 

confidential and to be reported in the thesis anonymously. Finally, the right to informed 

and voluntary consent were addressed by clarifying the purpose of the survey 

questionnaire which was explained as exploring “The relationship between Emotional 

Disposition and Engagement with Mentoring”. 

 

         The researcher chose this title in the questionnaire to avoid any confusion that might 

arise from the term Reverse Mentoring. However, by the fact that the students were given 

the questions pertaining to mentoring and the faculty were given the questions pertaining 

to being a mentee, the survey captured opinions on reverse mentoring. 

  



41 
 

2.2 Scale Development 

2.2.1 Reverse Mentoring Scale Development: For the construct measuring reverse 

mentoring, scale item questions were prepared for both faculty and students.  

 

These scale items were as follows: 

 

Table 1. Table of Statements for Reverse Mentoring variable  

Table of Statements 

Reverse Mentoring – Faculty (Mentee) Reverse Mentoring – Students (Mentor) 

Items Items 

I learn from the knowledge of my 

subordinate(s) (e.g. student(s)) 

I share my knowledge with those superior 

to me (e.g. instructor(s)) 

I learn from the experience of my 

subordinate(s) (e.g. student(s)) 

I share my experience with those superior 

to me (e.g. instructor(s)) 

I learn from the feelings of my 

subordinate(s) (e.g. student(s)) 

I share my feelings with those superior to 

me (e.g. instructor(s)) 

I change my ways when my 

subordinate(s) (e.g. student(s)) show me 

how to make learning better and fun 

I help my superior(s) (e.g. instructor(s)) 

with things to make learning better and fun 

I spend time just talking to my 

subordinate(s) (e.g. student(s)) 

I spend time just talking to those superior 

(e.g. instructor(s)) to me 

I am happy I get help from my 

subordinate(s) (e.g.  student(s)) 

I feel important when I help someone who 

is superior(s) to me (e.g. instructor(s)) 

I accept my subordinate(s) (e.g. 

student(s)) knowledge because that 

motivates me to learn something new 

My superior(s) (e.g. instructor(s)) accept 

the knowledge I share with them 

Mentees get a sense of fulfillment by 

receiving their wisdom from others 

Mentors get a sense of fulfillment by 

passing their wisdom on to others 

Mentees' creativity increases when being 

mentored 

Mentors' creativity increases when 

mentoring others 

One's engagement is likely to improve 

when one         becomes a mentee 

One's engagement is likely to improve 

when one becomes a mentor 

Mentees serve to elevate the recognition 

their mentors receive 

Mentors achieve recognition from their 

superiors for developing the talent of their 

mentees 

Mentees gain status amongst their peers 

for having a mentor 

Mentors gain status amongst their peers for 

their mentoring activities 
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These statements were selected from a longer pool of statements based on Factor 

Analysis. 

Mohamed, Wee, Rahman, and Aziz (2014) explain Factor Analysis as such: 

  

Factor analysis is used to verify the number of dimensions conceptualised. Factor 

analysis is an interdependence technique, whose primary purpose is to define the 

underlying structure among the variables in the analysis. The analysis provides the 

tools for analysing the structure of the interrelationships (correlations) among a 

large number of variables by defining a set of variables that are highly correlated, 

known as factors. (p. 124) 

 

The larger pool of statements was the following:  

 

        Smith’s (2015) article, “to identify the specific within mentor characteristics 

associated with mentor perceived relationship quality with the mentoring experience” (p. 

1), was the inspiration for question 1; however, the wording was changed to examine the 

student’s and the faculty’s behaviors separately, based on their choice in the “role in 

university” question in the demographics section. Meaning, whenever a Faculty selects in 

the demographics section "Faculty", he/she will fill different Reverse Mentoring questions 

compared to the Students'. Questions 2 and 3 were taken directly from Smith’s (2015) 

article. Question 4 was taken from Pelliccione and Dixon’s (2009) article. Pelliccione and 

Dixon (2009) studied two educational institutions (a school and a university) where the 

reverse mentoring relationship is between school students, school teachers, university pre-

service teachers and university academic staff and it showed that reciprocal learning can 

be mutually beneficial to all involved. Question 5 was taken directly from Smith’s (2015) 

article. Question 6 was taken from Pelliccione and Dixon’s (2009) article. Smith’s (2015) 

article and Pelliccione and Dixon’s (2009) article were the inspirations for question 7. 

Question 8 was taken from Pelliccione and Dixon’s (2009) article. Smith’s (2015) article 

and Pelliccione and Dixon’s (2009) article were the inspirations for question 9. Also, 

Allen’s (2003) article, on examining the “dispositional and motivational variables related 

to the propensity to mentor others and to the provision of career and psychosocial 
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mentoring” (p. 1), was the inspiration for question 10. Questions 11, 12, and 13 were taken 

from Ahmad, Elahi, Nigam, and Kapoor’s (2017) article. Last but not least, questions 14-

15-16-17-18-19-20-21 were taken from Ragins and Scandura’s (1994).  

 

Table 2. Reverse Mentoring five item Factor Analysis for Faculty 

Faculty Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 

Mentee.Q1 0.9 0.02 -0.07 0.12 0.03 

Mentee.Q2 0.81 0.03 -0.04 0.17 -0.07 

Mentee.Q3 0.91 0.11 0.07 -0.05 0.03 

Mentee.Q4 0.83 -0.08 0.09 -0.18 -0.02 

Mentee.Q5 0.62 -0.2 0.06 0.13 -0.13 

Mentee.Q6 0.34 0.2 -0.09 0.52 0.06 

Mentee.Q7 0.18 -0.48 0.1 0.09 0.06 

Mentee.Q8 0.15 -0.48 0.34 -0.03 0.2 

Mentee.Q9 0.08 0.08 -0.08 0.81 0.07 

Mentee.Q10 0.09 -0.19 0.04 0.72 -0.16 

Mentee.Q11 0.04 0.09 0.63 -0.08 0.02 

Mentee.Q12 0.14 -0.09 0.77 -0.16 0.11 

Mentee.Q13 -0.06 0.16 -0.11 0.01 -0.46 

Mentee.Q14 -0.07 0.01 -0.24 0.02 0.67 

Mentee.Q15 -0.01 0.09 0.08 -0.04 0.85 

Mentee.Q16 0.15 0.44 0.21 0.06 -0.18 

Mentee.Q17 0.01 0.33 0.5 0.3 -0.15 

Mentee.Q18 -0.17 0.36 0.53 0.36 -0.19 

Mentee.Q19 0.13 0.78 0.09 0.02 0.1 

Mentee.Q20 -0.02 0.81 0.05 0.03 -0.02 

Mentee.Q21 -0.11 -0.44 0.21 0.29 0.48 
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Table 3.  Reverse Mentoring five item Factor Analysis for Students 

Students Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 

Mentor.Q1 0.02 0.74 -0.04 0.02 -0.01 

Mentor.Q2 -0.08 0.87 0.05 -0.03 -0.03 

Mentor.Q3 -0.01 0.7 0.08 0.06 0.08 

Mentor.Q4 0.11 0.82 -0.05 -0.09 0.03 

Mentor.Q5 -0.02 0.69 -0.1 0.16 -0.08 

Mentor.Q6 0.29 0.3 -0.07 -0.02 -0.49 

Mentor.Q7 0.14 -0.07 -0.26 0.59 0.23 

Mentor.Q8 -0.14 0.05 -0.14 0 0.49 

Mentor.Q9 0.02 0.09 0.1 0.72 -0.1 

Mentor.Q10 -0.18 0.41 0.14 0.33 -0.1 

Mentor.Q11 0.49 0.07 0.17 0.11 0.07 

Mentor.Q12 0.23 0.18 0.44 -0.05 0.3 

Mentor.Q13 0.02 0.21 0.46 -0.03 0.28 

Mentor.Q14 -0.32 0.01 -0.33 -0.02 0.15 

Mentor.Q15 0.05 0.08 -0.7 0.04 0.08 

Mentor.Q16 0.77 0.06 -0.07 0.02 0.05 

Mentor.Q17 0.88 0.03 -0.06 0.01 0.07 

Mentor.Q18 0.8 -0.05 -0.02 -0.16 -0.05 

Mentor.Q19 0.82 -0.04 0.05 0.07 -0.11 

Mentor.Q20 0.63 -0.02 0.19 0.22 -0.13 

Mentor.Q21 0.06 -0.07 0.48 0.18 -0.08 

 

In this study, the reverse mentoring questions in case of the mentee were clustered 

into 4 themes on the basis of an exploratory factor analysis with five factors. Questions 1-

2-3-4 were grouped under the theme of knowledge transfer, questions 5-9 were grouped 

under the theme of social relations, and question number 10 had created a theme on its 

own which is mentorship experience. Lastly, questions 11-12-14-15-19-20 made up the 

theme of opinions on mentorship. 

 

Furthermore, the reverse mentoring questions in case of the mentor were clustered 

into 3 themes on the basis of an exploratory factor analysis with five factors. Questions 1-

2-3-4 were grouped under the theme of knowledge transfer, questions 5-9 were grouped 

under the theme of social relations. The last theme was composed of questions 16 through 

20 that made up the theme of opinions on mentorship. 
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   Questions one through five were on a 7-point likert scale ranging from 1 (Never) 

to 7 (Everyday), Questions six through 21 were on a 7-point likert scale ranging from 1 

(very strongly disagree) to 7 (very strongly agree).  

 

Table 2 and Table 3 presented the factor loadings where the overlap of the first 

five questions for both mentee and mentor was obvious.  

 

The researcher did further deletion and eventually kept Q1 to Q5 only (for the 

faculty and as well as for the students), because the complete set of questions that reflect 

the reverse mentoring section in the survey did not serve the reliability of the scale that 

the researcher tested. 

 

The researcher made the decision to keep only questions one through five for the 

reverse mentor scale on the basis of exploratory factor analysis results.  

 

2.2.2 Emotional Intelligence Scale Development 

 

Schutte et al. (1998) developed and validated the 33-item measure of emotional 

intelligence. Originally, the full set (33 items) was constructed on the foundation of the 

theoretical work of Salovey and Mayer (1990) which constitutes three categories: (a) 

“Appraisal and expression of emotion” (assessed by 13 items) (b) “Regulation of emotion” 

(assessed by 10 items) (c) “Utilization of emotion” (assessed by 10 items). However, this 

study measured the emotional intelligence using the short version questionnaire called the 

“Brief Emotional Intelligence Scale”, also known as “BEIS-10”. The latter scale was 

developed by Davies, Lane, Devonport, and Scott (2010), consisting of 10 items using a 

7-Likert scale ranging from 1 (very strongly disagree) to 7 (very strongly agree). In this 

version, the above mentioned three categories are divided into subcategories. The first 

and second questions represent Appraisal of own emotions subcategory, third and fourth 

questions represent Appraisal of others’ emotions subcategory, fifth and sixth questions 

represent Regulation of own emotions subcategory, seventh and eighth questions represent 

Regulation of others’ emotions subcategory, and the last two questions represent 
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Utilization of emotions subcategory. Davies et al. (2010) showed in their study the validity 

and reliability of 10-item measure of emotional intelligence. Moreover, Rizzo (2013) and 

Testa (2014) documented in their research titled “The relations among mindfulness based 

constructs to daily functioning and self-efficacy in chronic pain patients” and “An 

empirical study on the association of mindfulness and emotional intelligence to burnout 

among counselors-in-training”, respectively, the validity and reliability of the “Brief 

Emotional Intelligence Scale”, also known as “BEIS-10”. 

 

2.2.3 Engagement Scale Development 

 

   This study utilized the shortened version of “Utrecht Work Engagement Scale” 

(UWES) which is known as “UWES-9” (Seppala, Mauno, Feldt, Hakanen, Kinnunen, 

Tolvanen, & Schaufeli, 2009). The latter scale carries three items for “vigor” (items 1-4-

8), three for “dedication” (items 5-7-10), and three for “absorption” (items 9-11-14) in 

order to measure the faculty’s and the students’ engagement when a mentoring situation 

exists. As the original “UWES-17”; the nine items are scored on a 7-point frequency rating 

scale, ranging from 1 (never) to 7 (everyday). Seppala et al. (2009) proved in their study 

the reliability and validity of the “UWES-9” engagement scale. Based on Schaufeli, 

Bakker, and Salanova (2006), “UWES-9” has excellent psychometric properties to utilize 

work engagement and that the three fundamental dimensions of work engagement, 

namely: vigor, dedication, and absorption tend to correlate highly; therefore, the shortened 

scale shows a good indicator of work engagement. Based on Schaufeli et al.’s (2006) 

verification, De Clercq, Bouckenooghe, Raja, and Matsyborska (2014) used in their 

research study the reliable and valid “UWES-9” engagement scale.  Moreover, Balducci, 

Fraccaroli, and Schaufeli (2010) proved that the Italian version of “UWES-9” is reliable 

and valid just as the original version of the scale. Obtaining high scores on the “UWES-

9” mean high levels of employee engagement whereas obtaining low scores mean low 

levels of employee engagement. 
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2.3 Reliability and Validity of Constructs 
 

In order to estimate the internal consistency of the scale, the researcher used 

“Cronbach’s alpha” which is well-known as the coefficient of reliability. It is frequently 

adopted when the researcher have multiple Likert questions in the survey/questionnaire. 

“Cronbach’s alpha” measures the extent to which a set of items are related to each other. 

Hence, “Cronbach’s alpha” shows a higher value when the inter-correlations among the 

items is high. In general, the accepted lower limit for “Cronbach’s alpha” is 0.70. 
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Cronbach’s alpha for faculty and students: 

 

Table 4. Summary of reliability and validity measures for each scale, n = 222 (64 Faculty 

& 158 Students) 

 
Item to Scale 

Correlations 

Scale 

Scale 

Items Mean 

Std. 

Dev. 

Cronbach 

alpha 

coefficient Lowest Highest 

Faculty (Mentee), 

n = 64 

 

Reverse Mentoring - 

Frequency Items 

Q1 

through 

5 

4.1 1.7 0.92 0.77 0.92 

Emotional 

Intelligence - 

Agreement Items 

Q22 

through 

31 

5.4 0.64 0.86 0.54 0.83 

Engagement - 

Frequency Items 

Q32 

through 

40 

5.9 1 0.94 0.67 0.89 

Students (Mentor), 

n = 158 

 

Reverse Mentoring - 

Frequency Items 

Q1 

through 

5 3.1 1.5 0.88 0.78 0.88 

Emotional 

Intelligence -

Agreement Items 

Q22 

through 

31 

5.2 0.82 0.84 0.52 
0.75 

Engagement - 

Frequency Items 

Q32 

through 

40 

5.3 1.4 0.93 0.69 0.89 
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The researcher used “Cronbach’s alpha” in order to assess the reliability of the 

latent variables of interest – reverse mentoring, emotional intelligence, and engagement. 

We judged convergent validity by carrying out a correlation between each scale item and 

the overall scale. The “Cronbach’s alpha” for all the variables of this study were computed 

using the psych package (Revelle, 2018) within the RStudio software (RStudio Team, 

2015) (A programming language for statistical computing and graphics). Onyx (Von 

Oertzen, Brandmaier, and Tsang, 2012) (A graphical interface for Structural Equation 

Modeling) was adopted to test the effect of the mediator - emotional intelligence on the 

reverse mentoring and the engagement variables. 

 

Table 4 Sums up the reliability and validity outcomes for the RM, EI, and ENG 

scales. All item variables reflect high levels of reliability when measured by the 

“Cronbach’s alpha”. Moreover, all scale items reflect significant positive correlations with 

the associated scale variable at significance level of 0.000.  

 

2.4 Testing Survey for Common Method Bias  

When a principal component analysis (PCA) was run across the full mentee dataset 

one factor explained only 21% of the variance in the data. This indicates that the 

respondents were able to differentiate across the scales despite inclusion in a single survey. 

For the mentor data the first component of the PCA explains 23% of the variance. 

 

   Noting from the above analysis that the respondents could differentiate the three 

conceptual constructs of engagement, emotional intelligence, and mentorship, the 

researcher focused on the mentorship construct in greater detail – running a single factor 

partial component analysis with rotation on only the mentorship items. 

 

This is further demonstrated by Figure 3 and Figure 4 which show the diffusion of 

scale items across two components in the PCA. 
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Figure 3. Principle Component Analysis (CPA) for Faculty 

 

 
 

Figure 4. Principle Component Analysis (CPA) for Students 
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Table 5 and table 6 emphasize on clustering of EI and ENG separately from the 

mentee and mentor items. 

 

 

When performing a five-factor principle component analysis, we found that the 

respondents were able to differentiate among five factors with reasonable loadings. 

However, not all statements clearly loaded on one of the five factors. This outcome is 

reflected in Table 5 and Table 6. 

Table 5. Five item Factor Analysis for Faculty  

Faculty Factor 

1 

Factor 

2 

Factor 

3 

Factor 

4 

Factor 

5 

Reverse Mentoring      
I learn from the knowledge 

of my subordinate(s) (e.g. 

student(s)) 

-0.06 0.92 -0.02 -0.03 0 

I learn from the experience 

of my subordinate(s) (e.g. 

student(s)) 

-0.04 0.88 -0.13 0.07 -0.03 

I learn from the feelings of 

my subordinate(s) (e.g. 

student(s)) 

0.03 0.83 0.07 0.06 0.05 

I change my ways when my 

subordinate(s) (e.g. 

student(s)) show me how to 

make learning better and 

fun 

-0.01 0.77 0.08 -0.16 0.15 

I spend time just talking to 

my subordinate(s) (e.g. 

student(s)) 

0.19 0.68 0.08 -0.01 -0.08 

I am happy I get help from 

my subordinate(s) (e.g.  

student(s)) 

-0.12 0.49 0.01 0.29 -0.12 

I reject my subordinate(s) 

(e.g. student(s)) knowledge 

because that makes me feel 

threatened 

0.18 0.26 0.02 -0.33 0.12 

I accept the knowledge of 

my subordinate(s) (e.g. 

student(s)) but fear that 

he/she might teach me 

incorrect information 

0.5 0.13 -0.09 -0.24 0.35 

I accept my subordinate(s) 

(e.g. student(s)) knowledge 
0.08 0.32 -0.14 0.35 -0.17 
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because that motivates me 

to learn something new 

I have changed my ways 

based on the influence of a 

subordinate(s) (e.g. 

student(s)) 

0.04 0.36 -0.09 0.25 -0.15 

Mentorship should be 

voluntary 
-0.12 0.02 0.13 0.32 0.58 

Mentees should be given 

the chance to choose their 

mentors 

0.05 0.09 -0.01 0.21 0.75 

The gender of the mentee 

should be considered in the 

assignment of the mentor 

-0.14 -0.01 0.02 0.28 -0.34 

The major drawback of 

being mentee is the time 

commitment 

0.32 -0.19 -0.08 -0.31 0.08 

Being in a mentoring 

relationship is an energy 

drain 

0.16 -0.13 0.01 -0.27 0.42 

Mentees get a sense of 

fulfillment by receiving 

their wisdom from others 

0.01 0.13 0.05 0.6 -0.01 

Mentees' creativity 

increases when being 

mentored 

0.16 0.08 0 0.82 0.14 

One's engagement is likely 

to improve when one         

becomes a mentee 

0 -0.04 0.04 0.84 0.11 

Mentees serve to elevate 

the recognition their 

mentors receive 

-0.1 0.04 -0.02 0.64 -0.01 

Mentees gain status 

amongst their peers for 

having a mentor 

-0.14 -0.08 -0.1 0.7 -0.06 

Mentees risk displacing 

their mentors when  

successful                                                             

0.26 -0.03 -0.07 -0.28 0.35 

Emotional Intelligence      
I know why my emotions 

change 
0.29 -0.03 0.52 0.2 -0.08 

I easily recognize my 

emotions as I experience 

them 

0.26 0.04 0.56 0.14 -0.03 

I can tell how people are 

feeling by listening to the 

tone of their voice 

-0.16 -0.08 0.73 0.04 0.25 
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By looking at their facial 

expressions, I recognize the 

emotions people are 

experiencing 

-0.08 0.1 0.77 -0.12 0.09 

I seek out activities that 

make me happy 
0.05 0.14 0.44 0.07 -0.08 

I have control over my 

emotions 
0 -0.08 0.55 -0.05 0.11 

I arrange events others 

enjoy 
0.11 -0.04 0.67 -0.03 -0.09 

I help other people feel 

better when they are down 
0.18 0.06 0.78 -0.08 -0.09 

When I am in a positive 

mood, I am able to come up 

with new ideas 

-0.01 -0.14 0.46 0.22 -0.15 

I use good moods to help 

myself keep trying in the 

face of obstacles 

-0.09 -0.15 0.5 0.14 -0.22 

Engagement       
At my work, I feel bursting 

with energy                                                              
0.79 0.1 0.1 -0.02 0.03 

At my job, I feel strong and 

vigorous 
0.82 0.11 0.13 0.03 -0.01 

When I get up in the 

morning, I feel like going 

to work                                            

0.8 -0.07 0 -0.05 0.06 

I am enthusiastic about my 

job 
0.91 -0.03 -0.12 -0.07 -0.02 

My job inspires me 0.84 0.03 0.08 0.11 -0.04 
I am proud of the work that 

I do 
0.92 -0.03 -0.05 -0.04 0 

I feel happy when I am 

working intensely 
0.75 0.03 0.19 0.07 -0.08 

I am immersed in my work 0.82 -0.09 -0.09 0.04 0.09 
I get carried away when 

I’m working 
0.53 -0.12 0.25 0.09 -0.06 
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Table 6. Five item Factor Analysis for Students 

 

Students 

 

Factor 

1 

 

Factor 

2 

 

Factor 

3 

 

Factor 

4 

 

Factor 

5 

Reverse Mentoring      
I share my knowledge with 

those superior to me (e.g. 

instructor(s)) 

0.08 -0.03 0.17 0.68 -0.05 

I share my experience with 

those superior to me (e.g. 

instructor(s)) 

0.02 -0.09 0.04 0.83 0.07 

I share my feelings with 

those superior to me (e.g. 

instructor(s)) 

-0.09 0 0 0.75 0.05 

I help my superior(s) (e.g. 

instructor(s)) with things to 

make learning better and 

fun 

0.07 0.12 -0.08 0.78 -0.08 

I spend time just talking to 

those superior (e.g. 

instructor(s)) to me 

0.07 0.05 -0.05 0.71 -0.04 

I feel important when I help 

someone who is superior(s) 

to me (e.g. instructor(s)) 

0.03 0.43 0 0.28 -0.04 

My superior(s) (e.g. 

instructor(s)) reject the 

knowledge I share with 

them 

0.07 0.1 0.2 -0.03 -0.15 

I am happy to share my 

knowledge with my 

superior(s) but am afraid to 

make any mistakes 

-0.06 -0.31 0.14 0 -0.18 

My superior(s) (e.g. 

instructor(s)) accept the 

knowledge I share with 

them 

0.09 0.15 0.14 0.21 0.15 

I have influenced a 

superior(s) (e.g. 

instructor(s)) to change 

their ways 

0.1 -0.08 0.05 0.47 0.19 

Mentorship should be 

voluntary 
-0.06 0.5 0.03 0.13 0.13 

Mentors should be given 

the chance to choose their 

mentees 

-0.19 0.1 0.13 0.23 0.33 
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The gender of the mentor 

should be considered in the 

assignment of the mentee 

-0.13 -0.13 0.19 0.24 0.36 

The major drawback of 

being a mentor is the time 

commitment 

0 -0.36 -0.02 -0.04 -0.32 

Being in a mentoring 

relationship is an energy 

drain 

0.06 0.03 0 -0.01 -0.69 

Mentors get a sense of 

fulfillment by passing their 

wisdom on to others 

0.07 0.73 0.09 0.01 -0.12 

Mentors' creativity 

increases when mentoring 

others 

-0.02 0.79 0.11 0.01 -0.09 

One's engagement is likely 

to improve when one 

becomes a mentor 

-0.09 0.76 0.03 -0.07 -0.05 

Mentors achieve 

recognition from their 

superiors for developing the 

talent of their mentees 

0.01 0.87 -0.05 -0.01 0.06 

Mentors gain status 

amongst their peers for 

their mentoring activities 

0.06 0.7 0.01 0.03 0.21 

Mentors run the risk of 

being displaced by 

successful mentees 

0.14 0.13 -0.08 -0.03 0.57 

 
Emotional Intelligence 

     

I know why my emotions 

change 
-0.15 -0.1 0.58 0.08 0.01 

I easily recognize my 

emotions as I experience 

them 

-0.13 0.02 0.59 0.05 -0.04 

I can tell how people are 

feeling by listening to the 

tone of their voice 

-0.02 0.13 0.53 -0.02 -0.02 

By looking at their facial 

expressions, I recognize the 

emotions people are 

experiencing 

0.06 0.21 0.49 -0.03 -0.04 

I seek out activities that 

make me happy 
0 0.05 0.63 0.1 -0.14 

I have control over my 

emotions 
0.05 -0.05 0.38 0.07 0.09 
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I arrange events others 

enjoy 
0.04 0.08 0.5 0.13 -0.01 

I help other people feel 

better when they are down 
0.04 0.24 0.53 0.1 0.02 

When I am in a positive 

mood, I am able to come up 

with new ideas 

0.16 0.01 0.72 -0.1 0.11 

I use good moods to help 

myself keep trying in the 

face of obstacles 

0.1 -0.01 0.71 -0.03 0 

Engagement       
At my work, I feel bursting 

with energy                                                              
0.54 0.11 0.18 0.05 0 

At my job, I feel strong and 

vigorous 
0.68 0.06 0.11 0.06 0.08 

When I get up in the 

morning, I feel like going to 

work                                            

0.72 -0.05 -0.08 0.17 -0.15 

I am enthusiastic about my 

job 
0.88 -0.03 0 0.06 -0.12 

My job inspires me 0.81 -0.01 -0.03 0.06 0.07 
I am proud of the work that 

I do 
0.79 -0.11 0.14 -0.04 0.01 

I feel happy when I am 

working intensely 
0.89 0.08 -0.03 -0.06 -0.03 

I am immersed in my work 0.82 0.01 -0.01 0.01 0.06 
I get carried away when 

I’m working 
0.69 0.03 -0.01 -0.07 0.16 
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2.5 Survey Administration 

   The sample includes the faculty and the students of a university in Lebanon. The 

reasons behind choosing a university to conduct this survey is that faculty and students 

often engage in reverse mentoring even if informally. There were no other venues in 

Lebanon with formal reverse mentoring programs to which we had access. Thus the 

university setting represented both a plausible and convenient location for this study. 

Survey administration took place between July 12 and September 12, 2018 during which 

the questionnaire was distributed to a total of 844 faculty (including both full time and 

part time faculty members) and 8,528 students as soft copy (emails were sent through 

university’s system). The total number of collected responses was 270. Subsequently, 48 

responses were removed for two reasons: first, they didn’t specify their role in university 

(whether they are a student or faculty member) and second, they submitted their response 

with missing answers. Therefore, the data of 222 responses were entered in RStudio 

software (RStudio Team, 2015) and the analysis was done accordingly.  

 

[Table 7] 56.25% of faculty respondents were female. Concerning the age of 

faculty respondents, all respondents specified to which age group they belong (zero NA’s). 

Most of the responses belong to the age group of 50+ (39.06%),  then to the age group of 

30-39 (34.37%), followed by the age group of 40-49 (25%). 1.56% for age group of 20-

25 and finally no responses for age groups of 17-19 and 25-30. [Table 7] summarizes the 

results of the demographics section. 

 

  Having more than half of the respondents from the female gender, as well as, the 

presence of the young age group (20-25 years) as faculty were the interesting facts about 

the results of this study. The results presented in table 7 mirror the population from which 

they were sampled. Hence, having most of the faculty respondents belonging to the age 

groups of 50+, 30-39 and 40-49 was a logical outcome, and the non-existence of faculty 

belonging to the age group 17-19 and 25-30 was also a normal outcome in the faculty’s 

case. 
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[Table 7] 71.51% of the students’ responses were female, 27.84% were male, and 

0.63% were NA. The majority of students’ responses belonged to the age group of 20-25 

(44.30%), followed by age group of 17-19 (36.70%), then to the age group of 25-30 

(10.75%). 6.32% of the responses age ranged from 30 to 39 and 1.26% to the age group 

that ranged from 40 to 49. None to 50+ age group. Finally, 0.63% of the responses did not 

specify their age group. [Table 7] summarizes the results of the demographics section. 

 

  It was captivating to see the majority of the respondents’ in table 7 belong to the 

female gender. Moreover, the respondents mirror the population from which they were 

sampled. Having most of the student’s respondents belonging to the age groups of 20-25 

and17-19 was logical. In fact, relatively smaller number of respondents belonging to the 

age groups of 25-30, 30-39 and 40-49 was also logical in the students’ case. 
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Table 7. Summary of respondent demographics 

 

Demographic 

Variable 

Faculty  Students  

 Number Percentage Number Percentage 

Gender:     

Male 28 43.75% 44 27.84% 

Female 36 56.25% 113 71.51% 

NA 0 0 1 0.63% 

Age     

17-19 0 0 58 36.70% 

20-25 1 1.56% 70 44.30% 

25-30 0 0 17 10.75% 

30-39 22 34.37% 10 6.32% 

40-49 16 25% 2 1.26% 

50+ 25 39.06% 0 0 

NA 0 0 1 0.63% 

Role in 

University 

    

Faculty 64 64/222 = 

28.82% 

0 0 

Students 0 0 158 158/222 = 

71.17% 
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                                 Chapter Three 
 

 
 
 
 
 

Hypothesis Testing and Results 

 

3.1 Testing H1a 

 

Table 8. Presents the results of construct correlation and Z value  

for the Mentee (Faculty) when there is a direct relationship between Reverse Mentoring  

and Engagement.  

(n=64)  This result is considered significant when Z Value is at 1.645 level and above. 

In this case the result is not significant and thus there is no relationship between reverse 

mentoring and engagement among faculty. 

 

Mentee (Faculty) 

Hypothesis Path Value Z Value 

H1a (RM  ENG) 0.08 0.85 
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3.2 Testing H1b 

 

Table 9. Presents the results of construct correlation and Z value  

for the Mentor (Students) when there is a direct relationship between Reverse Mentoring 

and Engagement. 

(n=158)  This result is considered significant when Z Value is at 1.645 level and above.  

In this case the result is significant and thus there is relationship between reverse 

mentoring and engagement among students. 

 

Mentor (Students) 

Hypothesis Path Value Z Value 

H1b (RM  ENG) 0.30 4.16 
 

Not supporting H1a in case of mentee (path value=0.08 and Z value=0.85) but 

supporting H1b in case of mentor (path value=0.30 and Z value=4.16).  

 

Therefore, there is a positive relationship between perceptions of reverse 

mentoring and engagement among students but not among faculty. 
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3.3 Testing H2a 

 

Figure 5. Structural equation model of the Faculty by using ONYX 

 

 

 

Table 10. Presents the results of construct correlation and Z value for the Mentee 

(Faculty) when Reverse Mentoring and Engagement are mediated by Emotional 

Intelligence. 

(n=64)  Significant when Z Value is at 1.645 level and above.  

 

     Mentee (Faculty) 

Hypotheses Path Value Z Value 

H1a (RM  EI) 0.01 0.11 

H2a (EI  ENG) 0.91 3.24 

H3a (RM  ENG) 0.07 0.80 
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3.4 Testing H2b 

 

Figure 6. Structural equation model of the Students by using ONYX 

  

 

 

Table 11. Presents the results of construct correlation and Z value for the Mentor 

(Students) when Reverse Mentoring and Engagement are mediated by Emotional 

Intelligence.  

(n=158) Significant when Z Value is at 1.645 level and above.  

 

       Mentor (Students) 

Hypotheses Path Value Z Value 

H1b (RM  EI) 0.15 3.18 

H2b (EI  ENG) 0.49 2.72 

H3b (RM  ENG) 0.22 3.19 
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Not supporting H1a in case of mentee (path value=0.01 and Z value=0.11) but 

supporting H1b in case of mentor (path value=0.15 and Z value=3.18).  

 

  Supporting H2a and H2b. Having path values 0.91 and 0.49 respectively for 

mentee and mentor. Having Z values 3.24 and 2.72 respectively for mentee and mentor.   

 

  Not supporting H3a in case of mentee (path value=0.07 and Z value=0.80) but 

supporting H3b in case of mentor (path value=0.22 and Z value=3.19). The relationship 

between mentee’s emotional intelligence and engagement is the most positive with the 

highest Z value of 3.24. 

 

  In addition to testing reliability and validity, the researcher tested for common 

method bias which was not an issue based on the poor model fit for a model with one 

factor having a faculty RMSEA = 0.13 and CFI = 0.775. Moreover, having students 

RMSEA = 0.10 and CFI = 0.818 

 

The relationship between RM and ENG in case of faculty dropped from 0.08 path 

value to 0.07 path value when the researcher introduced EI as a mediating variable. In 

both cases the results are not significant having 0.85 Z-value in direct relationship 0.80 Z-

value in mediated relationship.  

 

Hence, Emotional Intelligence mediates the relationship between perceptions of 

reverse mentoring and engagement among faculty.  

 

Besides, the relationship between RM and ENG in case of students dropped from 

0.30 path value to 0.22 path value when the researcher introduced the EI as a mediating 

variable. In both cases the results are significant having 4.16 Z-value in direct relationship 

3.19 Z-value in mediated relationship. 

 

Therefore, Emotional Intelligence mediates the relationship between perceptions 

of reverse mentoring and engagement among students.  
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    In addition, the researcher tested the mediated model for the student (mentor) 

group on a random sample of 64 cases from the original sample to ensure that the effect 

size is not simply a function of sample size, while the RMSEA increased to 0.124 with 

the smaller sample size, the significance of the path variables relating mentee perception 

to EI and ENG remained at the 95% or higher level. 
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                                  Chapter Four 
 
 
 
 
 

 

Discussion 
 

 

The primary interest of the present study was to determine the relationship between 

RM and ENG, where the EI acts as a mediating variable between the two. The main goal 

that the researcher tackled is how the faculty (mentee) and the students (mentor), chosen 

as a sample from a university in Lebanon, perceive RM. As well as, how will this 

informally built relationship affect the engagement of the both parties? At the same time, 

the researcher was curious to dig more into the role of EI and its mediating effect in this 

relationship.  

 

4.1 Direct relationship between Reverse Mentoring and Engagement 

(Faculty) 

 

H1a: There is a positive relationship between perceptions of reverse mentoring and 

engagement among faculty 

 

The result of this study did not support the direct hypothesis relating the RM to 

ENG in case of the faculty (mentee).  

 

In the work of Chaudhuri and Ghosh (2012), RM was found to be positively related 

to ENG in case of Boomer’s (Faculty = Mentee). The latter study provided important 

insights into the positive relationship between RM and Boomers’ (mentees’) ENG levels 

because the Boomers will perceive the RM operation as an investment made by the 

organization in their professional development which would allow them to advance in 

subject matters, improve sensitization to diversity in the workplace, and attain technology-

related skills.  Therefore, the outcome of this study contradicted the already existed 

studies.  
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4.2 Direct relationship between Reverse Mentoring and Engagement 

(Students) 

 

H1b: There is a positive relationship between perceptions of reverse mentoring and 

engagement among students 

 

This study proved a positive direct relationship between RM and students’ ENG 

levels.  

 

Chaudhuri and Ghosh (2012) found a positive relationship between RM and 

Millennials’ (mentors’) commitment levels because the Millennials will perceive the RM 

operations as a form of organizational support and a sign of recognition. Therefore, the 

finding of this study is not in line with the already existed analysis.  

 

4.3 Mediated relationship, where Reverse Mentoring and Engagement 

are mediated by Emotional Intelligence (Faculty) 

 

H2a: Emotional Intelligence mediates the relationship between perceptions of reverse 

mentoring and engagement among faculty. 

 

The result of this study supported the hypothesis where EI mediates the 

relationship between perceptions of RM and ENG among faculty. 

 

Previously, RM was found to be positively related to mentor’s EI levels e.g. 

Doerwald et al. (2015) state that overall, the advances in main emotional abilities 

(emotional perception, emotional understanding and emotional regulation) in older adults 

make them more suitable for taking on the role of mentors... EI correlates positively and 

significantly with the three engagement dimensions vigor, dedication, and absorption. EI 

correlates positively with academic engagement (Merino-Tejedor et al., 2018; Mérida-

López et al., 2017). In the work of Chaudhuri and Ghosh (2012), RM was found to be 

positively related to ENG in case of Boomer’s (Faculty = Mentee). 
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4.4 Mediated relationship, where Reverse Mentoring and Engagement 

are mediated by Emotional Intelligence (Students) 

 

H2b: Emotional Intelligence mediates the relationship between perceptions of reverse 

mentoring and engagement among students. 

 

The result of this study supported the hypothesis where EI mediates the 

relationship between perceptions of RM and ENG among students. 

 

Existing research supports the idea that the older mentees’ higher emotional 

abilities can make up for the possible lower abilities of the mentor, and given this tendency 

of age differences in abilities, this would be pertinent in scheme of reverse mentoring 

wherein “older protégés’ emotional abilities may buffer against low emotional abilities of 

the younger mentor” (Doerwald et al., 2015, p. 5). When associating EI with ENG in case 

of the students (mentors), previous research show a positive relationship between the two 

(Merino-Tejedor et al., 2018; Mérida-López et al., 2017). Chaudhuri and Ghosh (2012) 

found a positive relationship between RM and Millennials’ (mentors’) commitment levels. 

 

4.5 Recommendations and Managerial Implications  

 

 The researcher’s foremost recommendation for organizations and/or managers 

and/or employers is to accept the reverse mentoring since it is a developmental and 

constructive tool for the two parties (mentor and mentee) involved and for the organization 

as a whole. Therefore, organizations must create a culture that encourages reverse 

mentoring. Especially, when the two parties start engaging informally in RM they need to 

be prepared to positively welcome it. Having in mind that, this journey will make them 

evolve at a personal level and at a career level in the short-run and in the long-run. 
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Organizations should focus on developing Generativity because it is beneficial for 

the senior workers and consequently for the organization as a whole. Generativity by 

definition is a concern for establishing and guiding the next generation. The later was also 

recommended by Doerwald et al. (2015). They will not only build a well suited senior 

workers that will provide effective mentoring but also, they will end up having more 

motivated senior workers in institutions. Why senior workers will be more motivated? 

Simply because by mentoring they will be able to fulfill their generativity motives. On the 

long run, they will be able to create an affective wellbeing, which may subsequently 

positively affect desired organizational outcomes, such as commitment, productivity, and 

low absenteeism rates (Doerwald et al., 2015). 

 

Seminars are important techniques by which organizational leaders will be able to 

share through storytelling their personal experiences e.g. what they have learned from 

younger mentors. The storytelling can help break the walls of “age” related reasons that 

can hinder Millennials and Boomers to enter into mentoring roles, hence can encourage 

their openness towards intergenerational learning through reverse mentoring (Baily, 2009, 

as cited in Chaudhuri & Ghosh, 2012). 

 

Influenced by the study of Brčić and Mihelič (2015), the researcher recommends 

that organizations should pay close attention to the knowledge sharing process; 

nevertheless, keep in mind that mentoring and knowledge sharing are closely related 

because mentoring is one of the strategies of knowledge sharing. In case the mentoring 

relationship cannot be initiated, then knowledge sharing will not take place since the one-

on-one relationship between the mentor and the mentee smoothly permits the transfer of 

knowledge and minimize the age gap between the two. 

 

Brčić and Mihelič (2015) proved in their study that the original sources of these 

14 EI traits are EI skills and attributes, and they also added that having an emotional 

intelligent mentor is crucial for the success of the relationship of all parties involved. 

Universities should invest in skill trainings, workshops, courses, lectures, exams etc., to 

enhance the EI of faculty and students. 
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 Hence, they will be ready to be mentors or mentees (enter into mentoring/reverse 

mentoring relationship) in any time because the core of successful mentor/reverse 

mentoring relationship is the emotional intelligent skills of the parties. 

 

Both Mentoring/reverse mentoring and Engagement have relationship with 

Extraversion. Another reason why organizations should embed mentoring/reverse 

mentoring is that it is a tool to break the ice between the mentor and the protégé. Moreover, 

engaged workers proved to be more social people at work (Keleş Tayşir and Ülgen, 2017; 

Güğerçin, 2017; Cai, 2014; Bakker et al., 2007; Langelaan et al., 2006). 

 

The researcher believes that, mentoring and reverse mentoring, each one has its 

own special role, although the core of RM is mentoring e.g. as mentioned in Hays and 

Swanson (2012), mentoring is needed so that employees know better than customers about 

a product or service. Güğerçin (2017) comes to highlight the idea with a research finding 

that in this situation, RM in specific, plays the crucial role where customers are from the 

young generation and the employees are from the old generation. So the employees 

belonging to the old generation should be taught by the employees of the young generation 

(the workers of the young generation may be from the company or outside of the company) 

to be able to understand young customers they get in contact with. 

 

Last but not least, the researcher recommends that mentoring and even reverse 

mentoring should be taken as casually and informally as possible because it’s a concept 

that can happen in readers’ everyday lives; with their relationships with their families, 

friends, neighbors, communities… not necessarily in a work or education institution 

settings. Sometimes a single person can have more than one mentor or mentee in a certain 

period of time. It’s a very important and casual concept at the same time.  

  



71 
 

4.6 Study Limitations                               
 

As in all studies, this study was not free of limitations. One limitation is the use of 

single-source data. There were no venues in Lebanon with formal RM programs to which 

the researcher had access. Thus, the researcher assessed the faculty and students of a 

university in Lebanon that often engage in RM even if informally. The RM scale was 

absent. Hence, the researcher needed to develop a novel reverse mentoring scale and 

examine its reliability and validity. Another limitation could be the small sample size. As 

discussed previously in the Survey Administration part, the total number of collected 

responses was 270. But the researcher ended up entering in the software 222 responses 

because some respondents did not specify their role in university and some submitted 

incomplete or partial responses. Finally, narrowing the scope of the research, where the 

researcher managed to examine only one university in Lebanon. Hence, the researcher 

ended up with a case study. 

 

4.7 Future Research 

  In terms of next steps for research, the researcher offers a couple of suggestions. 

Research should emphasize more on RM variable and build links between RM and other 

variables, rather than focusing on mentoring because it is already been there for decades. 

Such variables can include organizational commitment, organizational citizenship 

behavior, culture, organizational career satisfaction, organizational socialization, and 

organizational turnover etc.… future research can also sort the benefits generated from 

the outcomes of reverse mentoring between short term and long term benefits. Here it is 

worth mentioning that, before conducting this study, is was not very usual to see neither 

a direct relationship between RM and ENG nor a mediated relationship (emotional 

intelligence acts as a mediator between RM and ENG) in the literature but still, the 

researcher advises further study between RM and ENG and between RM, EI and ENG. 

Moreover, future research can classify engagement as one of the long-term benefits of 

reverse mentoring. Also, the researcher could have expanded the radius of research to 

have Lebanon Cross-Cultural study by taking couple of universities in Lebanon or even 
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organizations abroad in order to generalize the findings of this study. Furthermore, the 

researcher highly encourages that future studies focus on the psychological aspect of the 

RM relationship because the situation in which the mentee and the mentor (protégé) are 

placed in is nothing but a subjective, emotional and sensitive matter. 

A closing suggestion for future research is to expand this line of study by running 

the same survey in the “mentor” direction to assess results comparatively. 

 

4.8 Conclusion 

The primary purpose of the present study was to investigate the differential effects 

of reverse mentoring on the engagement of the mentor and as well as the mentee, where 

emotional intelligence operates as a mediating variable between them. Two general 

conclusions can be reached from this thesis that offers important insights into the different 

perceptions (faculty and students) regarding the notion of reverse mentoring. First, there 

is a direct relationship between students’ RM and ENG unlike the faculty. Second, when 

the researcher introduced EI as a mediating variable, the findings showed a positive and 

significant relationship in case of both parties. The main recommendation that the 

researcher provided is that organizations should accept and implement reverse mentoring 

because its perks are three dimensional: mentor, mentee and organization. Absence of 

reverse mentoring scale was the main limitation of this work, followed by the 

inaccessibility to a venue that formally utilizes reverse mentoring programs, small sample 

size, and the examination of only one university in Lebanon. Therefore, the most 

significant future suggestion of the researcher is to extend this work by running the same 

survey in the “mentor” perspective to assess results comparatively. 
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At the end, the researcher personally believes that, it is very important for the 

mentor (whether he/she is the senior worker (mentoring) or the young worker (reverse 

mentoring)) to use “smart words” or to know the appropriate language of communication 

with the mentee (whether he/she is the young worker (mentoring) or the senior worker 

(reverse mentoring)) (e.g. “Mentor: offer to help in a non-threatening way: It seems you’re 

curious about X. Would you like me to show you my approach? Mentee: express curiosity 

and willingness to learn new skills” (Hays & Swanson, 2012)). At the end, it’s all about 

the approaching technique! 
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Appendix A: Survey (Two Versions: Faculty and 

Students) 

Consent to participate in a Survey 

The relationship between Emotional Disposition and Engagement with Mentoring 

 

I would like to invite you to participate in a thesis research. I am a student at the Lebanese 

American University. I would appreciate it if you can complete the following 

questionnaire/survey as part of my MBA final year thesis. This questionnaire aims to 

assess the role of Mentoring in the context of Emotional Disposition and their impact on 

the Engagement of the two parties, specifically Faculty and Students, in the mentoring 

relationship. The information you provide will be used to measure the interrelationships 

between the following constructs under study, namely: Mentoring, Emotional Disposition, 

and Engagement. Completing the survey will take 20 minutes of your time. 

By continuing with the questionnaire, you agree with the following statements: 

1. I have been given sufficient information about this research project. 

2. I understand that my answers will not be released to anyone and my identity will 

remain anonymous. 

3. I understand that all responses I provide for this study will remain confidential. 

When the results of the study are reported, I will not be identified by name or any 

other information that could be used to infer my identity. Only researchers will 

have access to view any data collected during this research however, data cannot 

be linked to me. 

4. I understand that I may withdraw from this research any time I wish and that I 

have the right to skip any question I don’t want to answer 

5. I understand that my refusal to participate will not result in any penalty or loss of 

benefits to which I otherwise am entitled to. 

6. I have been informed that the research abides by all commonly acknowledged 

ethical codes and that the research project has been reviewed and approved by 

the Institutional Review Board at the Lebanese American University 

7. I understand that if I have any additional questions, I can ask the research team 

listed below. 

8. I have read and understood all statements on this form. 

9. I voluntarily agree to take part in this research project by completing the following 

questionnaire. 
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If you have any questions, you may contact: 

 

Name (PI) Phone number  Email address 

Talar Estepan +961 71 66 30 59 talar.estepan@lau.edu 

 

If you have any questions about your rights as a participant in this study, or you want to 

talk to someone outside the research, please contact the: 

IRB Office 

Lebanese American University 

3rd floor, Dorm A, Byblos Campus 

Tel: 00 961 1 786456 ext. 2546 

 

 

Demographics 

Section 
Gender    Male 

     Female 

       

       

 Age    17 - 19  

     20 - 25 

     25 - 30 

     30 - 39  

     40 - 49 

     50 + 

       

 Role in University    Faculty 

     Students 
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"Instructions: Please respond to each item by marking the response that reflects the extent 

to which the statement describes your behavior. 

Note: In these questions, mentor refers to the person providing guidance or advice and 

mentee refers to the person receiving guidance or advice."  

    

Reverse 

Mentoring - for 

Faculty 1 2 3 4 5 6 7 

 Never 

A few 

times 

per 

year 

Once 

per 

month 

A few 

times 

per 

month 

Once 

per 

week 

A few 

times 

per 

week 

Everyday 

I learn from the 

knowledge of my 

subordinate(s) (e.g. 

student(s)) 

    

          

I learn from the 

experience of my 

subordinate(s) (e.g. 

student(s))               

I learn from the 

feelings of my 

subordinate(s) (e.g. 

student(s))               

I change my ways 

when my 

subordinate(s) (e.g. 

student(s)) show me 

how to make learning 

better and fun               

I spend time just 

talking to my 

subordinate(s) (e.g. 

student(s))               
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 1 2 3 4 5 6 7 

 
Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

I am happy I get 

help from my 

subordinate(s) 

(e.g. student(s))               

I reject my 

subordinate(s) 

(e.g. student(s)) 

knowledge 

because that 

makes me feel 

threatened               

I accept the 

knowledge of 

my 

subordinate(s) 

(e.g. student(s)) 

but fear that 

he/she might 

teach me 

incorrect 

information               

I accept my 

subordinate(s) 

(e.g. student(s)) 

knowledge 

because that 

motivates me to 

learn something 

new               

I have changed 

my ways based 

on the influence 

of a 

subordinate(s) 

(e.g. student(s))               
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 1 2 3 4 5 6 7 

 
Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

Mentorship 

should be 

voluntary               

Mentees should 

be given the 

chance to 

choose their 

mentors               

The gender of 

the mentee 

should be 

considered in 

the assignment 

of the mentor               

The major 

drawback of 

being mentee is 

the time 

commitment               

Being in a 

mentoring 

relationship is 

an energy drain               

Mentees get a 

sense of 

fulfillment by 

receiving their 

wisdom from 

others               

Mentees' 

creativity 

increases when 

being mentored               

One's 

engagement is 

likely to 

improve when 

one becomes a 

mentee 
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Mentees serve 

to elevate the 

recognition 

their mentors 

receive               

Mentees gain 

status amongst 

their peers for 

having a mentor               

Mentees risk 

displacing their 

mentors when 

successful               
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"Instructions: Please respond to each item by marking the response that reflects the extent 

to which the statement describes your behavior. 

Note: In these questions, mentor refers to the person providing guidance or advice and 

mentee refers to the person receiving guidance or advice."  

  

Reverse 

Mentoring - for 

Students 1 2 3 4 5 6 7 

 Never 

A few 

times 

per 

year 

Once 

per 

month 

A few 

times 

per 

month 

Once 

per 

week 

A few 

times 

per 

week 

Everyday 

I share my 

knowledge with those 

superior to me (e.g. 

instructor(s)) 

        

      
I share my experience 

with those superior to 

me (e.g. instructor(s))               
I share my feelings 

with those superior to 

me (e.g. instructor(s))               
I help my superior(s) 

(e.g. instructor(s)) 

with things to make 

learning better and 

fun               
I spend time just 

talking to those 

superior (e.g. 

instructor(s)) to me               
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 1 2 3 4 5 6 7 

 
Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

I feel important 

when I help 

someone who is 

superior(s) to 

me (e.g. 

instructor(s))               
My superior(s) 

(e.g. 

instructor(s)) 

reject the 

knowledge I 

share with them               
I am happy to 

share my 

knowledge with 

my superior(s) 

but am afraid to 

make any 

mistakes               
My superior(s) 

(e.g. 

instructor(s)) 

accept the 

knowledge I 

share with them               
I have 

influenced a 

superior(s) (e.g. 

instructor(s)) to 

change their 

ways               
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 1 2 3 4 5 6 7 

 
Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

Mentorship 

should be 

voluntary               
Mentors should 

be given the 

chance to 

choose their 

mentees               
The gender of 

the mentor 

should be 

considered in 

the assignment 

of the mentee               
The major 

drawback of 

being a mentor 

is the time 

commitment               
Being in a 

mentoring 

relationship is 

an energy drain               
Mentors get a 

sense of 

fulfillment by 

passing their 

wisdom on to 

others               
Mentors' 

creativity 

increases when 

mentoring 

others               
One's 

engagement is 

likely to 

improve when 

one becomes a 

mentor               
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Mentors 

achieve 

recognition 

from their 

superiors for 

developing the 

talent of their 

mentees               
Mentors gain 

status amongst 

their peers for 

their mentoring 

activities               
Mentors run the 

risk of being 

displaced by 

successful 

mentees               
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“Instructions: Please respond to each item by marking the response that reflects the extent 

to which the statement describes your behavior.” 

 

Emotional 

Disposition 1 2 3 4 5 6 7 

Appraisal of 

own 

emotions 

Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

I know why my 

emotions 

change 

    

          

I easily 

recognize my 

emotions as I 

experience them               
 

       

Appraisal of 

others’ 

emotions 

1 2 3 4 5 6 7 

Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

I can tell how 

people are 

feeling by 

listening to the 

tone of their 

voice 

        

      

By looking at 

their facial 

expressions, I 

recognize the 

emotions people 

are 

experiencing 
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Regulation 

of own 

emotions 

1 2 3 4 5 6 7 

Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

I seek out 

activities that 

make me happy               

I have control 

over my 

emotions               

 
       

Regulation 

of others’ 

emotions 

1 2 3 4 5 6 7 

Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

I arrange events 

others enjoy               

I help other 

people feel 

better when 

they are down               

 
       

Utilization of 

emotions  

1 2 3 4 5 6 7 

Very 

strongly 

disagree 

Strongly 

disagree 
Disagree Neutral Agree 

Strongly 

agree 

Very 

strongly 

agree 

When I am in a 

positive mood, I 

am able to come 

up with new 

ideas               

I use good 

moods to help 

myself keep 

trying in the 

face of 

obstacles               
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“Instructions: Please respond to each item by marking the response that reflects the extent 

to which the statement describes your behavior.” 

 

Engagement 1 2 3 4 5 6 7 

 Never 

A few 

times 

per year 

Once 

per 

month 

A few 

times 

per 

month 

Once 

per 

week 

A few 

times 

per 

week 

Everyday 

At my work, I 

feel that I am 

bursting with 

energy               

At my job, I 

feel strong and 

vigorous               

When I get up 

in the morning, 

I feel like going 

to work               

I am 

enthusiastic 

about my job               

My job inspires 

me               

I am proud of 

the work that I 

do               

I feel happy 

when I am 

working 

intensely               

I am immersed 

in my work               

I get carried 

away when I'm 

working               
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Appendix B: IRB Approval Letter 
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