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Abstract- Learning motivation is a direct antecedent of training, of which mentoring has been considered a strategy that 
organizations use to implement in-service training and transfer of techniques and experiences. Therefore, we explored the 
effect of using the attention, relevance, confidence, and satisfaction (ARCS) model of learning motivation on the function of 
reverse mentoring, conducting purposive sampling and analyzing 225 questionnaires. The analysis results revealed that the 
questionnaire exhibited favorable reliability and goodness of fit. Systemizing training, mentors assuming managerial 
positions, and internal and external training aided in strengthening the effectiveness of reverse mentoring. A high education 
level and internal and external education training increased ARCS learning motivation, which was significantly, positively 
correlated to reverse mentoring. According to regression analysis, the control variables for reverse mentoring explained 8% 
of the variance. After the ARCS variable was introduced, the explained variance increased by 32%. Finally, we propose 
suggestions regarding management practice as a reference for organizations in implementing education training and reverse 
mentoring. 
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I. INTRODUCTION 
 
The purpose of training is to enable employees to 
acquire the functions and skills required for their jobs 
from training courses so that employees can apply 
what they acquire from the course to their work to 
achieve transfer of training, thus satisfying the goal 
and expectation of education training (Noe, 2009). 
Colquitt, LePine, and Noe (2000) claimed that 
learning motivation is a direct antecedent of training 
and learning. In other words, learning motivation 
directly influences employee behavior and learning 
effectiveness during training. In addition, F.-S. Huang 
(1996)indicated that learning motivation not only 
elicits a desire to improve in learners, but also 
prompts learners to grasp the learning objective, 
understand the priority of learning various items, and 
develop organized learning behavior. Thus, when 
human resource professionals implement training, 
they should actively consider how to design courses 
by integrating learning motivation principles, 
establishing teaching strategies, stimulating employee 
learning motivation, and changing learning attitudes. 
The attention, relevance, confidence, and satisfaction 
(ARCS) model proposed by Keller (1983)is a 
training–learning motivation model that combines 
teaching design and learning motivation efficiently. 
The ARCS model has the following characteristics: it 
can be used to (a) emphasize eliciting motivation and 
affect, (b) combine other teaching theories or design 
steps for application, and (c) focus on enhancing 
teaching effects, especially interest in learning (Lee, 
1980). 
Mentoring has attracted considerable attention among 
organizations because mentoring implemented in an 
organization is a channel for in-service training,  

 
technique and experience transfer, and education 
training and also an approach for satisfying the 
psychological contract of employees and enhancing 
employee career development (Hegstad, 1999; Wu, 
Wen, & Lu, 2009). In conventional mentoring, new 
employees of an organization learn from experienced 
employees. However, the skills of younger 
generations, such as information technology (IT) 
abilities, learning motivation and resources, 
innovative thinking and challenges, teamwork, and 
communication and negotiation abilities, are being 
integrated into work content (Che, 2013) and 
combined with the application of a numerous IT 
products (e.g., smartphones and tablet computers) and 
applications (e.g., Web2.0, cloud system, , Skype, 
Facebook, Twitter, and Plurk). Such transitions in the 
workplace have altered conventional mentoring, 
gradually shifting it toward reverse mentoring, in 
which new employees teach experienced employees 
(Meister &Willyerd, 2010, May). 
Colquitt et al. (2000) highlighted that learning 
motivation is the direct antecedent of education 
training, and mentoring is the education training 
strategy used to implement organizational in-service 
training and transfer of techniques and experiences 
(Hegstad, 1999; Wu et al., 2009). According to 
previous studies, learning motivation in mentorship 
affects the effectiveness of mentoring. In addition, 
Che (2013) denoted the difference between reverse 
mentoring and conventional mentoring. The functions 
of reverse mentoring (career development, 
psychological support, and role modeling) are 
consistent with those of conventional mentoring. 
However, affected by the skills of younger 
generations, reverse mentoring conveys a different 
connotation from that of conventional mentoring. 
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Therefore, identifying the effect of using the ARCS 
learning motivation model on the function of reverse 
mentoring is crucial. 
 
II. OBJECTIVE AND RESEARCH QUESTIONS 
 
According to the research background, importance, 
and objectives of this study, we propose the following 
questions: 
1) What is the difference and effect of mentors and 

mentees with different backgrounds on ARCS 
learning motivation? 

2) What is the difference and effect of mentors and 
mentees with different backgrounds on the 
functions of reverse mentoring? 

3) What is the effect of using the ARCS learning 
motivation model on the function of reverse 
mentoring? 

 
III. LITERATURE REVIEW 
 
3.1. Attention, Relevance, Confidence, and 
Satisfaction Learning Motivation Model 
The ARCS learning motivation model proposed by 
Keller (1983) integrates numerous learning 
motivation theories (e.g., attribution, expectancy–
value, reinforcement, achievement motivation, social 
learning theories). The purpose of using the ARCS 
model is to enhance the systemized teaching 
curriculum design, ensuring that the design of 
teaching materials fulfills learner expectations. The 
ARCS model comprises four motivation elements, 
namely, satisfaction, confidence, relevance, and 
attention. The primary purpose of this model is to 
attract learner attention and interest in a course. 
Subsequently, the learners realize that such learning 
is relevant and feel that they are adequately capable 
and confident to engage in the learning. After 
learning, learners attain achievement and satisfaction 
from the learning process. The major feature of this 
model is that motivating is implemented not only at 
the beginning of the training course, but throughout 
the entire course. Table 1 presents a summary of the 
definitions of the four motivation elements and 
motivational strategies for training.  
In an empirical study on the ARCS model, Pintrich 
and de Groot (1990) suggested that the courses 
designed using the ARCS learning motivation model 
can drastically improve the overall learning cognition 
level of learners and effectively enhance learners 
movement skill performance, motion concepts, and 
results from multimedia-based instruction (M.-Y. 
Huang, Yang, & Chou, 2009; Shih, Hung, & Hwang, 
2006). 
 
3.2. Mentoring Function 
Levinson (1978) highlighted that conventional 
mentoring exerts positive effects on psychology and 
career development, and Kram (1985) defined 
mentoring as a model in which experienced 

employees lead new employees in an organization. 
Noe (1988) divided mentoring functions into two: 
career development and psychological support. 
Career development emphasizes the counseling 
provided by experienced employees to promote new 
employees in the organization. Psychological support 
indicates that experienced employees reinforce the 
psychological contract of new employees. Scandura 
(1992), Scandura and Ragins (1993) isolated role 
modeling in psychological support as the third 
mentoring function, focusing on the trust, respect, and 
high standard between new and experienced 
employees.  
Overall, empirical studies have suggested that the 
increased cognitive level of mentoring increases the 
effectiveness in implementing mentoring (Wu, Tsai, 
Chang, & Zhuang, 2007; Wu et al., 2009). Systematic 
implementation of mentoring in an organization can 
enhance the positive effect of mentoring more than 
can unsystematic mentoring (Allen, Eby, & Lentz, 
2006; Parise &Forret, 2008; Wanberg, Kammeyer-
Mueller, & Marchese, 2006; Weinberg &Lankau, 
2011; Zeind et al., 2005). Moreover, empirical studies 
have indicated that career development and 
psychological support of mentoring functions exhibit 
high levels of causality. Thus, the following empirical 
studies on mentoring are explained from the 
perspective of career development and psychological 
support and the perspective of role modeling. 
  
3.2.Reverse Mentoring 
The advancement of reverse mentoring began with 
Jack Welsh, chairman of General Electric (GE), who 
required 500 high-level managers in GE to learn how 
to use the Internet from younger employees in 
1999(Quast, 2011, March). Following the 
development of IT, reverse mentoring, in which new 
employees share novel concepts and information 
media technologies with experienced employees, has 
become increasingly popular in various fields. For 
example, the Wharton School of Business at the 
University of Pennsylvania assisted 60 high-level 
managers in establishing reverse mentoring with 
graduate students in the school. Through face-to-face 
interviews, e-mails, and phone calls, the graduate 
students helped the managers to understand the 
current trends and applications of information 
technologies (Greengard, 2002). The Royal Free and 
University College Medical School and Centre for 
Health Information and Multi-Professional Education 
have cooperated to introduce reverse mentoring. 
Students aged 20–23 years majoring in IT (mentor) 
designed IT training courses for experienced 
physicians (mentees). By using the IT training 
courses and post-course counseling through phone 
calls, the physicians improved their IT literacy. The 
evaluation results revealed that the physicians 
evaluated learning IT through reverse mentoring 
positively. In addition, the students improved their 
interpersonal communication and teaching skills 
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during the reverse mentoring process (Murphy & 
Adams, 2005). The most competent global training 
firms, IBM and Burson-Marsteller, a public relations 
company, have gradually established formal reverse 
mentoring within the organization (Meister 
&Willyerd, 2010, May). 
In the academic field in Taiwan, empirical studies 
regarding reverse mentoring have adopted a 
perspective of the skills of younger generations to 
investigate the functions of conventional mentoring 
and relevant impact factors “effect of reverse 
mentoring on conventional mentoring functions” 
(Che, 2013). Thus, skills of younger generations and 
reverse mentoring perspectives were used to examine 
the conventional mentoring function scale(Y. C. 
Chen, 2014), a quantitative research instrument.  
Conventional mentoring exerts positive interaction on 
the mentee career development, psychological 
support, and role modeling, thereby reducing work 
stress, work–family conflict, and turnover rates; 
elevating work performance; and contributing to 
organizational socialization of the individuals. 
Although reverse mentoring that involves the skills of 
younger generations retains the functions of career 
development, psychological support, and role 
modeling, their corresponding implication varies 
from conventional mentoring. The protective aspect 
of career development is replaced with a management 
aspect. Moreover, the cognitive aspect of 
psychological support no longer exists. The trust and 
respect involved in role modeling is challenged by the 
mentee. Because the mentees in reverse mentoring 
possess more experience and denser interpersonal 
networks in the organization than the mentors do, the 
mentees’ perceptions of protection, approval, trust, 
and respect for the mentor decrease considerably; 
instead, the mentees expect the mentor to integrate 
novel thinking and IT capacity and literacy into the 
mentor–mentee relationship management The high 
standards of the mentors’ role-modeling function are 
expected to be elevated to increase the work 
efficiency and learning standards of the mentees 
(Che, 2013). 
According to the aforementioned qualitative research, 
we summarized the functions of reverse mentoring. 
Y. C. Chen (2014) further applied the skills of 
younger generations and reverse mentoring 
perspectives to examine the conventional mentoring 
function scale and create a qualitative evaluation 
instrument for promoting reverse mentoring in 
organizations. Purposive sampling was conducted to 
select mentors and mentees in organizations 
implementing reverse mentoring for a questionnaire 
survey. Data analysis results of the collected valid 
samples revealed that the correlation coefficients 
among questionnaires ranged from .631 to .766 (p < 
.01), exhibiting a mid-to-high level of internal 
consistency. Cronbach’s α values of the overall 
questionnaire and subscales were .959, .916, .851, 
and .955, indicating that the questionnaire and the 

dimensions had high consistency. According to factor 
analysis, the factor loadings of the career 
development subscale, psychological support 
subscale, and role modeling were .653–.766, .626–
.851, and .568–.836, respectively. The overall 
explained variance for the scale was 58.45%, and the 
cumulative explained variance was 72.81%. 
Confirmatory factor analysis was used to examine the 
model fit. Data showed that the reverse mentoring 
scale exhibited favorable model fit (χ2 = 169.319; 
degree of freedom [df] = 126; p = .006; goodness of 
fit index [GFI] =.909; adjusted goodness of fit index 
[AGFI] = .862; normed fit index [NFI] = .940; 
comparative fit index [CFI] = .984; root mean square 
residual [RMR] = .057; root mean square error of 
approximation [RMSEA] = .047). 
 
3.3.Relevance among mentoring, training, and the 
ARCS learning motivation model. 
From the perspective of mentoring and training, J.-M. 
Chen (2004) claimed that mentoring is the most 
critical supportive teaching strategy and training tool 
for increasing human resource quality. Empirical 
studies have identified that in courses designed for 
cognitive apprenticeship, the learning effectiveness of 
learners in the cognitive apprenticeship group was 
substantially higher that of learners in the 
noncognitive apprenticeship group (Chiu & Lin, 
2004). In a digitized scenario of mentoring, learner 
cognitive absorption positively affected perceived 
usefulness, perceived absorption, perceived ease-of-
use, and career planning (Yu, Yu, Yu, & Lin, 2011). 
Introducing mentoring enables an organization to 
evaluate the requirements, analysis of employee 
function, and itemization related training(Yu, Yu, Yu, 
Cheng, et al., 2011).  
Regarding the relevance between mentoring and the 
ARCS learning motivation model, Damanhoori, 
Muton, Zakaria, &Mustaffa (2012) were the only 
research team to construct an e-mentoring system 
(MyMentorMentee.com) by using the ARCS learning 
motivation model. They used the Internet to increase 
the initial learning motivation of mentees. However, 
the system remains in a trial stage and has yet to yield 
empirical evidence. 
 
IV. METHODS 
 
4.1. Participants 
We used purposive sampling to select mentors and 
mentees in organizations implementing reverse 
mentoring in Taiwan. In the 225 collected valid 
samples, the proportion of men and women was 
36.9% and 63.1%, respectively; Among the 
participants, 97.4% possessed a college or higher 
education diploma; 65.8% assumed nonmanagerial 
positions; 40.2% had fewer than 6 years of service on 
average in the current position; and 49.7% had 5–15 
years of service. Regarding mentorship, 95.1% of the 
participants had experience in mentoring (3.37 
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mentorships on average); 55.6% were mentees; 
91.6% participated in training courses provided by 
the organization; 76.9% actively participated in 
training courses outside the organization; and 55.6% 
were mentees in reverse mentoring. 
  
4.2. Scale Reliability and Validity 
To evaluate learning motivation, we adopted the 
ARCS survey (ARCSS) developed byKeller (1999). 
The ARCSS comprises four elements (attention, 
relevance, confidence, and satisfaction), each of 
which consists of 8 items. A total of 32 items are 
graded on a 6-point Likert scale. The internal 
consistency for the original subscales of attention, 
relevance, confidence, and satisfaction were .84, .84, 
.81, and .88, respectively, and the overall internal 
consistency was .95. Reverse mentoring was 
evaluated using the reverse mentoring scale 
developed by Y. C. Chen (2014). Numbers of items 
pertaining to career development, psychological 
support, and role modeling dimensions are 8, 6, and 
5, respectively. A total of 19 items are graded on a 6-
point Likert scale. The Cronbach’s α value for the 
overall scale and the career development, 
psychological support, and role modeling dimensions 
were .959, .916, .851, and .955, respectively, 
indicating high consistency.  
We used the Cronbach’s α reliability test to examine 
the reliability and validity of the scales applied this 
study. The reliability values of the overall learning 
motivation scale, and attention, relevance, 
confidence, and satisfaction dimensions were 0.98, 
0.93, 0.94, 0.94, and 0.96, respectively. The 
reliability values of the overall reverse mentoring 
scale and the career development, psychological 
support, and role modeling dimensions were 0.96, 
0.93, 0.88, and 0.93, respectively. The reliability 
values of all variables and dimensions exceeded .80, 
representing high internal consistency for the scale 
and all variables and demonstrating a certain level of 
reliability. Confirmatory factor analysis was used to 
examine the model fit. Data revealed that the ARCS 
learning motivation model (χ2 = 691.942, df = 441, p 
= .000, GFI = .83, AGFI = .80, NFI = .91, CFI = 
0.97, RMR = 0.02, RMSEA = .05) and reverse 
mentoring (χ2 = 203.452, df = 98, p = .000, GFI = 
.90, AGFI = .85, NFI = .94, CFI = .97, RMR = .04, 
RMSEA = .07) exhibited favorable fit.  
 
V. RESULTS 
 
5.1. Analysis of Difference in ARCS Learning 
Motivation 
The data analysis results indicated that the impact of 
education level differed significantly between the 
dimensions of the ARCS learning motivation model 
(F = 6.70, p < .001; attention: F = 4.62, p < .05; 
relevance: F = 6.47, p < .01; confidence: F = 7.61, p < 
.001; satisfaction: F = 5.96, p < .01). Scheffe’s 
method was then used to perform the post-hoc test. 

The results revealed that participants with 
postgraduate degrees were affected the most when the 
ARCS learning motivation model was used (mean 
[M] = 124.57). 
Learning motivation differed significantly between 
mentoring type (t = 2.21, p < .05). Systematic 
mentoring had higher mean (M = 124.19) compared 
with nonsystematic mentoring (M = 116.63). In 
addition, confidence (t = 2.37, p < .05) and 
satisfaction (t = 2.55, p < .05) dimensions differed 
significantly between mentoring type when the ARCS 
learning motivation model was used, indicating that 
the effect of systematic mentoring on the confidence 
and satisfaction of employees was higher than that of 
nonsystematic mentoring. 
The learning motivation of participants engaged in 
internal training (t = −2.04, p < .05) or external 
training (t = −3.57, p < .001) differed significantly. 
The participants who had engaged in internal training 
had higher learning motivation (M = 119.73) than did 
those who had not engaged in internal training (M = 
108.42). Data analysis revealed that the learning 
motivation of participants who had engaged in 
internal training was more affected (M = 119.73) than 
that of those who had not engaged in internal training. 
A significant difference was also observed in 
confidence and satisfaction dimensions (t = −2.28, p 
< .05; t = −2.23, p < .05, respectively). The 
participants who had engaged in external training had 
higher learning motivation (M = 121.53) than did 
those who had not engaged in external training (M = 
108.09); significant differences were observed in all 
dimensions of the ARCS learning motivation model 
(attention: t = −3.10, p < .01; relevance: t = −3.37, p 
< .001; confidence: t = −3.36, p < .001; and 
satisfaction: t = −3.32, p < .001). 
 
5.2. Analysis of Difference in Reverse Mentoring 
Data analysis revealed that job position differed 
significantly in the overall reverse mentoring (t = 
−2.03); the average score of participants assuming a 
managerial position (M = 56.92) was higher than that 
of those in nonmanagerial positions. Significant 
differences were also observed in the career 
development dimension (t = −2.30, p < .05); the 
average score of participants assuming a managerial 
position (M = 25.36) was higher than that of those in 
nonmanagerial positions (M = 23.53). This result 
indicated that the effect on career development 
dimension for managerial personnel was higher than 
that for nonmanagerial personnel.  
The average score for systematic mentoring (M = 
58.92) was higher than that of nonsystematic 
mentoring (M = 52.84), achieving significance (t = 
3.33, p < .001). Significant differences were also 
observed among career development (t = 3.80, p < 
.001), psychological support (t = 2.63, p < .01), and 
role modeling (t = 2.37, p < .05) dimensions. This 
result suggests that the career development, 
psychological support, and role modeling of 
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employees in organizations employing systematic 
reverse mentoring were more affected compared with 
those of employees in organizations employing 
nonsystematic mentoring. 
Mentoring experience exhibited a significant 
difference in the overall scale of reverse mentoring (t 
= −2.98, p < .01). The participants with mentoring 
experience (M = 18.07) scored higher than did those 
without mentoring experience (M = 14.09). In 
addition, significant differences were observed 
among career development (t = −2.27, p < .05) and 
role modeling (t = −2.98, p < .01) dimensions. The 
mentor in reverse mentoring (M = 56.39, t = −1.94, p 
< .05) scored significantly higher than the mentee did 
(M = 53.11). 
Data analysis revealed that reverse mentoring differed 
significantly among participants who had engaged in 
internal (t = −2.23, p < .05) or not (t = 2.87, p < .05). 
Participants who had engaged in internal training (M 
= 55.14) scored higher than did those who had not 
engaged in internal training (M = 48.42); differences 
in career development (t = −2.80, p < .01) and role 
modeling dimensions (t = −2.12, p < .05) achieved 
significance. The participants who had engaged in 
external training (M = 55.78) scored higher than did 
those who had not engaged in external training (M = 
49.87); differences in all dimensions of reverse 
mentoring achieved significance: career development 
(t = −3.09, p < .01), psychological support (t = −2.08, 
p < .05), and role modeling (t = −2.44, p < .05). 
  
5.3. Effect of Using the ARCS Learning Motivation 
Model on Reverse Mentoring 
We used Pearson correlation analysis to examine the 
correlation between the ARCS learning motivation 
model and reverse mentoring variables and determine 
the correlation and level of significance among 
variables.  
The ARCS learning motivation model exhibited a 
significantly moderate positive correlation with 
reverse mentoring, career development, psychological 
support, and role modeling (r = .60, .63, .42, .55, p < 
.01). The reverse mentoring exhibited a significantly 
moderate positive correlation with the attention, 
relevance, confidence, and satisfaction dimensions of 
the ARCS learning motivation model (r = .53, .55, 
.61, .59, respectively, p < .01). 
Participant demographic characteristic analysis 
regarding the effect of the ARCS model and reverse 
mentoring revealed significant differences among the 
systematic mentoring and whether employees 
participated in internal or external training. Thus, 
these three characteristics were used as the control 
variables. Nonsystematic mentoring in the 
organization and whether the employees participated 
in internal or external training were set as the 
reference group.  
Table 4 shows the regression analysis of the ARCS 
model of reverse mentoring. In Model 1, we input 
control variables, and in Model 2, we input control 

variables before adding the four ARCS dimensions. 
The variance inflation factor (VIF) values of Models 
1 and 2 were 1.02–1.08 and 1.05–7.77, respectively. 
The values were all less than 10, representing a lack 
of collinearity between the independent variables.  
In the regression analysis, Models 1 and 2 achieved 
significance (F = 6.64, p < .001; F = 28.88, p < .001). 
The control variable in Model 1 accounted for 8% of 
the explained variance in reverse mentoring. After the 
ARCS variables were added, the explained variance 
increased by 32%. Regarding the analysis of 
influence, the confidence dimension exerted a 
significantly positive influence on reverse mentoring 
(β = .85, p < .001), indicating that when employees 
were highly confident, their perceived effect on 
reverse mentoring increased.  
Table 4 Regression analysis of using ARCS model 

to assess reverse mentoring 

 
*p < .05; **p < .01; ***p < .001 

 
CONCLUSION 
 
The data analysis results indicated that the 
participants who have postgraduate degrees and those 
who had participated in internal and external 
education training possessed high ARCS learning 
motivation. The ARCS learning motivation design 
assisted in improving learner overall cognitive 
learning levels (Pintrich& de Groot, 1990). In 
addition, people with high educational attainment can 
fulfill learning goals, understand the priority of 
various learning items, and adjust their learning 
behavior to form systematic learning (F.-S. Huang, 
1996). 
Che (2013) reported that reverse mentoring and 
conventional mentoring maintain identical functions. 
However, the data analysis of this study indicated that 
factors such as systemization, managerial position, 
internal and external education training, and mentor 
role positively affected the functions of reverse 
mentoring. This result was attributed to the mentor 
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position in reverse mentoring being assumed by new 
employees. If systematic promotion and managerial 
position arrangement can be implemented in advance, 
then concerns of experienced employees in the 
organization can be reduced, thereby achieving the 
training strategy goal of promoting reverse mentoring 
in in-service training and transfer of techniques and 
experience (Hegstad, 1999; Wu et al., 2009). 
The ARCS learning motivations exhibited 
significantly moderate correlations with reverse 
mentoring. According to the regression analysis, the 
explained variance of the control variables in reverse 
mentoring was 8%. After the ARCS variables were 
added, the explained variance increased by 32%. The 
confidence dimension exerted a significantly positive 
effect on reverse mentoring (β = .85, p < .001), 
indicating that when employees were highly 
confident, their perceived effect on reverse mentoring 
increased. Thus, at the beginning of promoting 
reverse mentoring, the confidence dimension of 
ARCS learning motivation must be enhanced. 
Specific motivation strategies must be established to 
create a successful and supportive atmosphere for 
mentors and mentees to learn mutually and believe 
that they control their own success.  
(a) Promote systematic reverse mentoring to 
enhance the role of the mentor. 
Currently, implementation of reverse mentoring in 
organizations remains relatively uncommon 
compared with conventional mentoring, because 
reverse mentoring reverses the existing subordinate 
relationship involved in conventional mentoring. 
However, because of IT development and the 
addition of younger employees with techinical skills 
in the workplace, organizations that implement 
systematic reverse mentoring can highlight the 
organizational emphasis on reverse mentoring. Thus, 
the mentor role and professional competence can be 
enhanced to reduce concerns of experienced 
employees and promote harmonic communication 
between employees of different generations. 
(b) Combine internal and external education 
training to continually improve reverse mentoring 
functions. 
In this study, we determined that when employees 
actively participated in internal and external training, 
they had high learning motivation and registered 
effective reverse mentoring. The purpose of training 
is to improve the required competence of employees 
at work. Thus, organizations should develop 
systematic training courses that are based on 
organizational development goals to increase 
employees internal and external education training 
hours, frequency, and budget, thereby satisfying the 
functional development training needs of employees 
and achieveing the implications of teaching and 
maintaining high standards in reverse mentoring  
(c) Establish reverse mentoring development 
goals that can enhance confidence. 

The ARCS learning motivation model can 
significantly increase the effectiveness of reverse 
mentoring, especially in the confidence dimension. 
Thus, when initially implementing reverse mentoring, 
organizations should encourage positive expectations 
and concrete and feasible target and tasks, 
establishing mutual learning methods between 
mentors and mentees to build confidence between 
them.                                        
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