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Abstract—As the term indicates, reverse-mentoring flips the
classical roles of mentoring: In school, students take over the role of
mentors for adults, i.e. teachers or parents. Originally reversementoring stems from US enterprises, which implemented this
innovative method in order to benefit from the resources of skilled
younger employees for the enhancement of IT competences of senior
colleagues. However, reverse-mentoring in schools worldwide is rare.
Based on empirical studies and theoretical approaches, in this article
an implementation model for reverse-mentoring is developed in order
to bring the significant potential reverse-mentoring has for education
into practice.
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I. INTRODUCTION

R

EVERSE mentoring is a specific form of classical
mentoring. Scientific work on the concept of mentoring
began in the 1980s. Specifically, the publication of Kathy
Kram’s [1] “Phases of Mentor Relationship” has to be
mentioned as a significant starting point of discussion and still
is one of the most influential publications in this field [2].
Over the years, mentoring became an established method for
personnel development in organizations and a myriad of
different definitions of mentoring was developed, reflecting
the significant number of the different contexts (e.g.
enterprises, universities, medical institutions) where the
concept is utilized. Therefore, a standard definition of
mentoring is not easy to establish, rather it is possible to
analyze fundamental elements characterizing the process of
mentoring. Haggard et al. [3] dealt with this issue and
analyzed the mentoring-definitions used by researchers in 124
scientific studies and determine the following elements:
1. Reciprocity of the social relation between the mentor and
the mentee.
2. Developmental benefits related to the mentee’s work
and/or career, as well as benefits for mentors profiting by
the learning partnership.
3. Regular/consistent interaction between the mentor and the
mentee.
Ziegler [2] also regards it beyond the means of developing a
standard definition for mentoring, as it is not only the different
contexts where this approach is used, but also the various
types of mentoring like formal/informal mentoring [3], peer
mentoring [4], cascade mentoring [5], group-mentoring,
mentoring in networks [6], e-mentoring [7]-[9] or as in our
case, the relatively new concept of reverse-mentoring. Even
so, the author drafts an ideal type of definition intended to
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convey the nucleus of mentoring: “Mentoring is a temporally
stable dyadic relation between an experienced mentor and a
less experienced mentee. The relation is characterized by
mutual trust and courtesy; it aims at facilitating learning and
development of the mentee” [2, p.11].
As for the classical forms of mentoring, approaches for
reverse-mentoring are mainly used in organizational contexts.
The term indicates that generally spoken, in reverse-mentoring
the roles of mentoring are reversed: A less experienced person
serves as mentor for a more experienced person, taking over
the role of the mentee. Just this simple description indicates,
that in reverse-mentoring an understanding of interpersonal
relations being characterized by a shape of apprenticeship or
hierarchy no longer fits. Instead, it turns to reciprocity as both
mentor and mentee take advantage of the mentoring relation.
One, for example, getting advice from a senior colleague with
regard to organizational culture or networking, and the other
often in obtaining up-to-date knowledge of IT (Information
Technology) [10], [3], [11]. The concept of reverse-mentoring
is an innovative way to encourage learning for “both sides”
and it further has a high potential in strengthening crossgenerational relationships in terms of facilitating
understanding and respect [12]. In fact, it is mainly in the field
of IT where reverse-mentoring is implemented in
organizations, as the young generation, being digital natives
[13], bring with them the latest in technological knowledge.
Though, other topics for reverse-mentoring may also include
the latest economic theories, language skills, innovative ideas,
perspectives or concepts [12]. This entails the author to
propose an extension of the above mentioned definition:
“Reverse-mentoring is a specific form of mentoring and refers
to a reciprocal and temporally stable relationship between a
less experienced mentor providing specific expert knowledge
and a more experienced mentee who wants to gain this
knowledge. The relation is characterized by mutual trust and
courtesy, it aims at facilitating learning and development of
both, the mentor and the mentee.”
The positive effects of mentoring on mentors and mentees
are well documented [14]-[17]: Mentoring positively
influences mentees’ careers, enhances job satisfaction and
raises well-being. Mentors learn to establish relations, improve
their social and leadership competences, and for example, gain
recognition as mentors, enhancing their social status in the
organization.
There may be a great deal of reverse-mentoring in schools
worldwide, but it has to be stated an immense absence of
scientific studies in this field. The databases ERIC or
PubPsych, focusing on pedagogical and psychological
resources, do not even deliver a single entry, and only some
isolated projects can be found on Scholar Google. According
to Chuang and Thompson [18], it is mainly the GenYes

(Generation Yes, www.genyes.org) mission, which for years
has been relying on the potential of the youth, and although,
they do not use the term reverse-mentoring, the organization
adopts this approach on a large scale: The project provides the
online resources to prepare a team of “Student Technology
Leaders” with the skills necessary to support the technology
integration efforts of teachers, IT staff, and other adults
working at the school. Christie [19] also builds on a resources
and solution oriented approach and analyzes the learning
experiences of students. She found the reverse-mentors on the
one hand to be highly accepted by their teacher-mentees and
on the other hand to steadily enhance their own IT-knowledge
and competences. Further, Peterson [20] implemented and
analyzed two case-studies in New Zealand. Student mentors
were directly offering IT support in classes, when requested
by teachers. The mentors were beforehand instructed by ITteachers who also took over the role of coordinators. The
teacher´s positive evaluation especially was related to the
immediacy of support, all teachers accepted the studentmentors and evaluated their own IT-competences as to have
improved.
As demonstrated above, literature on reverse-mentoring in
schools is far from being evidence based and practical
implementations are just at the beginning. When considering
the positive effects of reverse-mentoring in organizations, the
author regards reverse-mentoring to be an innovative and
valuable way of learning, as well as a resources-oriented
method for personal and social development of both “sides” the students and the teachers. Therefore, bearing in mind the
IT-skills of the today’s digital natives, this article aims at the
research and theory-based development of a reversementoring model for school education.
II. QUALITY ISSUES IN MENTORING
Reverse-mentoring, as being a specific form of classical
mentoring, enables us to build upon the studies and findings in
the mentoring field. Hence, in a first step, quality issues need
to be considered.
A. Quality Criteria for Mentoring
According to Ziegler et al. [21], an effective mentoring
program has to be adapted to the specific context. Whereas in
the economy or industry, mentoring is often used for career
development or for the enhancement of job satisfaction, while
in public institutions mentoring is employed for knowledge
transfer and in the medical sector it is utilized to support the
socialization of young colleagues into the profession. Not at
least, it is used for the empowerment of women in order to
achieve higher hierarchical positions [22]. This means that
cultural conditions, the specific contexts and aims must be
decisive for the development of a mentoring model. According
to Schmid and Haasen [5] therefore, in a first step it is
essential to clearly define the mentoring aims and to recruit
the target group as related to this definition.
Secondly, the matching of mentors and mentees is to be
regarded as an important quality issue. Matching can be selforganized or organized externally. The latter is established by

the program management according to general criteria, selforganized matching can reduce diversity, as mentees may
select their mentees according to similarities. External
matching also refrains the mentee from rejection and if the
tandem does not fit together, this issue can be transferred to
the project management. Be it one or the other way, a short
meeting of the tandem before the official kick-off is important
in order to find out, if both of them find it interesting to enter a
mentoring relationship over a longer time period [5]. In line
with this Ziegler [2], Schmid and Haasen [5] add the
importance of a good relationship between mentors and
mentees, and suggest measures to promote the quality of
relations.
Training of the mentors, as well as the exchange of
experiences and networking, is one further criterion in order to
enhance the efficiency of mentoring programs. This can be
offered in the preparation phase of a program, but also can be
a continuous offer throughout the life of the project. Be it
(group)-coaching, be it workshops, be it classical trainings or
supervision, an offer like this is supportive and facilitates
personal development through theories and tools helpful for
the reflection of the mentoring role, respectively, the
individual’s own mentoring-personality [5].
The fourth main issue is the duration of the mentoring
process. Frequency of mentoring contacts is to be adapted to
the aims of the program. This indicates, that no general
recommendations can be given, though it can be stated that at
least one meeting per month over a time span of half a years
should continuously be given [5].
B. Organizational Factors and Issues of Implementation
In order to effectively develop a formal mentoring
approach, Jones [15] in a longitudinal study, analyzed the
following main issues:
 The mentoring program has to fit to the organizational
strategies.
 It needs to be supported on a high organizational level.
 It is necessary to embed the program into the
organizational process.
 The mentors should be flexible with regard to time and
their availability.
 The matching strategy needs to be considered carefully.
 The mentoring-process should be documented, such as in
a mentoring diary.
 The mentoring program should be promoted within the
organization.
The latter aspect of promotion is confirmed by other authors
[17], [5]. The form of presenting the mentoring project in the
organization and value given to mentors are decisive for their
decision to take part. Mentors generally participate
voluntarily, therefore, it is of high importance to recognize and
value their engagement.
Generally, when starting a program, kick-off meetings are
planned in order to bring together all participants and to
transmit the process-specific information to mentors and
mentees. Further, a mentoring agreement is officially signed
by the mentor and the mentee.

III. THEORETICAL BACKGROUND
Apart from respecting the quality factors, as described
above, mentoring-projects are successful, when an empirical
basis is given [2], [23], [24]. This denotes research
methodology, as well as the theoretical foundations. In
analyzing the theoretical frames, Dominguez and Hager [25]
identify three main theoretical threads mentoring builds upon:
(1) developmental theories, (2) learning theories and (3)
socialization theories.
A. Developmental Theories
In the context of mentoring, Levinsons` “Career Stage of
Life Theory” is one of the most cited developmental theories
[26]. It acts on the assumption that in growing up, phases of
stability are alternated with phases of instability. Whereas
stability is connected to important life-decisions, instability
relates to changes in values and beliefs. According to this
approach, mentoring is regarded to be supportive along these
developmental, academic or occupational transitions.
In the beginning of her scientific work on mentoring, Kram
[1], [27] also related to Levinson. In particular, she
highlighted the importance of the matching between mentors
and mentees in terms of the individual career-status, the
competences and the potential of the mentee. For mentees at
the beginning of their career, she therefore depicted other
mentoring topics than for mentees with a long occupational
career. Especially in higher education, Kram’s theory of
developmental phases was adopted by researchers in order to
develop interventions in different mentoring-relations (peer to
peer, faculty to PhD, senior to junior faculty members), later
the focus turned to the development of distinct developmental
stages regarding adulthood [25].
Developmental theories therefore, organize the mentoring
process within succeeding phases of individual development.
Though, the inherent view of a superior mentor and an inferior
and subordinate mentee has to be mentioned critically: Within
this theory, a core component of the relations between mentors
and mentees is defined along a complementary and dyadic
view of mentoring, this by itself promoting a hierarchic
understanding of the relationship between mentor and mentee.
Developmental theories are also criticized in terms of
mainly relying on white, male samples in their research and
neglecting issues of gender and diversity [24]. Though, to be
effective in mentoring, the consideration of the resources and
possibilities provided by variety and cultural diversity in
contemporary implementations of mentoring in education is to
be regarded as a basic and essential prerequisite [25].
B. Learning Theories
The perception of mentoring as a learning partnership is the
second theoretical frame frequently used by researchers for
mentoring. Just to mention the most important learning
theories with regard to mentoring ranging from the classical
behaviorist, cognitivist and constructivist theories to
andragogy, transformative learning or action learning
explicates the broad variety of mentoring-models. Though
learning theories will overlap in mentoring, it is clear, that a

model, for example based upon behaviorism, will lead to
different implementations than mentoring based on
constructivist theory or action learning.
Behaviorist theories conceptualize learning as a change in
behavior triggered by different modes of reinforcement [28].
This theory is assigned to classical forms of mentoring
following an apprenticeship model. The main function of a
mentor in this case is to support the mentee in the
development of desirable behavior and to reach predefined
goals, whereas mentees are perceived as passively reacting to
the environment [25].
Cognitivist theories put an emphasis on intra-individual
cognitive processes, i.e. information processing and thinking
operations [29]. Mentoring models following cognitivism are
individually determined and focus on the adaptation of the
learning processes to the learner. Mentees in this view take
over active thinking and metacognition, the mentors´ role is a
kind of teacher or tutor providing learning outcomes through
knowledge transfer [25].
Constructivist learning theories stand for psychological,
philosophical and epistemological approaches assuming that
individual views of the world are actively constructed in
interactions with the environment. The developmental
psychologist Jean Piaget carried out pioneering work in this
context when describing the interplay of “accommodation”
and “adaption”: When a child interacts with the environment,
it creates experiences, which in the form of patterns/schemes,
combine perception and behavior, and as such learning occurs.
These patterns/schemes in further interactions with the
environment are either confirmed, and thus assimilated, or
have to be adapted, and therefore, accommodated [30]. The
metaphor of a map is often used to describe constructivist
learning: This internal map consists of numerous well-proven
streets and pathways but is also open to draw new ways. In
this sense constructivist learning is an adaptation of the
environment to the inner cognitive schemes as well as an
adaptation of the inner patterns to the environment [31].
Therefore, learning occurs, when real-world experience is
compared to the inner schemes and in the case of being
unsuitable, knowledge is actively reconstructed.
The constructivist perspective in mentoring places emphasis
on the social construction of knowledge, on questions, sense
and reflection [32]. In this effect, the mentor takes over the
role of a facilitator or guide for the mentee [8], [25]. Crow
[32] adds that constructivist learning “involves the social
construction of knowledge, in which knowledge is coconstructed through the social negotiation process of
relationship”. Thus rather than identifying and transmitting a
set of facts, skills, and practices, mentoring involves a creative
process in which a mentor, together with the mentee, construct
knowledge [34, p. 233].
Knowles’ adult learning theory [33] focusses on the
prerequisites and demands of adult learners. Andragogy
considers the adult learner to generally bring along a
magnitude of experiences and to be internally motivated.
Learning is regarded to be self-directed, reflexive, in time and
makes sense to the learner. Knowledge about adult learning

lead to a paradigmatic shift in mentoring from the mentor´s
traditional authoritarian role to a facilitator role, where mentor
and mentee engage in a mutual learning process [25]. It further
means an understanding of mentoring as enabling the
mentees’ self-directed learning.
The theory of transformative learning was drafted by
Mezirov in the 1970s and presents another distinct body of
research in adult learning. The transformative learning process
is characterized by critical reflection of the own preassumptions. This is facilitated in discourses with others,
when meaning schemes are reassessed and perspectives that
are not viable are transformed. Thus, transformative learning
is defined as using experiences in order to develop new
interpretations of these experiences [34]. Like in constructivist
learning, in this approach mentors take over the role of
facilitators or guides and the mentees´ role is that of active
critical thinking. Mentors and mentees find themselves in a
process of facilitating critical reflection being important for
the analysis and/or change of perspectives [25].
Action learning theory also relies on mentors facilitating
learning, respectively taking over the role of a coach for the
mentees. It proposes that learning by doing and frequent
dialogue lead to individual and organizational learning. In a
preferably heterogeneous community of learners, mutual
exchange takes place. The point is that in solving problems
together, the group members learn from each other - there are
no all-knowing authorities [35]. Action learning is used in
newer forms of mentoring like group mentoring, team
mentoring and implementations that include new forms of
digital media and networks [25].
C. Social Theories
Also in this final category of theories on which mentoring is
based, several approaches can be identified. As will be
demonstrated, together with learning theories, social theories
shift “our attention from ancient, traditional dyadic mentoring
to the myriad of benefits that multiple developmental
relationships bring to mentees, mentors and organizations”
[25]. Social theories regard mentors as being role-models who
provide information for mentees actively taking the
responsibility for their own development. Especially, the
networking perspective is regarded to have valuable impacts
on both mentee and mentor.
Whereas in socialisation theory mentors are seen as role
models and mentees take over the role of an active apprentice,
in human capital theory the individual competences acquired
when investing in education or job training with the aim of a
higher potential income are highlighted. A higher potential
income or a more successful position in social capital theory is
determined by the accumulation of social networks and
valuable connections [25].
Theoretical approaches of gender studies discussing
mentoring in the context of the concept of male “homosociability” [36] further, is to be assigned here. According to
this approach, in male dominated structures it is not
competences or aptitude being decisive in career
advancement, but relations and similarities. This explains the

lack of women in science and research, as the transfer of
knowledge mainly occurs in “old boys´ networks” between
established and younger men. Mentoring is regarded to be a
means to counteract these processes [37], [38]. Though in the
academic sector, dyadic mentoring is still mainly employed,
the application of networked models may have a high potential
for the advancement of women’s scientific careers.
Communities of practice, as drafted by Wenger [39], can be
regarded as knowledge networks in providing information
exchange, maintaining information and promoting competence
development of their members. These functions are well suited
for mentoring, respectively developmental-networks, and
challenge the traditional role of mentors and mentees. This
means that, for example, one person may be a novice in one
network while taking over the role of an experienced mentor
in another network. This is the case in reverse-mentoring,
when a novice – an unexperienced person – brings in recent
knowledge, respectively state-of-the-art expertise, and takes
over the role of a mentor for more experienced colleagues.
The understanding of mentoring as occurring in networks,
essentially affects the relations between mentors and mentees,
as it turns away from an understanding of mentors and
mentees as a teachers and apprentices model, to a model
characterized by partnership.
In line with communities of practice, a network-model of
high interest for schools was drafted by Higgins and Kram [6].
They build upon Krams’ former work on mentoring [27], [1]
and introduce the “Developmental Network Theory” which is
based upon the value of multiple relations in mentoring
networks. The authors state that in times of steady
technological innovation, internationalisation, multiculturalism or increasing diversity, traditional mentoring models no
longer match up. Still, the two essential functions of
mentoring – personal and career development – are of the
highest interest, but Higgins and Kram raise the discussion
from whom and how mentoring is offered. They define four
essential elements of a mentoring developmental network:
1. Developmental network: “The developmental network
consists of those relationships the protégé names at a
particular point to in time being important to his or her
career development, they are simultaneously held
relationships, as opposed to a sequence of developmental
relations” [6, p. 268].
2. Developmental relations: The mentees’ network consists
of so-called “developers” being mentors as well, and who
provide a high amount of both career and psychosocial
support and sponsors, who provide a high amount of
career support but low amount of psychosocial support.
3. Developmental network diversity: The less similar,
respectively redundant information in a network, the
greater the value for the mentees. Diversity in networks is
defined to the number of different social systems (e.g.
schools,
community,
organizations)
where
the
relationships come from and the extent to which the
developers provide expertise and are connected to each
other. Hence, developmental diversity is rather attributed
to the relations in the network than being individual

4.

characteristics of the developers.
Relationship strength is defined as the level of emotional
affect, reciprocity and frequency of communication.
Higgins and Kram relate to studies on relationships in
learning and identity formation, as well as clinical studies
on adult development when issuing the fact that
individuals strongly tied to each other tend to be highly
motivated to help each other.
IV. REVERSE-MENTORING MODEL FOR SCHOOLS

A. Defining Reverse-Mentoring
Summarizing the previous chapter, the main issues are a
clear statement for reciprocity of the relation between mentor
and mentee and for a networked perspective on mentoring.
Hierarchic views of apprenticeship models, as displayed in
developmental theories, are dismissed in favor of
heterogeneous knowledge derived within networks. This is
especially true for reverse-mentoring, as the idea of changing
roles per se breaks open hierarchy. Though dyadic views still
remain of value for the role-modelling function of mentoringtandems, the relations within networks tend to become the
core elements of personal and occupational development. Yet
this is valuable, particularly for reverse-mentoring, when
considering youth as digital natives being connected to each
other via social media [13], [40].
Social theory therefore finds itself closely connected to
constructivist learning theory, action learning and adult
learning, respectively, transformative learning: In each of
these theories mentors are regarded as facilitators of learning

and development, while mentees take over an active and
reflective role for their own learning and development. Taken
together, this leads to the further extension of the reversementoring definition as described before:
“Reverse-mentoring is a specific form of mentoring
and refers to a reciprocal and timely stable
developmental partnership between one or more less
experienced mentor/s providing specific expertise and
one or more experienced mentee/s who want/s to gain
this knowledge. The partnership is characterized by
reciprocity and mutual respect and it aims at both, the
development of the mentors and the mentees. In applying
a networked perspective, it may take advantage of digital
technology.”
B. Reverse-Mentoring Concept
The concept takes orientation in constructivist and action
learning, as well as in adult learning and transformative
learning. The common core element of the theories is to take
over responsibility for one’s own learning and development
process, which also accounts for the mentors and the mentees.
Learning in reverse-mentoring is regarded as a self-directed,
active process occurring in interaction and communication.
Quite consistent to transformative theory, critical reflection in
constructivism allows for the construction of new meaning
which is integrated into earlier experiences (schemes) and
there also find its origins. Regarding the interplay between
mentors and mentees, knowledge is co-constructed by both
parties.

Fig. 1 Yammer for reverse-mentoring

The structure for reverse-mentoring in schools orients itself
on the developmental network of Kram [6]. The concept is
related towards reciprocity and takes advantage of the multiple
connections possible within a network, moreover, being close
to the environment and daily lives of young people. The
network is technologically supported by the Social Network
Enterprise Yammer (www.yammer.com), which is similar to
Facebook, though being closed for the mentors and the
mentees, who by themselves can create open or closed groups
to be used by two or more persons (see Fig. 1). For student
mentors, this means that, for example, they can work together
in mentoring one mentee, and that they continue mentoring
with a colleague’s mentee in a specific topic or that they can
take advantage of a community of practice dealing with the
same topic as they themselves, even those from other schools.
C. Organizational Factors
With regard to organisational factors, the context of the
specific schools needs to be considered. This means that
besides a clear statement from the school principal with regard
to the effectiveness of this innovative approach for learning
and development of both sides – the student mentors and the
teachers or other adults – there is to be installed a local
management which has to be informed and trained
beforehand. It will help all persons involved (mentors,
mentees, managers, coaches) to obtain detailed information
about their tasks in the program. This is, for example, for
mentors and mentees, the development of the mentoring aims
or keeping contact with each other. For the program managers,
it is to provide infrastructure or to organize the pre-meeting of
mentors and mentees before the kick-off, whereas the coaches
are responsible for the mentors’ preparation to their roles.
Besides the organisational issues, one main task of program
managers is the promotion of the mentoring program inside
and outside school. This can be through the use of flyers, as
shown in Fig. 2, presentations for the colleagues and in class,
articles for newsletters and blogs or texts in newspapers. Also
the official events of the program, the kick-off and the closing
event (see below), can be used for the promotion of the
reverse-mentoring program.

Fig. 2 Reverse-mentoring postcard; German text: “Mentoring turned
on its head!”

The selection/acquisition of mentors, for example when
planning IT mentoring for teachers or parents - apart from IT

and social skills - in each case, should be based on the interest
and willingness of the young people. Before the start of the
mentoring-process, the participants need to be trained for their
specific task as mentors. Systemic-constructivist coaching is
an efficient method focusing on resources and solutions in
order to prepare mentors for their role, be it in group coaching
or in one-on-one sessions. Coaching facilitates reflection of
one’s own competences and aims at preparing a mentoring
profile. This profile is subsequently used by the program
management for the matching process with the mentees.
The kick-off is most essential in providing the relevant
information to those participating. A core element of the kickoff is the signature of the mentoring agreements between the
mentor and the mentee containing the contacts planned, as
well as the mentoring aims and the steps to be taken in the first
run. Further supporting material for the documentation of the
mentoring activities, as well as the program schedule, should
be provided.
After the start of the mentoring program, the mentors and
mentees take over control and act independently. They decide
for the specific content and decide the frequency of contacts
within the given frame of about one meeting per month.
Further, they determine the form of the meeting, be it face to
face at school or online. Mentoring in groups is the option
provided by the Yammer network, which is also the exchange
platform for participants, and a useful tool to connect with
mentors and mentees in other schools in order to exchange
experiences. Nevertheless, the manager and the coach still
remain available for the mentors and mentees.
The program ends with a closing event, where the school
principal, and other teachers and students, as well as family
members are invited. Mentors, as well as mentees, are
evaluated and receive award certificates for their participation
and work.
D.Quality Control and Evaluation
It is clear from the previous chapters that there is an
immense absence of studies dealing with reverse-mentoring.
In order to further develop the topic, it is essential to carefully
evaluate the programs. Often evaluations of mentoring
programs are criticized because of methodological
shortcomings [2]. Allen, Eby and Lentz [23] state in their
analysis of 200 studies on mentoring that mentoring research
mainly uses quantitative and cross-sectional design, and that it
is only the mentees who are included in the analysis. Further,
the projects even do not fulfil conceptual minimumrequirements. Therefore, based on an elaborated model, the
involvement of all participants, the use of age-appropriate
qualitative methodology and longitudinal research design is
recommended for the evaluation of reverse-mentoring
programs.
V. CONCLUSION
Though reverse-mentoring in schools may be a great
challenge, as it suggests, a totally different relation between
students and teachers, it is an innovative way for individual
development and the enhancement of skills and competences

of both the student and the teacher. It regards students as
competent in teaching their own teachers, focuses on resources
and not - as so often in education - on deficiencies. Also, new
ideas and expertise can be built in the mentoring network and
the experience of reverse-mentoring brings mentors and
mentees closer to each other, as intergenerational exchange is
facilitated and the understanding for the respect of the other
rises. This indicates that reverse-mentoring has a high
potential for the deconstruction of attitudes and beliefs. Young
girls providing Java or HTML skills, respectively teach their
teachers how to simply design a website in WordPress or
introduce their mentees into the world of social media, and
allows for an understanding of girls and technology distinct
from the well-known, disadvantageous stereotypes. However,
the reverse-mentoring model as proposed here, needs to be
implemented and evaluated in different educational contexts.
Most of the findings in the above article were derived from
mentoring literature in other contexts than schools. Therefore,
especially context sensitivity (e.g. in the form of a local
program manager) needs to be carefully considered when
implementing reverse-mentoring in school systems.
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