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Abstract
Mentoring is widely believed to be beneficial to mentors and mentees in the teacher education context. However, mentoring as a tool for strengthening professional knowledge is not without barriers hindering its effectiveness. This paper explores common barriers in mentoring, drawing on studies conducted in Croatia, Ireland, and Scotland which have been re-analyzed for this paper. The two studies conducted in Scotland used a mixed-methods approach, the Croatian study was conducted using a quantitative approach, while the Irish research employed a qualitative strategy. Data from the four published studies were re-analyzed and integrated using a qualitative thematic approach with three groups of themes emerging as the most common barriers to mentoring in teacher education. These groups of themes are: interests, values and motives; power, status and position; and information and communication. The study explores these themes and concludes with the implications for stakeholders, including school management, universities, and student teachers. 
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A Comparative Study of Barriers to Mentoring Student and New Teachers
The need to improve the quality of teachers’ professional learning experiences are acknowledged worldwide (Holland, 2021; Aderibigbe, Gray & Colucci-Gray, 2018; O’Grady, 2017; Hairon & Tan, 2016). In this context, collaborative partnerships between teacher education institutions and schools are seen as a means of strengthening initial teacher education and teacher professional development in various contexts (Aderibigbe, et al., 2018). A vital element of this partnership is mentoring which is reported to be a tool for fostering the personal and professional development of pre-service, novice and veteran teachers (Attard Tonna, 2019; van Ginkel, Verloop & Denessen, 2016). Practical learning opportunities through practicum and mentoring are considered essential for the development of professional knowledge in teacher education (Tammets, Pata & Eisenschmidt, 2019). 
Mentors across the countries help their mentees to develop the professional knowledge and skills required to function effectively as teachers at different stages of their careers (Ellis, Alonzo & Nguyen, 2020). Through the practicum, pre-service/student teachers gain practical teaching knowledge providing them the chance to put theory into practice. In addition, new and experienced teachers learn from each other in professional learning communities. Despite the significance of mentoring in teacher professional learning, research conducted in different contexts indicates that some challenges hinder its effectiveness and implementation (Simsar, & Dogan, 2020; Asuo-Baffour, Daayeng & Agyemang, 2019; Graham, 2019). However, we contend that comparing findings from different settings can strengthen stakeholders’ understanding of impediments to mentoring in initial teacher education and teacher professional learning contexts. In their meta-synthesis of qualitative research on teacher mentors’ education, Aspfors and Fransson (2015) underline the importance of the educational and cultural context of the country in which mentoring, and mentor education take place. Furthermore, in their study, Salajan, Duffield, Glava and Glava (2016) report the need for educators to look beyond their contexts to develop policies for improving their educational systems. In addition, Salajan, et al. (2016) suggest the need for more research into experience through practicum in teacher education. Thus, we explored common barriers to mentoring in three European teacher education contexts, drawing on four published studies conducted in Croatia, Ireland, and Scotland, as teacher education scholars (Aderibigbe, 2014; Holland, 2021, Marušić, Pavin Ivanec & Doolan, 2011; Shanks & Robson, 2012). 
In this study we have brought together research conducted in Croatia, Ireland and Scotland. These three European countries have different education systems and varied systems of mentoring for student and new teachers. Through comparing and contrasting our studies we believe we can highlight common barriers to mentoring student teachers and new teachers in Europe. In Scotland, teachers are supported in mentoring schemes, in their initial teacher education program and their induction year, as professionals on the field working with experienced teachers (Aderibigbe, Colucci-Gray & Gray, 2016; Shanks & Robson, 2012). This is similar to the Irish system, where mentoring is a component of the initial teacher education and induction years, offering new teachers the opportunity to build on the knowledge developed as pre-service teachers (Holland, 2021). Conversely, the Croatian system provides most of its initial teacher education for intending teachers at higher education institutions but offers induction for new teachers to gain professional knowledge in schools (Eurydice, 2018). 
There are differences between the three countries, for example mentors in Croatia and Scotland are not required to have specific training in preparation for their mentoring roles (Eurydice, 2018; Marušić, et al., 2011; Shanks, Attard Tonna, Krøjgaard, Paaske, Robson & Bjerkholt, 2020). In Ireland there is mentor education for mentors of new teachers but in initial teacher education mentors are deliberately called ‘co-operating teachers’ rather than mentors. Holland (2021) calls for professional learning designers, facilitators and researchers of mentoring to adopt a deeper and broad complexity thinking mindset to better grasp the complex challenges facing the mentoring role and that until this is comprehended, the potential of and for mentoring will continue to be lost. We believe that identifying barriers emerging in different educational settings can enable us to discuss solutions to these common problems. Besides, we envisage that understanding common issues can help reduce friction and challenges in mentoring, thereby enhancing mutually beneficial relationships and professional learning experiences among participants in mentoring processes.
Theoretical Framework and Related Literature
A number of theories are identified in the literature as underpinning the mentoring processes in teacher education. For instance, the apprenticeship approach allows experienced teachers to help novice and student teachers develop relevant professional knowledge and skills (Mackh, 2020; de Bruin, 2019). Cognitive apprenticeship, for instance, guides how student teachers could be inducted into the schools’ system to understand the ethos and culture of schools (Brown, Collins & Duguid, 1989). In line with the apprenticeship theory, Anderson and Shannon (1988) and Furlong and Maynard (1995) proposed models to support the socialization of new teachers and student teachers about school ethos, rituals, and culture. 
[bookmark: _Hlk99616758]A socio-cultural theoretical framework to mentoring is grounded in situated cognition theory, which suggests that learning occurs in real activities-based context and culture (Brown, et al., 1989). It could also be argued that socio-cultural theory is influenced by Vygotsky’s social development theory. Vygotsky (1978) asserts that an individual’s development cannot be fully understood by studying the person without examining the environment where they grew or dwell. Banerjee-Batist, Reio Jr., and Rocco (2019) found that socio-cultural factors are linked with meaningful and individualized workplace professional learning experiences. In addition to these perspectives, active involvement of both mentors and mentees based on egalitarian principles and grounded in the critical constructivist theoretical framework to mentoring process in teacher education is also reported in the literature (Kincheloe, 2005). Aderibigbe, Colucci-Gray and Gray (2014) described such a situation as collaborative mentoring guided by the hybridization of apprenticeship, reflective and socio-cultural theories. The situation could also be likened to the co-planning model of mentoring where mentors and mentees co-planned and co-teach as team members (Fieman-Nemsar and Beasley, 1997). 
Our studies align with the collaborative mentoring process where mentors and mentees engage in a mutually beneficial learning journey due to the numerous merits associated with the approach. Even so, mentoring as a process for facilitating professional learning in teacher education contexts is not immune to barriers, as documented in the extant literature (Simsar, & Dogan, 2020; Asuo-Baffour, et al., 2019). The context of the mentoring relationship, the selection and training of mentors, feedback from mentors and their assessment of mentees, time for mentoring, and power relations are all critical areas of teacher mentoring that could potentially impact the mentoring process.
Context of the mentoring relationship
As Aspfors and Fransson (2015) point out, context will influence mentoring relationships on various levels, from the educational context at the national level to the local school context. Mentors are a part of the workplace learning environment and have an essential role in the professional socialization of new teachers into the school professional community (Tammets, et al., 2019, Ewing, 2021). As Lave and Wenger (1991) indicated, what and how new entrants learn grows out of the environment in which they are situated. So, there could be issues when the learning environment is not well organized. Further, mentoring can be counterproductive and unsupportive when mentors are assigned to their roles in diverse contexts (Graham, 2019). However, as well as depending on the social or environmental context, new teacher learning depends on the specific learning disposition of the individual teacher (Shanks, Robson & Gray, 2012). Both concepts, learning environment and learning disposition, can be considered in terms of a continuum from expansive to restrictive (Shanks, et al., 2012). However, teachers need to be convinced that their involvement in professional learning conversations in their workplace contexts will positively impact the teaching and learning process in the classroom (Hairon & Tan, 2016).
Selection, Matching and Training of Mentors
As Cross, et al. (2019) argued, the availability of mentors with appropriate skills and interests in supporting mentees is required for effective mentoring processes. In addition to mentorship skills, a process of matching mentors and their mentees could significantly affect the outcomes of mentoring (Squires, 2019). Joyce and Showers (2002) explained that inappropriate matching between mentors and mentees may hinder the effectiveness of support systems based on collaborative principles. Aderibigbe (2014) found that personality mismatch between mentors and mentees hinders the success of mentoring programs. This underscores the need for selection and matching to be carefully done by the school administration. More importantly, the school administration needs to consider mentors’ motivation for supporting others in the selection and matching process (van Ginkel, et al., 2016).  Therefore, failure on the part of principals and management to entice and select teachers that are passionate about mentoring others may pose a challenge in mentoring relationships (Aderibigbe, et al., 2018). 
Feedback and Assessment
It is reported that feedback is beneficial to students and experienced teachers acting as mentors, but the process of providing feedback is more effective when structured (Keiler, Diotti, Hudon & Ransom, 2020). In another study, mentors themselves report that providing non-judgemental feedback is an essential quality of a good mentor (Holland, 2021; Parker, Zenkov & Glaser, 2021). This seems to explain why good relationships are reported as necessary for effective and productive mentoring processes (Aderibigbe, et al., 2018; Haron & Tan, 2016). Approachable, non-judgemental, and nurturing mentors are perceived as the ones who can provide both emotional and professional support to novice teachers (Ewing, 2021). However, studies indicate that mentors are expected to evaluate students’ performances while being mentored, and this poses challenges in the mentoring process as some mentors are also sharp in their assessment reports (Bjørndal, 2020). As such, assessment is one of the ways that mentors can have power over their mentees (see Power Relations below).
Time for the Mentoring Process
Mentoring can take up a lot of time, and it may be squeezed into the time before and after school and lunchtimes, and teachers with management responsibilities may struggle to meet their mentees (Hairon & Tan, 2016). In Krishna, Toh, Mason, and Kanesvaran (2019), mentees indicated that they could not participate actively in a mentoring initiative as they did not have enough time. Experienced teachers serving as mentors may also find mentoring challenging because they do not want mentoring to affect their workload due to the time required (Hairon & Tan, 2016). Mentors need time to give their mentees helpful and timeous feedback. 
 Power Relations
Bullock (2017) argues that mentors have a significant influence on mentees during practicum. However, power dynamics may be a considerable challenge to effective mentoring when the mentoring structure is hierarchical. In Hairon and Tan (2016), it is reported that hierarchical structure hinders effective collaboration in professional learning and mentoring processes. Literature indicates that mentoring may be challenging in situations where participants in mentoring do not feel that their mentors have any more authority in their field than them (Dworski-Riggs & Day Langhout, 2010). Mentees may also be in vulnerable situations concerning future employment (Shanks, 2014). Additionally, the effectiveness of the mentor is highly reliant upon the degree to which the mentee buys into the process (Holland, 2021). Power dynamics and several other challenges will be affected by the context where the mentoring relationship takes place.
Though the potential benefits of mentoring are internationally recognized, the effectiveness and sustainability of mentoring have been questioned (Armour, Quennerstedt, Chambers & Makopoulou, 2015). As has been detailed above, several barriers to effective mentoring in teacher education have been identified previously. However, most of the studies reported on above drew on one specific context. Therefore, we decided to compare the barriers to mentoring by re-analyzing data from three different contexts to provide a set of common issues that stakeholders need to consider in order to improve mentoring practices.
[bookmark: _heading=h.kytsmcvf652w]Methodology
A cross-case design (Attard Tonna, Bjerkholt & Holland, 2017) was used to compare barriers to mentoring in three countries. Using the framework of collaborative mentoring we re-analyzed existing data, treating each of our previous studies as a case. As explained by Khan and Van Wynsberghe (2008, p.1) cross-case analysis ‘is a research method that facilitates the comparison of commonalities and difference in the events, activities, and processes that are the units of analyses in case studies.’ Analysis across the different cases, unveiled which   common and different barriers to mentoring existed across three European countries. This study comprises four research studies: one in Croatia; one in Ireland; and two in Scotland. Next, we outline our cross-case methodology, as transparency is necessary to enable the reader to relate to and judge the claims of this paper (Bryman, 2016). Then, we provide a brief overview of the methodologies of the four studies. In each of the studies, ethical approval was provided by the relevant institution, and the anonymity of research participants was maintained in the re-analysis of the data.
Cross-Case Methodology
Mentoring of student or new teachers was the focus for each of the four studies. The researchers realised that further analysis of their data in relation to mentoring using the framework of collaborative mentoring would be useful to explore common barriers across Europe. Each individual researcher identified the themes from their work in relation to barriers to mentoring and then all four researchers discussed the themes which had emerged. A cross-case study design was used, and a qualitative interpretivist approach to multiple methods was adopted (Scott & Usher, 2011). 
The authors believe that using multiple case studies (Yin, 2014; Khan & Van Wynsberghe, 2008) can help to uncover common characteristics of a phenomenon regardless of the varied contexts, and therefore, allows for generalisations to be drawn (Fletcher, MacPhee & Dickson, 2015). Thus, the implications from our findings can be transferred to other contexts with similar characteristics, namely other European countries. To ensure the reliability and validity of our case study approach we considered construct validity, internal validity, external validity, concurrent validity, ecological validity, reliability and avoidance of bias (Cohen, Manion & Morrison, 2018). In terms of construct and external validity we ensured that through our discussions we were using the same definitions and understanding of concepts and terms, for example what we meant by a new teacher. For internal validity through our joint work, we agreed on the results and explanations after having considered alternative explanations. In relation to concurrent validity and thus convergent validity we were able to triangulate our findings, in each of the individual studies and also between the studies. The four separate studies had ecological validity within their own national context and this cross-case has ecological validity within the European context in which it is set. We ensured the reliability and avoidance of bias in our analysis through our discussions and probing of each other’s work. Using the collaborative mentoring framework through which to view our data enabled us to look at the data afresh. The comparative approach we employed was a type of cross-case analysis (Yin, 2014). While our studies were conducted in different ways the combination of these different cases can provide a useful set of comparative inferences in relation to the barriers to mentoring. This cross-case analysis has limitations as it is based on a comparison of data gathered by different researchers using some different methods and each study’s limitations brings limitations to the comparative analysis. Notwithstanding, drawing upon multiple methods across the studies offers a richer methodological cross-case tapestry perspective upon which to view the barriers to mentoring. 
Overview of Studies and Contexts
Croatian Overview and Study
To enter the teaching profession, new teachers in Croatia must complete a one-year compulsory induction period followed by a state-regulated exam. Only general guidelines exist related to the role of the mentors during the induction period, with no specific training or support provided to the mentors. There is a considerable lack of empirical data on the quality of the mentorship provided from both mentors' and new teachers' perspectives. The original study aimed to fill this gap by providing data on various aspects of 'mentors' work that could give an insight into the quality of the mentorship supplied in Croatian schools (Marušić, et al., 2011).
The study comprised 47 mentors and 93 new teachers who completed a questionnaire assessing various aspects of the mentoring process. The mentors had between 5- and 20-years’ teaching experience. The study sought to examine the following from the perspective of the mentors: the level of support provided by their school; types of mentor support to new teachers; professional development needs; sources of satisfaction and barriers in 'mentors' work; and suggestions for the improvement of mentoring practice. The study also sought to uncover the following from the perspective of the new teachers: the quality of support they received from schools; the quality of relationship they had with their mentor; and suggestions for improvements.
Irish Overview and Study
In Ireland, the first national ‘Guidelines on School Placement’ for student teachers were introduced in 2013 (Teaching Council of Ireland). These guidelines ask for increased input from the mentor, referred to as ‘co-operating teacher’, to facilitate student teachers reflecting on their practice, amongst other responsibilities. Until recently, mentoring practices have been informal and unsupported (Conway, Murphy, Rath & Hall, 2009). A culture of competitive individualism (Gleeson, Leitch, Sugrue & O’Flaherty, 2012), professional insulation and isolation have hindered a mentoring culture being fostered (Teaching Council of Ireland, 2010). This has been compounded by a lack of critical inquiry (Gleeson, 2012) as well as a fear of evaluation (Sugrue, 2012). In a context where mentors were not systematically offered formal mentor education opportunities twelve mentors of undergraduate student teachers, from eleven schools, came together to engage in mentor education through a ‘participatory action learning action research [PALAR] mentoring community of practice’. The mentors attended four workshops and through engagement in PALAR, they reflected and set targets to develop their mentoring in their respective schools (McNiff, 2013). Together they shared, explored, and solved problems associated with barriers to their engagement as mentors (Sobottka, 2013). Additionally, they collaborated to manage conflicts and change (Chevalier & Buckles, 2013). Participants reflected on the barriers they were facing through learning journals, and they set targets associated with obstacles in their learning journey plan, with the aim of overcoming such complex barriers. 
Scottish Overview and New Teachers Study
Since 2002 those who complete initial teacher education and who are eligible to work in Scotland are guaranteed a teaching post for their induction year in a local authority school. During the induction year, they are required to teach 80% of the class contact time of a fully registered teacher, use 20% non-teaching time for continuing professional development, and they have an induction supporter or mentor. Over the year, they should meet the Standard for Full Registration (General Teaching Council for Scotland, 2021) and are meant to be supported through meetings with their mentor and observations by the mentor and headteacher. Mentors are either based in the same school as the new teacher or work from a local-authority base. There is no national training provided for mentors and no pre-requisites to be one. New teachers who had completed their initial teacher education at one Scottish university, and agreed to be contacted about research participation, were asked to complete questionnaires (n=267 in year one and n=170 in year two) and indicate if they would volunteer to be interviewed. The study was repeated with ten interviewees in year one and eight interviewees in year two. In the first year, two questionnaires were completed (n=39 and 102), and with a second cohort of new teachers, two questionnaires were completed in year two (n=54 and 48). A sequential explanatory mixed-methods design was followed (Plano Clark & Ivankova, 2016).
Scottish Teachers and Student Teachers
This study explored the collaborative mentoring relationship between mentors and student teachers in a Scottish initial teacher education program. The undergraduates on the program teach and work collaboratively with experienced teachers (their mentors) while on placement during their course. Mentors do not need a particular number of years of teaching experience, but they do have to attend an orientation workshop where they get to clarify expectations regarding their mentoring roles. The study focused on the mentoring relationships between mentors and student teachers in the third and fourth year when the student teachers are given more responsibilities in the classroom. A concurrent mixed methods research approach was used involving both quantitative and qualitative data. However, qualitative data collected from student teachers (n=7), teachers (n=6), and university tutors (n=6) is drawn on for this study. The qualitative data were collected using semi-structured interviews to explore the participants’ views about their mentoring experience (Bryman, 2016).
Data collection and analysis
The next section of this paper provides an overview of our data collection approaches including how we analyzed our data, and then how we conducted our cross-case analysis and developed common themes which we then grouped together. The four studies’ research designs, data collection processes and data analysis techniques are provided in Table 1 below.
Table 1: Research design, research methods and of the individual studies
	Croatia
	Ireland
	Scotland (new teachers)
	Scotland (student teachers)

	Research design

	Mixed methods with questionnaire containing both open-ended and closed questions
	Qualitative study incorporating participatory action learning action research
	Sequential explanatory mixed methods with questionnaires followed by interviews
	Concurrent mixed methods with questionnaires and interviews. 

	Research methods

	Structured and open-ended mentor questionnaires
Structured and open-ended new teacher questionnaires
	Questionnaire with stimulus recall.
Pre-workshop questions and observations - video recorded and transcribed.
Workshop artefacts 
Reflective journals
Extended focus groups.
	Sequential collection of data with paper and online questionnaires completed by new teachers. Then semi-structured interviews of new teachers.
Documentary analysis of new teachers’ induction year records
	Concurrent collection of quantitative and qualitative data. Online and paper questionnaires sent to student teachers and teachers serving as mentors. Semi-structured interviews of mentors, student teachers, and university tutors. 

	Data analysis techniques

	Descriptive analysis of quantitative data.
Coding of qualitative data.
	Inductive deductive approach.
Coding and constant comparison of data
Inter-observer reliability of codes
Inter-rater reliability
Member validation
Researcher journal and memos to ensure reflexivity
	Sequential analysis of questionnaires to inform semi-structured interview schedule with descriptive analysis and chi square test of quantitative data
Inductive and deductive coding of qualitative data
	Descriptive analysis of questionnaire data. 
Thematic inductive analysis of interview transcripts.

	Cross case analysis

	The researchers from the separate studies re-analysed their data and used common codes in this re-analysis. This was done as a cross-case analysis with the researchers discussing their data and their re-analysis.



The Croatian study used mixed methods with questionnaires to mentors and new teachers containing open-ended and closed questions. Descriptive analysis of the quantitative data was complemented with coding of the qualitative data in the open-ended question responses. In the Irish study qualitative data was collected through a participatory action learning action research meta-design. Data collection methods included: questionnaires with stimulus recall (Meyer, 2002), pre-workshop questions, workshop observation transcripts from audio-visual recordings, workshop artefacts which were photographed, reflective journals and an electronic wall platform e.g. Trello, learning journey plans, and extended focus group discussions. The data were analysed using both inductive and deductive approaches with constant comparison coding of the data. The study of new teachers in Scotland used sequential explanatory mixed methods with questionnaires followed by semi-structured interviews and the collection of the new teachers’ induction year records. The data was analysed sequentially so that the analysis of questionnaires informed the semi-structured interview schedule. There was descriptive analysis and chi square tests conducted on the quantitative data and inductive and deductive coding of the qualitative data. In the Scottish study of student teachers, a concurrent mixed methods approach was used with online and paper questionnaires sent to student teachers and mentors and interviews of mentors, student teachers, and university tutors. Descriptive analysis of questionnaire data was undertaken alongside thematic inductive analysis of the interview transcripts. As Bryman (2016) notes, it is prudent to be open about the previous treatment of the data prior to further analysis for this paper. 
Across the cases, a variety of methods were employed to ensure the trustworthiness and credibility of the research findings, including: prolonged engagement (Creswell, 2014); thick description and verbatim reporting (Morse, 2015); critical friends (Stringer, 2007); inter-observer reliability of codes and inter-rater reliability (Darlington & Scott, 2002), combined member checking approaches (Harvey, 2015), researcher journal and memos (Waterworth, Dimmock, Pescud, Braham & Rosenberg, 2016). In relation to the credibility of the findings of this paper, we can point to the ‘adoption of appropriate, well recognised research methods’, peer scrutiny of our research projects and the examination of previous research in order to structure and understand the research findings (Shenton, 2004, p.73). When analysing the data, triangulation reassured us that the data and subsequent themes were not from just one method of data collection (Cohen, et al., 2018) and we were all using a collaborative mentoring framework to analyse the data for this joint study. Triangulation was conducted through three avenues: a) numerous cross-country data sources; b) multiple methods; and c) multiple researchers. We have also attempted, within the constraints of the length of the paper, to ensure we have provided enough information to show the transferability, dependability and confirmability of our study (ibid).
Individually, each of the researchers re-analyzed their corresponding data, treating each study as a separate case, with the meaning being drawn out inductively with respect to barriers to mentoring (Chambers & Armour, 2011). In our discussions about mentoring, we combined the apprenticeships, reflective and socio-cultural approaches to frame our analysis through a collaborative mentoring model. Through the use of an online shared document, we shared our re-analyzed and anonymized data (Thomas et al., 2005). We provided distilled data accompanied by a code and a memo validating the code. Having completed this process, we shared the codes which were most reflective of our data. We then engaged in the process of cross-case analysis with each study being a case. Finally, we reduced the data further by cross-case coding to uncover the clearest commonalities and differences (Bryman, 2016). We then combined the barrier-related themes into three groups:
(1) Interest, values and motives;
(2) Position, status and power; and
(3) Information and communication.
In order to anonymize the words of participants, pseudonyms have been used (Berg, 2004). Quotations are labelled to identify the country and study they derive from. Additionally, the role of the participant is provided, for example, student teacher, new teacher mentee, student teacher mentor, new teacher mentor.
Findings and Discussion
We now document and discuss the research findings in the three groups of themes as set out above. These groups of themes should be understood from the collaborative mentoring model which combines theories of mentoring as apprenticeship, a form of reflection and influenced by socio-cultural factors.
Interest, Values and Motives
A lack of interest and motivation on the part of mentors to engage in mentoring was identified as a significant barrier to successful mentoring in all three countries. It is reported that the inability of principals and management to engage passionate teachers as mentors may negatively impact mentoring relationships (Holland, 2021; Aderibigbe, et al., 2018). Irish participants provided a detailed view of the ways which interests, values, and motives can hinder successful mentorship (Holland, 2021). Such mentors often feel discouraged by a lack of support and interest from their colleagues and school management. They express disappointment and frustration with the fact that many colleagues do not perceive any benefits to mentoring student teachers. In their words, many colleagues were "disinterested" in mentoring, which left them feeling a "lack of support" for what they were doing. A recent literature review underlines the importance of intrinsic motivation, positive attitude and enthusiasm for the role as a substantial quality of a good mentor, having significant impact on teacher learning (Ellis, et al., 2020). In addition, mentors often report that school principals and management do not value mentoring as an opportunity to enhance teacher competences in their school. This underscores the need for re-orientation programs for school managements and teachers to see mentoring as an endeavour to be treasured and promoted, given that it fosters professional learning (Holland, 2018). Recognizing the value in mentoring and lending support to teachers serving as mentors can impact the extent to which they can apply their knowledge to help others (Chevalier & Buckles, 2013; Holland, 2021). 
Student teachers' insufficient motivation and engagement is also seen as a significant obstacle to successful mentoring in Croatia; one mentor stated: "Superficial students who are only interested in getting a passing grade and the quality of work is not their concern." Mentoring process elicits a variety of affective responses, some of them being negative such as disappointment and criticism (Shwartz & Dori, 2016). It may be assumed that some student teachers may be reluctant to engage because they are afraid of mistakes. Thus, mentors need to give the impression that they are there to provide the necessary support to the student teachers, and the student teachers need to trust them. This is in line with a body of research emphasising that a quality mentor should be able to personally relate to a student teacher and create a setting that would foster a collegial relationship (Ellis, et al., 2020; Holland, 2021; Aderibigbe, 2014). In Scotland, new teachers see lack of motivation for mentoring and lack of mentors' commitment to their role as a major source of difficulties in the mentoring process. Studies on mentoring motives outline the role of mentoring motives in mentoring relationships, where opportunities for learning and professional development are essential for novice teachers and to their mentors as well (Russell & Russell, 2011). Mentors' motives are meaningfully related to their conceptions about mentored learning to teach and are possibly reflected in their mentoring practices (van Ginkel et al., 2016). A lack of motivation to mentor novice teachers could represent a significant obstacle in establishing a learning relationship beneficial for both parties. Personality clashes and differences in values are also issues that can hinder the establishment of good relations between mentors and their mentees as documented in the Scottish student-teacher study. A participant explained thus: "I think it is just down to personality, I mean sometimes the relationship doesn't work, and it's not going to work brilliantly however hard you try because there's a natural barrier there." From the data, it is apparent that mentor as a collaborative learning process may be challenging for the participants (Aderibigbe, et al., 2018). Mentors' dispositions, their motives for mentoring, mentees' characteristics, and organizational factors are among key determinants of mentoring behaviour and, subsequently, the outcomes of the mentorship. So, it would be beneficial if mentors and mentees are carefully matched as studies show that successful mentoring processes are linked to participants' matching (Joyce & Showers, 2002). As well as the mentor's and mentee's interest, values, and motives being critical, the mentor's and mentee's position, status, and power relationships affect the mentoring relationship.
Position, Status and Power
A lack of power to influence the workload and duties assigned to teachers make it practically challenging for them to have enough time to engage with their mentees effectively. Without enough time, mentors may struggle to actively engage in the mentoring process (Hairon & Tan, 2016). The Scottish and Irish data were in line with the Croatian finding that workload and administrative demands pose challenges for teachers serving as mentors. In the Irish study, mentors identified that there was “little time to fully engage” in mentoring. In Scotland, where some mentors were external and visited many mentees, access to their valuable time was particularly difficult. Such mentees felt at a disadvantage. Indeed, a lack of time with mentees has been identified as a hindering factor in mentoring programs (Krishna, et al., 2019). Mentees previously felt on solid ground seeking support, and now they thought it was “harder ‘cos you don’t want to annoy them” (Scotland, new teacher mentee). In Ireland, austerity had an overwhelming impact on teacher working conditions and terms (ASTI, 2016, p. 18). Indeed, it has been argued that schools are less and less able to accommodate student teachers given the increased school placement expectations (Mulcahy & McSharry, 2012). In Scotland, it is reported that inadequate time makes it difficult for teachers to attend courses in preparation for students' teaching practice and travel to attend classes for their professional learning. This may lead to a situation where mentors may not have enough knowledge or skills to mentor others effectively. Inadequate understanding of the mentor's role is also identified as a barrier to effective mentoring by Scottish novice teachers. Not surprisingly, Cross, et al. (2019) highlighted the need for mentors with adequate skills in effective mentoring processes.
Power asymmetries and boundaries within the school and the mentoring context are also seen as challenges to mentoring relationships. Chevalier and Buckles (2013) argued that the degree to which learners can apply their learning and cascade it to others within their context is dependent upon the degree to which their management and colleagues support and permit it. In the Irish context, one mentor stated: “…the whole school culture makes it hard for you to keep doing it.” Mentors highlighted that this was more problematic again where their position or status within the school was weak or low. In such a situation, the mentor is less confident and inclined to be influential (Anicich, Fast, Halevy & Galinsky, 2016). Mentors indicated that they were at the mercy of school management and organisational structures. In the Irish study, some participants suggested that in the promotion of mentoring, management “don’t get involved in the process.” They reported that the failure of principals and management to encourage colleagues to want to take part made their attempts to engage more challenging (Hein, 2016). They felt that this placed them on a weak footing (Chevalier & Buckles, 2013). It is, of course, “difficult for [teachers] to tell the principal about the need to assist beginning teachers” (Tang & Choi, 2005, p. 397). The most frequent sources of dissatisfaction reported in the Croatian study are the workload and administrative demands related to their mentoring role as a result of a power imbalance in schools.
In some cases, the assignment of the mentoring role was seen as a top-down imposition, which led to a lack of perceived autonomy and a sense of empowerment (Dworski-Riggs & Day Langhout, 2010). In the Irish study, one mentor complained that telling: “staff [that they] have no choice [and that] it has to be done” would result in it being “brought in very begrudgingly.” It was reported in all four studies, at both profession and school management levels that a lack of professional development being provided left mentors feeling uninformed, unskilled, unaware of potential benefits (Simpson et al., 2007) and ultimately not feeling empowered enough to engage in a meaningful or adequate manner. Furthermore, mentees not being willing to engage was identified as a barrier to mentoring. In the Irish context, mentors reported an ongoing “fear [of] the student-teacher not engaging.” Mentors stated that some mentees do not engage because they think, “that they know better.” This suggests that some mentees undervalued the opportunity to engage in the mentoring process (Aderibigbe, 2014), leading to a lack of collaborative mentoring or learning. Both the Croatian and Irish studies attribute negative power relations to poor dyad mismatches (Jolevski, 2012). While mentors acknowledged o that being the mentee’s assessor caused problems in the mentoring relationship, they were frustrated by the reverence that mentees held for their university tutor, with their advice being considered second rate over the tutor who would determine their assessment grade (Anderson et al., 2015). This undermined their position, and thus power to engage with the process. In the Scottish study, new teachers referred to the ‘locus of control’ being shifted in favour of the mentor by the mentor arranging meetings to take place in their office as opposed to the new teacher’s classroom. These findings have implications for the design of mentor education which should provide participants with flexible software processes to enable them to apply their professional learning in environments where power asymmetries exist (Chevalier & Buckles, 2013; Holland, 2021). A lack of information or the withholding of data can be used to exert power and control others. 
Information and Communication
In all four studies, lack of information and poor communication are identified barriers to effective mentoring. In the studies in Croatia and Ireland and the student-teacher study in Scotland, participants were concerned about inadequate communication with necessary documentation not being shared or not existing. A participant in the Irish research explains: "[Mentors are] not engaged [in the] policy [of] the teaching council, what all the things that are coming down the line. They might have an idea, but we don't engage". In the student-teacher study in Scotland, it was found that there could be miscommunication. Student teachers could be confused about which rules to follow while on placement in the school, and there could be a miscommunication between teachers serving as mentors and university tutors giving mentees different information when the teachers and tutors did not meet in advance of the students starting their school placements. Their Croatian counterparts identify insufficient collaboration and communication between those involved in the process and inadequate understanding of mentoring for principals and school management. 
In the new teacher study in Scotland, research participants said that being close to their mentor was necessary for their professional learning. In one municipality, a new mentoring system for new elementary school teachers had been devised with one central mentor working with 10-12 new teachers rather than each teacher having a mentor in their school. Interviewees raised the lack of proximity to their mentor and the mentor's availability with this arrangement. If a mentor was working in the same school, building or corridor, the new teacher could pop in to see them before or after school or catch them at coffee or lunch breaks. In contrast, new teachers with a centralised mentor (someone who mentored new teachers across several schools) had to make an appointment to see their mentor. While they would have weekly meetings, there were no serendipitous encounters or informal support during the working week. This ties in with earlier studies that found school building (Parker, Ndoye & Imig, 2009), stage or grade level, and subject or content area (Lee & Feng 2007) as effective criteria for achieving a good match between mentors and new teachers.
Further, participants in the study said that having a centralised mentor rather than one based in their school was a barrier to their learning and development. Thus, efforts should be made to pair mentees with mentors close to them as that could aid their level of engagement and provide opportunities for sharing information and best practices more efficiently. In the new teacher study in Scotland, other communication and information barriers related to the quality of the feedback that new teachers received from their mentors and the length of time they had to wait for this feedback. Previous studies acknowledged the relevance of feedback in mentoring relationships and the need for it to be structured (Keiler, et al., 2020) and non-judgemental (Parker, et al., 2021) for its effectiveness. 
Findings from three diverse educational contexts identify common themes emerging as perceived barriers to the mentoring process. Most of the barriers identified refer to some contextual factors that can hinder the quality of the mentoring process as it is harder to collaborate through their mentoring relationship. Literature indicates that mentors do not exist in isolation but as a part of their workplaces and play essential roles in professional learning (Tammets, et al., 2019, Ewing, 2021). School and mentoring context emerged as one of the critical factors shaping the mentoring role in the literature. Aligned to the findings from qualitative meta-synthesis by Aspfors and Fransson (2015), this study found the allocation of time and resources and support from principals and colleagues to be important. Indeed, schools with a collaborative culture and egalitarian ethos (Kincheloe, 2005; Aderibigbe, et al 2014) can positively impact mentoring processes as against school environments predominantly focusing on the induction of mentees into established ethos (Mackh, 2020; de Bruin, 2019; Brown, et al., 1989). Aspfors and Fransson (2015) also underline the importance of a country's educational context as shaping the policies and practices reflected at the school level, such as the allocation of time and resources for mentoring. The success of the mentoring process largely depends on adequate support for teachers to be intrinsically motivated and show enthusiasm for the mentoring role, which is an essential characteristic of a good mentor (Ellis et al., 2020). Issues related to negative feelings emerging from the mentorship process and the lack of adequate communication between the mentor and student-teacher were also identified in all three contexts of our study and point to the importance of a relational dimension in mentorship (Aspfors & Fransson, 2015). Quality mentors are the ones who can establish a good relationship with student teachers and provide emotional and psychological support during the process of facilitating student-teacher learning (Ellis, et al., 2020).
There are limitations in relation to this study as there has been a comparison of four studies with different data collection methods. However, in all four studies questionnaires were used and for the cross-case analysis the qualitative data in each study has been compared. As noted above and similar to Attard Tonna, et al. (2017), we have attempted to provide sufficient detail in relation to each of the individual studies as well as the cross-case study so that credibility, transferability, dependability and confirmability are demonstrated (Shenton, 2004).
Conclusion
By exploring the common barriers to mentoring in teacher education from four studies conducted in Croatia, Ireland, and Scotland, through a collaborative mentoring framework, we are able to contribute to the literature on mentoring in teacher education. Our findings suggest that the common barriers to mentoring are mostly brought about by school management, teachers, university tutors, and student teachers. Each of the barriers can be understood as a way that collaboration is made more difficult. If mentors or mentees are not interested, then they will not collaborate in a productive mentoring relationship. If there is a problem in relation to the position, status or power dynamic between the mentor and the mentee then it is hard from them to collaborate. If the mentee or mentor do not have necessary information or there is a lack of communication, then it is harder to produce a collaborative mentoring process between them. 
The results have implications for stakeholders in mentoring within the teacher education context. Essentially, stakeholders need to consider some issues when planning to implement a mentoring program for the professional learning of teachers and student teachers. For instance, teachers who are motivated to support others should be consulted and involved in mentoring others. School management should meticulously select such teachers and provide them with the necessary support, including the appropriate information and enough time for engaging with mentees. Both mentors and mentees need to be orientated to see the value in a mentoring process rather than as an imposition by school management or the university. Clarifications of expectations and clear communication between schools and universities and among the mentoring participants must be considered when implementing mentoring programs. Future research may consider primary data collection in multiple mentoring contexts to complement the international literature on mentoring practices in teacher education.
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