






A qualitative report using thematic analysis on teaching assistants’ experiences working with children with ADHD.
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Abstract
Attention deficit hyperactivity disorder is a well-known condition in school settings, which has an impact on the behavioural, learning and social functioning of children. In general, teaching aids provide crucial one-to-one support for children with ADHD in regular classrooms. The aim of the current research is to discuss the experiences of teaching assistants in working with children who have behaviours associated with ADHD. A qualitative method is utilised, with semi-structured interviews and reflexive thematic analysis following Braun and Clarke (2006). Some of the important themes identified during analysis include emotional labour in the role, lack of formal training, system- and school-based barriers, and the significance of relationships with parents, peers, and staff. Results show that this position requires significant emotional demands and offers rewarding moments. The authors conclude that the training for teaching assistants and whole-school knowledge should be better developed to support teaching assistants and children with ADHD.
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[bookmark: _Toc227457167]ADHD in Educational Contexts 
Attention deficit hyperactivity disorder is generally known as a neurodevelopmental disorder that is typified by lack of attention, impulsivity, and hyperactivity, which have the potential to severely affect how a child performs in educational establishments (CDC, 2025). The behavioural patterns may manifest in mainstream classrooms as a child trying to be difficult by not sitting down, yelling, or disrupting a structured activity. Educational discussions over ADHD have seen prevalence rates on the increase, resulting in a higher awareness, but still a lack of understanding of the condition. In most situations, the behaviours that relate to ADHD are viewed as a form of purposeful wrongdoing instead of signs of a developmental difference, which makes it a cause of stigma and reaction to misappropriated behaviour in school.
Structured routines, sustained attention, and behavioural control are often prioritised in educational systems and may conflict with the needs of children with ADHD (Yegencik et al., 2025). Such disgrace may pose a problem not only for the child but also for the classroom staff who must maintain order and help the child achieve academically. A neurodevelopmental construct of ADHD enables a more understanding and well-informed approach to treating it by acknowledging that the behaviour is the result of underlying differences in cognitive and neurological processes and not a deliberate disturbance. This approach promotes inclusive educational practice and, in turn, develops classroom strategies that accommodate diverse learning and behavioural needs.
[bookmark: _Toc227457168]Role of Teaching Assistants 
Teaching assistants have increasingly gained prominence in general classroom environments, especially in providing support to children with special needs in behaviour and academic areas (Zhang et al., 2024). One-to-one support is usually practised with children with ADHD, where individual strategies and constant intervention throughout the school day are adopted. This role may entail controlling behaviour, facilitating task performance, and supporting social interaction in the classroom. Education policies on inclusion encourage children with additional needs to be included in mainstream settings, thereby increasing the use of teaching assistants to fill the gap between their needs and classroom expectations. Teaching assistants are thus placed at the centre of day-to-day provision, where they usually get closely involved with individual children and at the same time with the demands of the classroom at large (Johnson et al., 2019). This task demonstrates the importance of being knowledgeable about their experiences in helping ADHD children.
[bookmark: _Toc227457169]Challenges in Supporting ADHD 
The challenge of adopting children with ADHD in the general classroom is fraught with diverse issues that impact both the learning process and the social landscape. Disruption in the classroom is often observed,
and behaviours like poor attention and impulsivity affect the learning environment of all students (Valencia-Castro et al., 2024). The attitude of teachers is a great determinant of these experiences since little knowledge of ADHD can result in responses that view behaviour as deliberate and not as a symptom. It may also influence peer relationships because repetitive disruptive actions or emotional behaviour may result in frustration, exclusion, or miscommunication by peers at school. Besides these interpersonal issues, staff have not been specifically trained, which creates uncertainty about how they can best assist children. Lack of documentation and the use of informal tactics can grow, making practice unreasonable and challenging the establishment and preservation of inclusive and supportive classroom settings (Bessarab et al., 2023).
[bookmark: _Toc227457170]Research Gap and Aim 
Previous studies have examined the experiences of children with ADHD, as well as the views of teachers in the school system, but little has been done to understand the life experience of teaching assistants who are on the frontline supporting them. This lack limits the availability of information on the real world and the emotional implications of this job. The current research seeks to fill this gap by examining the experiences of teaching assistants in general classrooms when working with children with ADHD. By engaging in qualitative analysis, the study aims to reveal patterns in these experiences and provide further insights into the challenges, facilitators, and emotional effects of this position.
[bookmark: _Toc227457171]Method
[bookmark: _Toc227457172]Participants 
The study has used six female teaching assistants who had worked in mainstream school settings with ADHD children. The respondents are between 22 and 48 years, including a variety of experiences, both personal and professional. The teaching assistant experience spans 1 to 14 years, with varying experience working with children with ADHD-related behaviours. Every participant is involved in individual one-to-one assistance roles, communicating daily with each child. None of the participants reports receiving any formal ADHD specific training, although varying degrees of informal knowledge and experience are evident.
[bookmark: _Toc227457173]Data Collection 
Data is gathered through semi-structured interviews that delve into individual experiences, with participants able to elaborate on pertinent issues. When working with children who have ADHD, an interview guide is applied in the form of a questionnaire with great consideration of the major issues. Discussed are the perceived benefits of the position, as well as the challenges and barriers encountered in the classroom. More attention is given to facilitators that support effective practice, such as relationships with parents, teachers, and other staff members. The role also has emotional and physical effects, which are explored to understand the pervasive impact on teaching assistants. This would enable participants to provide detailed reports of their experiences and ensure consistency throughout the information-gathering process.
[bookmark: _Toc227457174]Data Analysis 
Thematic analysis, developed by Braun and Clarke (2006), is applied to analyse the data, which enables systematic and flexible exploration of the patterns in the dataset (Braun & Clarke, 2006). An inductive approach is embraced, and themes are created from the data rather than preexisting theoretical frameworks. The analysis starts with a familiarisation process, in which transcripts are read several times to develop in-depth insight into participants' responses. Primary coding is thereafter performed, which entails finding insightful passages of data pertinent to the research objective. The codes are then sorted into potential themes, considering trends and similarities in participants' experiences. These themes are revisited and narrowed down to ascertain clarity, coherence, and differentiation between categories. The last phase is to define and label themes, using illustrative quotes from the data. This approach to analysis enables the identification of commonalities and perceived diversity among respondents, providing a clear insight into teaching assistants' attitudes toward dealing with an ADHD child.
[bookmark: _Toc227457175]Results
[bookmark: _Toc227457176]THEME 1: Emotional Demands of the Role 
[bookmark: _Toc227457177]Emotional and physical exhaustion
Participant narratives always encompass an implication of the challenging aspect of dealing with children with ADHD in the classroom setting. Several accounts highlight the intensity of daily responsibilities, with one participant stating, “I go home exhausted most days” (P1), while another describes the role as “Physically draining” (P2). Similar expressions such as “I feel physically exhausted by it” (P4) and “I can leave work absolutely exhausted” (P6) indicate that fatigue is not occasional but a persistent feature of the role. These reactions imply that sustained vigilance of behaviour, coupled with the need to react swiftly to changing circumstances, demands awareness and effort throughout the school day. The emotional strain seems closely linked to this physical exhaustion because dealing with unpredictable behaviours and maintaining a cool attitude creates a sense of pressure in an ongoing role (Ladino et al., 2023).
[bookmark: _Toc227457178]Emotional investment and reward
Despite the obstacles observed, the participants talk of a great sense of fulfilment that comes with their job. Positive emotional engagement is evident in statements such as “It is a rewarding job, I love it” (P1) and “I love my job” (P4), reflecting a meaningful connection to the role. Observing progress in children is highlighted as a key source of satisfaction, with one participant noting “It was a pleasure to see” (P2). Another emphasises the emotional reward of success, stating, “The satisfaction I get, it is so rewarding” (P5). These statements show that emotional investment not only causes strain but also fosters a sense of purpose and professional identity in the role.
[bookmark: _Toc227457179]Frustration and self-doubt
In addition to positive experiences, participants report instances of frustration and self-reflection, which affect their emotional well-being. Responsiveness to consequences is reflected in the quote, "You do beat yourself up" (P1), which implies internal pressure to produce good results. The upward movement is not always linear, and the following sentence emphasises this point: “Frustrating. Two steps forward, ten steps backwards” (P2), which signifies the ups and downs experienced over a period. Additionally, expressions such as “I feel like a failure sometimes” (P3) reflect the emotional impact when strategies do not produce expected outcomes. These responses show that this is a job that requires a lot of emotional labour, where individual contributions to child development can result in satisfaction as well as self-doubt (Purper et al., 2022).
	Theme
	Sub-theme
	Quote

	Emotional demands of the role
	Emotional and physical exhaustion
	“I go home exhausted most days” (P1, L27)

	
	
	“Physically draining” (P2, L140)

	
	
	“I feel physically exhausted by it” (P4, L106)

	
	
	“I can leave work absolutely exhausted” (P6, L25)

	Emotional demands of the role
	Emotional investment and reward
	“It is a rewarding job, I love it” (P1, L12)

	
	
	“It was a pleasure to see” (P2, L24)

	
	
	“I love my job” (P4, L102)

	
	
	“The satisfaction I get… it’s so rewarding” (P5, L115-116)

	Emotional demands of the role
	Frustration and self-doubt
	“You do beat yourself up” (P1, L150)

	
	
	“Frustrating… two steps forward, ten steps back” (P2, L146-147)

	
	
	“I feel like a failure sometimes” (P3, L147)


[bookmark: _Toc227457180]THEME 2: Lack of Training and Self-Directed Learning 
[bookmark: _Toc227457181]Absence of formal training
The only common aspect of all accounts of participants is the lack of any organised training associated with ADHD, which influences initial experiences in the role. All respondents state that there has been no ADHD-directed training, suggesting a systemic issue around preparing to work with children with complex behavioural needs. This lack of preparation is reflected in expressions such as “I was blind going into this” (P2), suggesting uncertainty and limited initial confidence at the outset of the role. Similarly, another participant states “I didn’t know what to do” (P3), highlighting the absence of guidance when encountering challenging behaviours. These reactions clearly show that even teaching assistants, who usually start in those positions, are unacquainted or lack formal guidance and are forced to adjust as quickly as possible to difficult classroom situations. Lack of training seems to lead to first anxiety and dependence on individual impressions as opposed to systematic methods (Xethakis et al., 2024).
[bookmark: _Toc227457182]Trial-and-error learning
Without formal instructions, participants report maximising experiential learning to develop effective strategies. There is a sense of mystery in this process, with one participant stating that ’’ it was trial and error, very much trial and error’’ (P5), suggesting that failed attempts formed a vast portion of initial practice. Another participant reflects this unpredictability by stating, “Sometimes it works, sometimes it doesn’t” (P2), emphasising the inconsistent nature of behaviour management strategies. These explanations indicate that learning occurs through repeated interaction with the child rather than through formal education. Although using such a method enables individualised insights, it also demonstrates issues connected to the development of successful practice without formal training or professional assistance.
[bookmark: _Toc227457183]Development of expertise
Over time, participants develop a sense of uncertainty, which gives way to greater confidence and knowledge through lifelong learning and experience. Statements such as “I know more now” (P4) and “I am constantly learning” (P5) reflect an ongoing process of skill development within the role. Another participant notes “I’m quite knowledgeable about it” (P1), suggesting that informal learning contributes to a sense of competence. These reactions imply that instructional assistants become progressively skilled by observing, reflecting, and adjusting. This being a self-guided learning process places teaching assistants in a role as informally trained specialists in helping children with ADHD, rather than through carefully designed professional training (Greenway & Rees Edwards, 2021).
	Theme
	Sub-theme
	Quote

	Lack of training and self-directed learning
	Absence of formal training
	“No ADHD-specific training” (All participants)

	
	
	“I was blind going into this” (P2, L43)

	
	
	“I didn’t know what to do” (P3, L74)

	Lack of training and self-directed learning
	Trial-and-error learning
	“It was trial and error, really…a lot of error” (P5, L74)

	
	
	“Sometimes it works, sometimes it doesn’t” (P2, L109)

	Lack of training and self-directed learning
	Development of expertise
	“I know more now” (P4, L87)

	
	
	“I am constantly learning” (P5, L90-91)

	
	
	“I’m quite knowledgeable about it” (P1, L78)


[bookmark: _Toc227457184]THEME 3: Systemic and School-Based Barriers 
[bookmark: _Toc227457185]Teacher attitudes and misunderstanding
Participant reports help to indicate that negative attitudes and a lack of knowledge about ADHD existed among teaching personnel in school settings. Statements such as “Why can’t he just sit down?” (P2) indicate expectations not considering the nature of ADHD related behaviours. Similarly, one participant explains, “They just think it’s bad behaviour” (P4), suggesting that actions are often interpreted as deliberate rather than symptomatic. Another participant notes that the “Majority of talk is negative” (P6), indicating that such attitudes are not isolated but embedded within wider school culture. The responses may imply that a lack of understanding leads to inappropriate responses, which can affect how children are handled in the classroom and the level of support given to teaching assistants in their duties.
[bookmark: _Toc227457186]Lack of support and resources
Another identified barrier is a lack of institutional support and access to resources needed to practice successfully. One such respondent says ‘’There is not much spare money in schools’’ (P1), reflecting financial constraints that contribute to delivery. Another participant explains, “We don’t get much support” (P5), indicating a broader absence of guidance and assistance within the school system. The statement reinforces feelings of isolation “Left to my own devices” (P4), suggesting that teaching assistants are expected to manage complex situations independently. These results suggest that a lack of support resources might impede the successful intervention and place a greater burden on those who directly deal with children with ADHD.
[bookmark: _Toc227457187]Being undermined and passing responsibility
The experiences of being undermined by teaching staff are reflected in participants' responses, with a perceived transfer of responsibility to teaching assistants. One participant recalls “That’s your job, you deal with him” (P1), reflecting a separation between teaching responsibilities and behavioural management. Likewise, the perception that ‘’Teachers pass the buck’’ (P3) implies that there is no collective responsibility in the classroom. Another participant describes the situation as “It is like he is your problem” (P4), indicating that accountability is often placed solely on the teaching assistant. These experiences imply role confusion and ineffective co-operation, which can affect the quality of support provided and the teaching assistant experience.
	Theme
	Sub-theme
	Quote

	Systemic and school-based barriers
	Teacher attitudes and misunderstanding
	“Why can’t he just sit down?” (P2, L54)

	
	
	“They just think it is bad behaviour” (P4, L57)

	
	
	“Majority of talk is negative” (P6, L48)

	Systemic and school-based barriers
	Lack of support and resources
	“Schools do not have much spare cash” (P1, L41-42)

	
	
	“We don’t get much support” (P5, L49)

	
	
	“Left to my own devices” (P4, L52-53)

	Systemic and school-based barriers
	Being undermined and passing responsibility
	“That’s your job, you deal with him” (P1, L46)

	
	
	“Teachers pass the buck” (P3, L58)

	
	
	“It’s like…he’s your problem” (P4, L55)


[bookmark: _Toc227457188]THEME 4: Relationships as Barriers and Facilitators 
[bookmark: _Toc227457189]Parents as facilitators
Good parent-teacher associations have been described as a major supporting element in helping work effectively with children who exhibit ADHD-related behaviours. Participants highlight the value of cooperation and shared understanding, with one stating “They are so supportive” (P1), indicating trust and alignment between home and school environments. Another participant reflects on progress, noting, “Mum was very happy” (P2), suggesting that parental satisfaction reinforces motivation in the role. Likewise, the expression P4: ‘’His mother is fantastic shows how communication consistency and collaboration can lead to better results for the child’’. The reactions indicate that when parents are positively involved and encourage the adoption of classroom strategies, the structure becomes more fixed and consistent, which can be beneficial to both the child and the teaching assistant.
[bookmark: _Toc227457190]Parents as barriers
On the contrary, other participants report problematic relationships with parents that impede successful practice. The hard interactions are evidenced by statements such as ‘’they were so argumentative’’ (P1) or by conflict between expectations and offered support. Another participant explains, “She isn’t interested” (P5), suggesting a lack of engagement that limits continuity between home and school environments. Further difficulty is highlighted through the statement “Every strategy has been criticised” (P6), which demonstrates how disagreement can undermine intervention efforts. These descriptions indicate that when parents are inconsistently or negatively involved, this may place additional strain on the teaching assistant and make it more challenging to introduce and maintain effective classroom-based strategies (Dan et al., 2025).
[bookmark: _Toc227457191]Peer relationships
Peer interaction is characterised as diverse and is determined by behavioural patterns related to ADHD. Some participants reported positive acceptance, such as the statement about inclusiveness: ‘’They are very accepting’’ (P1), and it seems that an inclusive environment may be attained over time. However, contrasting experiences are also evident, with one participant noting “Some children found it very frustrating” (P2), indicating that repeated disruptions may affect peer tolerance. Additionally, the observation that “They withdraw from these children” (P6) highlights the potential for social exclusion as behaviours persist. These results indicate that peer relationships are not fixed and are subject to change with time, based on both the knowledge about ADHD and the influence of behaviours in the classroom environment.
	Theme
	Sub-theme
	Quote

	Relationships as barriers and facilitators
	Parents as facilitators
	“They are so supportive” (P1, L55)

	
	
	“Mum was very happy” (P2, L118)

	
	
	“His mother is fantastic” (P4, L75-76)

	Relationships as barriers and facilitators
	Parents as barriers
	“They were so argumentative” (P1, L57)

	
	
	“She isn’t interested” (P5, L57)

	
	
	“Every strategy…has been criticised” (P6, L41)

	Relationships as barriers and facilitators
	Peer relationships
	“They are very accepting” (P1, L17)

	
	
	“Some children found it very frustrating” (P2, L131)

	
	
	“They withdraw from these children” (P6, L72)


[bookmark: _Toc227457192]THEME 5: Advocacy, Inclusion, and Understanding ADHD
[bookmark: _Toc227457193]Challenging stigma
Participants continually raise issues about negative attitudes towards ADHD in educational and social life. Statements such as “It’s not real. That makes me very cross” (P1) highlight frustration towards beliefs that dismiss the legitimacy of the condition. The other participant insists on the importance of considering ADHD as a disability (P3), which supports the idea of a necessity to perceive ADHD as a real developmental difference, but not a behavioural problem. Likewise, the perception that it is not just naughty behaviour (P6) provides advantages in opposing simplified explanations of complex behaviours. Such reactions indicate that teaching assistants play an active role in addressing stigma and fostering a more informed perception in schools.
[bookmark: _Toc227457194]Promoting inclusion
The value of inclusion in mainstream education is strongly echoed in participants' accounts, with a focus on the positive effects of including children in the regular classroom. One participant states “These children should be in mainstream classes” (P4), indicating a belief in equal access to educational opportunities. Another is positive in its impact, saying that ‘’ kept him in mainstream education’’ (P1), which implies that the extension of support can make him/her successful in his/her participation. These views outline the need for inclusive practices that support individual needs and ensure a visual presence in the general classroom.
[bookmark: _Toc227457195]Seeing the child beyond the label
Another feature of participant experience is the ability to see a child as an individual rather than a diagnostic one. This is reflected in the statement “It was just Joe Bloggs” (P2), which emphasises viewing the child as a person rather than defining behaviour solely through diagnosis. These views imply that teaching assistants are advocates for understanding and acceptance by emphasising the peculiarities and needs of every child.
	Theme
	Sub-theme
	Quote

	Advocacy, inclusion, and understanding ADHD
	Challenging stigma
	“It’s not real…that makes me very cross” (P1, L30)

	
	
	“It’s a disability” (P3, L16-17)

	
	
	“Not just naughty behaviour” (P6, L112)

	Advocacy, inclusion, and understanding ADHD
	Promoting inclusion
	“These children should be in mainstream classes” (P4, L16-17)

	
	
	“Kept him in mainstream education” (P1, L121)

	Advocacy, inclusion, and understanding ADHD
	Seeing the child beyond the label
	“It was just Joe Bloggs” (P2, L 148)


[bookmark: _Toc227457196]Discussion
[bookmark: _Toc227457197]Summary of Findings 
Results of the current study reveal numerous interrelated themes that influence teaching assistants' experiences in their interactions with children exhibiting ADHD-related behaviours. Emotional needs become a main point of reflection, which can manifest as fatigue as well as personal satisfaction with the position. The repetitive lack of formal training leads to self-directed learning and the development of knowledge based on experience. The daily practice depends on systemic barriers in school settings, such as a lack of support and adverse attitudes. Parent-child and peer relationships act as both facilitators and barriers to relationships, depending on circumstances (Chen et al., 2023). There are advocacy and diverse views, as teaching assistants actively contribute to creating awareness and tolerance towards ADHD in the classroom.
[bookmark: _Toc227457198]Link to Literature 
The results align with previous studies on emotional labour in educational support positions, which show that prolonged emotional control and behavioural management lead to fatigue and stress. Past research has noted that this can also relate to support staff who experience stress in work that requires one-on-one interaction. Patterns noted in the current literature on teacher attitudes to ADHD are also manifested in the current study where limited knowledge tends to lead to a loss of behaviour being treated as an intention and sign of misconduct instead of as a symptomatic manifestation. Inclusion theory emphasises the importance of keeping children in general learning environments and of ensuring equal access and integration in social communities (Khoironi Fanana Akbar et al., 2023). However, proper inclusion requires sufficient resources and staff readiness, which is lacking due to the lack of formal training. Previous studies show that training enhances confidence and practice among people working in schools, so any knowledge gaps could be the issue behind the challenges observed in the present results.
[bookmark: _Toc227457199]Implications 
Results suggest a clear need for systematic training programmes for ADHD aimed at assisting teaching assistants and classroom teachers in developing well-consistent, knowledge-based methodologies. Complete school knowledge is critical to ensure that behaviour is explained within an appropriate framework, minimising stigma and enhancing responses to children's needs (UNICEF, 2024). Besides, better support systems for teaching assistants are needed, such as access to guidance, interaction with staff, and professional development opportunities. The reinforcement of these provisions can improve staff well-being and that of children with ADHD in mainstream learning programs.
[bookmark: _Toc227457200]Limitations 
A small sample size is a limitation, as it might limit the extrapolation of the results to broader educational settings. The entire sample consists of female teaching assistants, which might not capture a full range of views. It is based on self-reported experiences and may therefore be affected by personal interpretation or recall bias. Also, the emphasis on the one-to-one support role might not adequately capture variation in experiences across different school settings or support systems.
[bookmark: _Toc227457201]Future Research 
Further studies can be conducted on larger, more heterogeneous samples to provide a more comprehensive picture of experiences across various educational settings. Incorporating teacher views can provide further understanding of classroom dynamics and collective responsibilities. Longitudinal research could focus on the evolution of experience and strategies, especially those associated with training and support over time. More studies can also be conducted on the effectiveness of measures or training courses in enhancing staff and child outcomes among patients with ADHD.
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Transcript 3 (P3)

Code
Advocacy / stigma
ADHD as disability
Emotional demand
Impact on class
Behaviour difficulty
Inclusion vs removal
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Lack of support
Teacher attitudes.
Parent barrier
Peerimpact
Self-learning
Emotional exhaustion
Self-doubt

Passion

Quote Line
“that’s just not a naughty child” (P3,L12)
“It's a disability” (P3,L16-17)
“It can be stressful” (P3,L21)
“negative impact on other children”  (P3,L22-23)

“hard work trying to control behaviours” (P3,L25-26)
“you can'tjust take the ADHD child out” (P3,L30)
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Transcript 4 (P4)

Code Quote Line
One-to-one support “he needs one-to-one” (P4,L11)
Progress (academic/behaviour) “he has leamned so much” (P4,L12)
Structure “He likes routine and structure” (P4,L15)
Inclusion “These children should be in mainstream classes” (P4,L16)
Patience / learning “Ihave leamed to be patient” (P4,L25)
Understanding ADHD “they can't help the behaviours” (P4,126-27)
Classroom disruption “he upsets me and the class” (P4,L33)
Role conflict “being piggy in the middle” (P4,L39)
Lack of support “they don’t get it” (P4,L50)
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Job satisfaction “Iove myjob” (P4,L102)
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Emotional strain “some days | cry” (P4,L107)
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Jfranscript 5 (Fs)
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Self-directed leaming  “reading online” (P5,L76)
Growing confidence  “build my confidence” (P5,L78)
Continuous learning  “I am constantly learning” (P5,L90)
Emotional exhaustion  “drained, exhausted” (P5,1106-107)

Job satisfaction “Ilove my job now” (P5,L115)
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Transcript 6 (P6)
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[Emotional Demands of the Role

« Emotional exhaustion

Physical fatigue
o Stress and frustration

» Emotional investment

» Reward and satisfaction

» Self-doubt and self-blame

» Emotional attachment to child

«  Constant vigilance
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Lack of Training and Knowledge Development

No ADHD-specific training

Initial uncertainty and fear
Trial-and-error learning

Self-education (reading, online resources)
Experience-based knowledge

Growing confidence

Development of informal expertise




image11.png
Systemic and School-Based Barriers
+ Lack of school funding
+ Limited resources
+ Lack of leadership support
+  Teacher misunderstanding
+ Negative teacher attitudes
+ Responsibility shifted to TA
+ Lack of collaboratioh

+  Feeling unsupported
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Relationships as Barriers and Facilitators
«  Supportive parents
+  Difficult or disengaged parents
+ Parent-school conflict
+ Peer acceptance
+ Peer frustration and exclusion
+  Relationship building with child

o Communication with families
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|Advocacy and Understanding ADHD
o Challenging stigma
« ADHD viewed as disability
o Misinterpretation as “naughty behavious”
«  Promoting inclusion
o Keeping children in mainstream education
o Seeing child beyond diagnosis

» TAas advocate
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One-to-One Support and Its Impact

Academic improvement

Behaviour management success

Child dependency on TA
Reduced peer interaction

Structured support effectiveness
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[nitial Theme Clusters
«  Emotional experiences of the role
o Lack of training and reliance on experienc
o School and teacher-related barriers
«  Role of parents and peers
«  Advocacy and understanding ADHD

« Impact of one-to-one support
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3. Systemic and School-Based Barriers
+  Teacher attitudes and misunderstandings
+ Lack of support and resources
+  Being undermined and role conflict

4. Relationships as Barriers and Facilitators
+ Parents as facilitators
+ Parents as barriers
+ Peer relationships

5. Advocacy, Inclusion, and Understanding ADHD
+  Challenging stigma
+  Promoting inclusion

+ Seeing the child beyond the label




image17.png
Final Themes and Sub-Themes
1. Emotional Demands of the Role
+  Emotional and physical exhaustion
+  Emotional investment and reward
+ Frustration and self-doubt
2. Lack of Training and Self-Directed Learning
+  Absence of formal training
o Trial-and-error learning

+  Development of expertise




