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This paper examines the process by which children attending alternative rooms (betsu-shitsu) or
health rooms (hokenshitsu) return to regular classrooms, organizing the observations into four
typologies based on the author's 20 years of experience as an elementary school teacher in both
regular classrooms and resource rooms.

Cross-sectional analysis of eight cases revealed that the process of classroom re-entry can be
classified into four pathways: (1) finding a safe place of belonging while moving forward, (2) gradually
rebuilding classroom connections from an alternative room base, (3) turning points triggered by
changes in environment or goals, and (4) support through human connections. These pathways are
not mutually exclusive, and multiple elements may overlap within a single child's experience, but
cases were organized according to the primary driving factor.

This paper does not prescribe classroom re-entry as a uniform goal but aims to describe the diverse
processes leading to re-entry, with the premise that the meaning of 'classroom’ differs for each child.
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The previous paper, 'Field Observations on Learning Re-engagement Among Students with School
Refusal,’ examined the process by which students experiencing school refusal re-engage with
learning and rebuild connections with school. It demonstrated that the keys to learning re-engagement
lie in 'belonging,’ 'role," and 'collaboration,' providing practical insights from both successful and
difficult cases.

This paper serves as a sequel, focusing on the intermediate support stage of alternative room
attendance and health room attendance. Rather than returning directly from school refusal to the
classroom, many children gradually rebuild their relationship with the classroom via alternative rooms
or health rooms — a pattern the author has repeatedly observed over 20 years.

Alternative room and health room attendance represent a critical transitional period between school
refusal and full return, yet practical knowledge about the specific processes involved remains
insufficiently shared. This paper aims to organize the classroom re-entry process into four typologies
based on eight cases, describing the support approaches and children's transformations in each.
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The eight cases presented in this paper are based on the author's direct observations as an
elementary school teacher. Details have been modified to prevent identification of individuals while
preserving the essence of each case.

Based on the primary driving factor in the classroom re-entry process, the cases were organized into
four typologies: (1) children who moved forward by finding a safe place of belonging, (2) children who
gradually rebuilt classroom connections from an alternative room base, (3) children for whom changes
in environment or goals became turning points, and (4) children whose re-entry was supported by
human connections.

These typologies are not mutually exclusive, and multiple elements may coexist within a single case.
However, by identifying the factor that most significantly drove each child's re-entry, this classification
aims to provide guidance for considering support approaches.
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Children Who Moved Forward by Finding a Safe Place of Belonging
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This chapter presents two cases in which finding a safe place of belonging in an alternative room or
external support facility served as a stepping stone toward classroom re-entry or the next stage. In
both cases, rather than setting 'returning to the classroom' as the immediate goal, ensuring a secure
environment first ultimately led to the child's own progress.
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A child who had been highly sensitive from the lower grades began alternating between absences and
attendance in the middle grades due to minor interactions and incidents with classmates, eventually
becoming fully school-refusing in the upper grades. The child began attending a community-based
alternative room, engaging at their own pace in cooking,

crafts, and study, and gradually found a safe place of belonging through small-group interactions with
children of different ages. Meanwhile, the child participated in school events to a manageable extent,
maintaining connections with the school. In junior high school, the child found a new place of
belonging through club activities and began attending school daily.
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From the time of enroliment, this child required the mother's accompaniment and gradually
found it difficult to enter the classroom, leading to mother-child alternative room attendance
from second grade. Rather than forcing mother-child separation, the priority was placed on
ensuring the child could attend school life with a sense of security, and the child's anxiety
gradually diminished. In fourth grade, the child told the mother, "You don't need to come
anymore,' and became able to manage school life independently. Sufficiently guaranteeing a
secure environment led to the child's first step toward independence.
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Children Who Rebuilt Classroom Connections from an Alternative Room Base
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This chapter presents two cases in which children used the alternative room as a safe base, gradually
increasing their time in the classroom through preferred activities and consultation with teachers. In
both cases, the pace of classroom re-entry was entrusted to the child, with a period of moving
between the alternative room and classroom.
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A child with ADHD characteristics could become deeply engaged in activities of interest but
had difficulty initiating tasks and frequently procrastinated. In the middle grades, as
unfinished assignments accumulated, the child felt burdened by a sense of being 'the only
one who can't keep up,' leading to school refusal. In the alternative room, the child was able
to study with a sense of security without comparison to peers, maintaining connections with
the class through preferred subjects such as art and music and through school events. In the
upper grades, through interactions with younger students and personal growth, a desire to
learn in the classroom gradually manifested in action. Although academic delays were not
fully resolved, time spent in the classroom gradually increased, and before graduation —
though occasional absences remained — the child was attending school life in the
classroom without using the alternative room.
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From the time of enroliment, this child had a complex home environment, with insufficient
academic preparation and supplies, compounded by trouble with friends, leading to a loss of
enjoyment in school life. When changes in the home environment triggered reluctance to



attend school, teachers supported attendance through measures such as going to pick the
child up, and the child attended school life based in the alternative room. In the alternative
room, teachers in a small-group setting provided individualized support, acknowledging the
child's efforts and ensuring a sense of security. The child, the homeroom teacher, and the
alternative room teacher consulted together to determine the timing and duration of
classroom attendance. As the home environment stabilized, time spent in the classroom
increased, and the child ultimately returned to full classroom attendance.

E5E RIBECABEOR LA LEEIFROEKICEEFELED

Children for Whom Changes in Environment or Goals Became Turning Points
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This chapter presents two cases in which the emergence of a specific goal — such as high school
entrance — or a change in the learning environment served as a turning point toward classroom
re-entry or stable school life.
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A child who had difficulty building friendships from elementary school continued in a state of school
refusal. Upon entering junior high school, the child heard about career paths from older friends while
considering high school entrance, realized that the current situation would narrow future options, and
resolved to attend classes in the classroom. Supported by the goal of entering a preferred high
school, the child continued classroom learning and subsequently enrolled in a correspondence high
school where learning could proceed at an individual pace. The child continues to attend school life
stably after enrollment.
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From the middle grades, this child had been using a resource room but felt anxious in situations
lacking clear expectations or when given ambiguous instructions, finding it difficult to think flexibly that
'this is good enough.' The more earnestly the child tried, the greater the physical and mental burden
became. The child also tired easily in the lively environment of a classroom with many students and
faced learning difficulties. In the upper grades, reluctance to attend increased, and the child began
attending the alternative room in addition to the resource room. Based on the wishes of the child and
parents, the learning environment was changed to a support class, where the child was able to feel
secure in a calm, small-group setting and attend school life at an individual pace with personalized
academic support.

FO6E NEDDLGAYLNHAREERIFEZRFLLIEFED

Children Whose Classroom Re-entry Was Supported by Human Connections
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This chapter presents two cases in which the reunion with a trusted friend or relationships with
community peers provided direct support for classroom re-entry. While previous chapters focused
primarily on environmental and support system factors, the cases in this chapter illustrate how human
connections themselves served as the driving force for re-entry.
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From the middle grades, this child experienced ongoing trouble with friends, and the feeling of 'always
being the one blamed' intensified, leading to school refusal. While continuing alternative room
attendance after home visits and after-school attendance, a major turning point came when, after
advancing to the next grade, the child was placed in the same class as a trusted friend from early
childhood. This friend began visiting the alternative room during breaks and before classes, inviting
the child to come to the classroom together or to play. Through this friend, the child also began



enjoying outdoor play with other classmates, gradually increasing time spent in the classroom. An
overnight school trip served as the catalyst for the child to begin attending school life in the classroom.
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From around the middle grades, this child began showing reluctance to attend school and started
alternative room attendance in the upper grades. While the child maintained good relationships with
friends, entering groups proactively was not a strength, and the child appeared to have difficulty fitting
into school life. However, in settings with a shared purpose through sports, the child could interact
naturally with school friends. Even on days when the child could not attend the alternative room,
participation in a community sports team continued, and connections with teammates remained
unbroken. Although the child could not attend the formal graduation ceremony, teammates gathered
for an alternative ceremony held after school hours. In junior high school, the child joined the same
club as these teammates, absences decreased significantly compared to elementary school years,
and the child now attends school life stably.
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The Alternative Room Is Not a Refuge but a Base for Recovery
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A common feature across the observed cases is that the alternative room functioned not merely as a
refuge for children unable to attend the classroom, but as a base for learning and relationship-building
grounded in a sense of security. In Episode 1A, the community alternative room served as a place of
belonging where the child could work at their own pace; in Episode 2A, it served as a base for
maintaining connections with the class through preferred subjects and events. Crucially, the time
spent in the alternative room was not designed as a 'training period for classroom return' — rather, the
child's motivation for the next step emerged naturally within a secure environment.
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Triggers for Re-entry Are Diverse and Unpredictable
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The triggers for classroom re-entry differed significantly across cases: encountering club activities
(1A), voluntary expression of readiness for mother-child separation (1B), confidence recovery through
preferred subjects (2A), stabilization of the home environment (2B), a concrete goal of high school
entrance (3A), a change in learning environment (3B), reunion with a trusted friend (4A), and
connections with community peers (4B). None of these could have been designed in advance by
support providers; they emerged from within the child or from contingent environmental changes. This
suggests that the posture required of support providers is not so much 'creating triggers' as 'not
missing triggers when they arrive.'

T3 HEBRIOEIE—FHKTIEAL

'Classroom Re-entry' Takes Many Forms
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The cases in this paper demonstrate that classroom re-entry is not a single goal. Beyond full return to
regular classrooms (1A, 2A, 2B, 4A), the forms of re-entry include stable school life in a support class
(3B), progression to a correspondence high school (3A), and reintegration through club activities in
junior high school (4B). If 'classroom re-entry' is defined narrowly as return to a regular classroom,



children like those in 3B and 3A risk being classified as 'not having returned.’ Yet the fact that these
children came to attend school life with a sense of security deserves recognition as a legitimate
outcome of support.
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Connections Outside School Can Support Classroom Re-entry
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As demonstrated by Case 4B, classroom re-entry was supported not only by relationships within the
school. Community sports team activities maintained peer connections during periods when the child
could not attend school, ultimately leading to reintegration into school life through club activities in
junior high school. In Case 3A, information from older friends served as a catalyst for career path
decisions. School refusal support tends to focus on improving the in-school environment, but
connections existing outside school may quietly support a child's recovery. Recognizing these
connections and collaborating with them as needed represents an important perspective for support
providers.
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No two processes of classroom re-entry from alternative room or health room attendance were the
same. Children who moved forward by finding a place of belonging, children who gradually increased
classroom time through preferred activities, children who took new steps triggered by environmental
changes, and children supported by human connections — what the eight cases demonstrate is that
the pathway to classroom re-entry exists in as many forms as there are children.

The three keys to learning re-engagement identified in the previous paper — 'belonging,’ 'role,' and
'collaboration' — remain present throughout the cases in this paper. However, what the current
observations have reinforced is that these elements are not only 'things support providers prepare' but
also 'things children find for themselves.' What support providers can do is guarantee the time and
safe environment for children to discover these on their own, and to support them at the moment of
discovery.

Alternative room and health room attendance tends to be perceived as an 'ambiguous time' between
school refusal and classroom return, but the cases in this paper demonstrate that this time is far from
ambiguous — it is a period during which children are definitively moving forward. The pace and
direction of that movement differ for each child, but time spent in a secure environment will eventually
lead to the next step.

The author hopes that this paper will serve as a guide for all educators and parents involved with
children in alternative room or health room attendance to reconsider: 'Where is this child trying to go
right now?'
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