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This paper examines how parents of children experiencing school refusal have engaged with their
children and built relationships with schools and support organizations, 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 parental responses can be classified into four
typologies: (1) parents who adapted their approach while staying close to their child, (2) parents who
themselves needed support, (3) parents whose characteristics or values influenced their approach to
their child, and (4) parents who differed in how they connected with the school. These typologies are
not mutually exclusive, and multiple elements may overlap within a single parent's experience, but
cases were organized according to the primary characterizing factor.

This paper does not aim to evaluate parental responses but rather to describe the diverse family
situations behind school refusal and to document how teachers have engaged with parents.



F1E [FLOHIC
Introduction

ARIBIEER - REBEERNCEERRICELITOLROBRITE. FERKEICHLRE
ARECRBEZRBHLGALERBHICHZLOMBREFBBELTOGBREZ. 4DDER K
BLTERLE BERROTOELRIZEVNT, RIDTESFE S OMHER. RSN ERR. B
BOEBEOELE AEDDBENYNEERRENZER-I EEZTRLT=,

ABEZTOHMBELT. FERREOREBICERZL TS, FEROXIEICHBLT, RES
DHEHEFRIVTEDTELNWERTHD. LML REFEFLFNA ., R FFIZKEE
DELTDHIHFETHAHEL, T RITELN TV,

FED0FEROBZHEEICENT, FELDFERICHITHIREEDRESEVHFIRICSH&
TH2Te FELDAR—RZEETHRIICH--REE . BEDFREMALGNOIEREZE
RUBH-REE. BLERZEF >TFECUCRYHBALRES . BENLGHNDO R THE—F

DA GEREIT-REE—FTDOVITNLA, FELDBOITRAINZELIIELTV-RATIEHE
LTWL%,

AEE, ZENRRICEDOOI8ODFEHFELLIC, REBORGEIDODER(CEEL, £h
ETNDEFIETLREEDOLRELBBEDEDYZRLR T HEEBNET D,

The previous paper, "Field Observations on the Process of Classroom Re-entry from Alternative
Room and Health Room Attendance," examined how children experiencing school refusal gradually
rebuilt their relationship with the classroom through alternative rooms and health rooms, organizing
observations into four typologies.

This paper serves as a sequel, focusing on the parents of children experiencing school refusal. In
supporting school refusal, the presence of parents is an indispensable element. However, the fact that
parents themselves also struggle, hesitate, and sometimes need support has not been sufficiently
discussed.

This paper aims to organize parental responses into four typologies based on eight cases, describing
the parents' situations and how teachers engaged with them in each case.
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Observational Framework and Classification
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The eight cases presented in this paper are based on the author's direct observations of children and
their parents 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 characterizing factor of parental responses, the cases were organized into four
typologies: (1) parents who adapted their approach while staying close to their child, (2) parents who
themselves needed support, (3) parents whose characteristics or values influenced their approach,
and (4) parents who differed in how they connected with the school. These typologies are not mutually
exclusive, and by identifying the factor that most characterized each parent's response, this
classification aims to provide guidance for considering approaches to parental support.
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Parents Who Adapted Their Approach While Staying Close to Their Child
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This chapter presents two cases in which parents initially responded with the desire to have their child
attend school like everyone else, but gradually revised their approach based on their child's condition,
coming to respect the child's own pace and feelings.
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From the time of enroliment, the child showed reluctance to attend school, and the mother
accompanied the child to school every morning, driven by the wish for the child to attend like
everyone else. Meanwhile, the father opposed the use of a resource room due to concerns
about others' perceptions, leaving the mother to handle the situation alone. When school
refusal set in, the parents came to respect the child's feelings and pace, accepting the
resource room and alternative room attendance. They adjusted learning content and volume
to the child's needs and responded to pickup requests as much as possible, shifting to an
approach that prioritized the child's sense of security.
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From the lower grades, the child showed reluctance to attend school, prompting the mother
to change her workplace to be more available and to choose a working arrangement that
could accommodate sudden absences. When school refusal began in the middle grades, the
mother initially encouraged attendance but

came to feel that this was increasing rather than reducing the child's burden. She shifted to a
long-term perspective, revising her approach based on the child's condition, prioritizing time
spent in comfort rather than forcing attendance. The family focused on spending calm time
together, including outings, and learning continued at the child's pace while maintaining
school connections through alternative room attendance.
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Parents Who Themselves Needed Support
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This chapter presents two cases in which parents themselves faced anxiety and difficulties while
confronting their child's school refusal, requiring support for the parents alongside support for the
child. In both cases, the homeroom teacher's continuous acceptance of the parents' anxiety served as
the foundation for maintaining the relationship between home and school.
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From the lower grades, the child frequently cited specific reasons for absences such as "l didn't like
this" or "I'm anxious about that." The mother continued to address each concern, but new anxieties
would emerge without fundamental improvement. The child had a sensitive and delicate personality,
and the mother herself was also sensitive with her own experience of school refusal, carrying anxiety
about pushing the child to attend. The father did not actively intervene but supported the family while
respecting the mother's approach. The homeroom teacher continued to listen to the mother's
extended consultations, accepting her anxiety while providing information about small-group free
schools suited to the child. The mother subsequently chose a free school, and currently supports the
child's life while respecting the child's pace.
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The mother of a child who became school-refusing in the middle grades sought appropriate support
through school counselors, public agencies, and medical institutions. However, whenever she felt
even slight anxiety or discomfort with a support provider's words, she would discontinue services and
search for new ones, repeating this pattern. While she actively gathered information to understand her
child's characteristics and enthusiastically incorporated online learning, she tended to take support
providers' words heavily, making it difficult to maintain continuous support. The homeroom teacher
continued to carefully accept the mother's feelings, and as the mother herself connected with
counseling and public support, the relationship with the school gradually strengthened.
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Parents Whose Characteristics or Values Influenced Their Approach
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This chapter presents two cases in which parents' own characteristics or strong beliefs about
education significantly influenced their response to their child's school refusal. In both cases, the
parents' responses were rooted in their concern for their child, but a gap emerged between the child's
situation and the parents' approach.
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Both parents of a child who became school-refusing in the upper grades showed characteristics of
their own, and appeared to have difficulty understanding the child's feelings and struggles. The father,
who had himself struggled in school life but was working in society, held the view that "things will work
out even without going to school," and the child spent time at home absorbed in preferred activities.
Both parents cooperated with home visits and meetings and showed no criticism of the school, so the
homeroom teacher maintained connections by directly engaging with the child and suggesting
after-school attendance.
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Before enrollment, the child had been recommended for a support class, but the mother held strong
beliefs that "learning can be acquired through training" and "I want the child to learn in a regular
class," requesting enroliment in a regular classroom. After enrollment, behaviors such as running out
of the classroom were observed, and the mother accompanied the child to support school life, but
harbored distrust toward the school's support proposals, leading to school refusal by the end of first
grade. The homeroom teacher continued to maintain contact with the family through safety checks,
and the mother enthusiastically had the child work on drills, worksheets, and tablet learning at home.
The father, while respecting the mother's views

and being careful not to interfere too much, supported her by taking the family on trips for refreshment
and participating in school meetings.
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Parents Who Differed in How They Connected with the School
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This chapter presents two cases in which structural family circumstances led to different patterns of
connection with the school. Unlike previous chapters that focused on parents' individual
characteristics or psychological factors, the cases here illustrate how factors beyond the parents' own
volition — such as economic circumstances and family structure — influenced their connection with
the school. Through two contrasting cases, this chapter describes how teachers engaged within these
structural constraints.
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From the lower grades, the parents often left the child to manage daily life and school preparation
independently, as both parents left for work before the child's school departure time. From around the
middle grades, the child began to be absent on their own initiative, leading to school refusal in the
upper grades. During the day, the child was frequently home alone, preparing meals from whatever
was available. The parents, busy with work, found engagement with the school burdensome, making
it difficult to provide sufficient supervision at home or coordinate with the school.
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In the lower grades, the child became school-refusing after the mother left the household, and the
grandmother took on the caregiving role. The child was still at an age requiring adult support in daily
life, and the grandmother prioritized the child's needs while cooperating with the school. However,
providing sufficient

transportation and daytime supervision was difficult. A school social worker was therefore connected,
establishing a system for consulting about public support programs and financial assistance. The
grandmother continued to support the child's life in coordination with the school and the school social
worker.
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Discussion: Four Perspectives on Supporting Parents
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Parental Transformation Is Linked to Changes in the Child
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As demonstrated by the two cases in Typology 1, the process by which parents transformed from "I
must make my child attend" to "I will respect my child's pace" was closely linked to changes in the
child's condition. The role required of teachers was not to hasten this transformation but to support the
time until parents reached their own awareness and to respect the choices made thereafter.
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Supporting Parents Is Inseparable from Supporting Children
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The cases in Typology 2 demonstrate that when parents themselves carry anxiety, direct support for
the child alone is insufficient. In both cases, the homeroom teacher's continuous, non-judgmental
acceptance of the parents' anxiety served as the foundation for maintaining the home-school



relationship. These cases suggest that support for children can only function when parents have a
relationship in which they feel safe to consult.
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Understanding Parents' Characteristics and Values Is a Prerequisite for Support
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The cases in Typology 3 demonstrate that parents' own characteristics and educational values
significantly influence their approach to their child. In these cases, teachers chose not to deny the
parents' perspectives but to understand the feelings behind them, maintaining connections through
direct engagement with the child. Changing parents' values is not the teacher's role, but finding
available options for the child based on an understanding of those values represents an important
perspective in support.
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Connections Can Be Made Even Within Structural Constraints
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The two contrasting cases in Typology 4 demonstrate that structural family circumstances
significantly influence how families connect with schools. The difference between the two
cases lies not in the parents' will or ability but in whether a "connection" with the school and
support organizations was established. While structural constraints cannot be resolved by
teachers alone, building a system that prevents family isolation through collaboration with
school social workers and public support programs is possible. As Episode B demonstrates,
the act of "connecting" itself becomes a form of support.
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Conclusion
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No two parents of children experiencing school refusal were the same. Parents who came to respect
their child's pace, parents who continued seeking support while carrying their own anxiety, parents
who approached child-rearing with strong convictions, and parents who did their best within structural
constraints — what the eight cases demonstrate is that parents, too, are earnestly facing their children
within their own circumstances.

The three keys to learning re-engagement identified in previous papers — "belonging," "role," and
"collaboration" — also apply to parental support. For parents, "belonging" is a relationship in which
they feel safe to consult; "role" is their agency as caregivers; and "collaboration” is their connection
with schools and support organizations. Only when these are guaranteed for parents can support for
children function sustainably.

What this paper has reinforced is that supporting parents does not mean "improving their response to
their child." Accepting parents' anxiety, understanding their values, attending to structural constraints,
and maintaining connections that prevent families from becoming isolated — this, the author believes,
is the essence of the parental support that teachers can provide.

The author hopes that this paper will serve as a guide for all educators involved with parents of
children experiencing school refusal to reconsider: "What is this parent carrying right now?"
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