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Abstract
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This paper examines changes observed in children at times when school reluctance increases
following extended breaks (summer break, academic year transitions), organizing observations into
three 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 six cases revealed that the backgrounds of school reluctance can be
classified into three typologies: (1) bewilderment caused by changes in environment or daily rhythm,
(2) emotional instability caused by changes in interpersonal relationships, and (3) changes that
emerged in children who had been striving to adapt. These typologies are not mutually exclusive, and
cases were organized according to the primary characterizing factor.

This paper does not aim to evaluate children's responses but rather to describe the diverse situations
behind school reluctance and to document how teachers observed changes in children.
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The previous paper, "Field Observations on Parental Responses to Students with School Refusal,”
examined how parents of children experiencing school refusal engaged with their children and built
relationships with schools and support organizations, organizing observations into four typologies.

This paper serves as a sequel, focusing on the timing when school reluctance increases following
extended breaks. Transitions such as the end of summer break or the start of a new academic year
involve significant environmental changes for children and represent one of the times when signs of
school refusal are most likely to emerge.

This paper aims to organize the backgrounds of school reluctance into three typologies based on six
cases, describing the children's situations and how teachers observed the changes in each case.
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Observational Framework and Classification
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The six cases presented in this paper are based on the author's direct observations of children 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 behind school reluctance, the cases were organized into
three typologies: (1) bewilderment caused by changes in environment or daily rhythm, (2) emotional
instability caused by changes in interpersonal relationships, and (3) changes that emerged in children
who had been striving to adapt. Typology 3 includes cases from after Golden Week. Although Golden
Week differs in nature from typical extended breaks, the same mechanism operates in that the thread
of adaptation that children had been desperately maintaining is broken, consistent with the theme of
this paper.

These typologies are not mutually exclusive. By identifying the factor that most characterized the
background of each case, this classification aims to provide guidance for understanding changes in
children following breaks.
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Bewilderment Caused by Changes in Environment or Daily Rhythm
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This chapter presents two cases in which changes in environment due to grade advancement or
disruption of daily rhythm during extended breaks led to bewilderment and anxiety about attending
school.
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The child had shown high anxiety since enroliment and felt secure when able to anticipate what would
happen. Upon advancing to second grade, with changes in the homeroom teacher and classroom
atmosphere, the child's expression became stiff and behaviors of watching others before acting
increased. Academic content became more difficult, and having had no close friends since first grade,
finding someone to feel comfortable with proved challenging. The sustained tension in the new
environment led to gradually increasing absences.
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A fourth-grade student who had frequently fallen behind on assignments and submissions since the
first term carried the feeling of being the only one unable to keep up academically. During summer
break, the child's sleep schedule became reversed, and homework did not progress as expected
before the start of the second term. Returning to the school schedule proved difficult, with increasing
days of inability to wake up in the morning and growing tardiness and absences. Although the child
wanted to attend school, articulating the reasons was difficult. During home visits, the child would
show their face and talk, but appeared to have lost confidence in attending school.
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Emotional Instability Caused by Changes in Interpersonal Relationships

AETRH. KAFPLEEBDYICETEIRABROELEN, ERADERICEEEZRIFLI2
DOEPZRY LIFH, WTIADEHIENTH, ABRBFROEEAITERYDERENGES

MMTELGOTHEY ., REICE>TEREFBICEITAINEDDBNYNVDICEETHLAINETL

T3,

This chapter presents two cases in which changes in friendships during breaks or academic year
transitions affected children's motivation to attend school. In both cases, changes in interpersonal
relationships served as the direct trigger for school reluctance, demonstrating how important social
connections are for children's school life.
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An upper-grade student attended the opening ceremony after summer break but appeared subdued
and was not seen spending time with the friends they had previously been close to. The student
continued attending for several days but did not spend time with the former friend group, though there
were occasions of talking with other classmates during group activities. Eventually absences began,
and through a home visit, it was learned that there had been trouble with friends on social media
during summer break. Through repeated discussions with those involved, the student was able to
return to school.
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From around third grade, the child had frequent conflicts with friends, and absences were observed
during the third term. For the new academic year, class assignments were made with consideration
for interpersonal relationships, separating the child from the group where conflicts had been frequent
while keeping relatively positive relationships intact.

However, the child continued to seek interaction with the former friend group during breaks and after
school. Subsequently, conflicts with friends arose again, and the child began expressing reluctance to
attend school, with school reluctance becoming apparent.
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Changes That Emerged in Children Who Had Been Striving to Adapt
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This chapter presents two cases in which children who had been desperately adapting to their new
environment experienced a break in their thread of adaptation following a holiday period, causing
previously held anxieties and burdens to surface. Both cases involve first-grade students after Golden
Week. Although Golden Week differs in nature from typical extended breaks, as the first consecutive
holidays following the major environmental change of school enrollment, the same mechanism
operates: the thread of adaptation is broken by the break, and school reluctance emerges.
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Since enroliment, the child had shown strong anxiety, carefully observing peers to avoid mistakes,
and earnestly engaging in both academic and daily school activities. While striving to adapt to the new
school life, a constant sense of tension was observed, with the child appearing physically tense.

After school life was interrupted by Golden Week, anxiety heightened around school departure time,
and the child became reluctant to separate from the mother. Rather than accompanying the child to
school, the mother enlisted the help of an older neighborhood child to support the child in going to
school independently. By around June, the child had grown accustomed to school life and was able to
attend with confidence.
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A first-grader who had been happily spending time with friends from preschool and enjoying school
life. While the child found academics somewhat challenging, they participated enthusiastically in class
and approached homework seriously. However, the after-school care program presented difficulties,
as its atmosphere differed from school, and the child felt burdened by staying while friends went
home.

From April, the child had felt reluctant but continued attending through effort. After Golden Week,
these feelings emerged more strongly, with the child expressing a desire not to separate from the
mother at school departure and wanting to skip after-school care, attending with the mother's
accompaniment. Subsequently, by arranging days to spend with siblings and providing alternative
after-school activities such as lessons, the after-school environment was adjusted and the anxiety
subsided.
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Discussion: Three Perspectives on Understanding the Backgrounds of School Reluctance
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The Reluctance Does Not Begin After the Break — It Accumulates Before It
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As the two cases in Typology 1 demonstrate, school reluctance did not suddenly begin after the break
but rather surfaced from anxieties and difficulties that existed before the break. It is important not to
look only at changes after the break but to trace back to the child's condition before it. Post-break
reluctance is often the result of the break making visible the limits of the adaptation that the child had
been barely maintaining.
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The cases in Typology 2 demonstrate that changes in interpersonal relationships during breaks or

academic year transitions significantly affect children's motivation to attend school. In both cases, the
changes in relationships were beyond what children could manage alone, suggesting the importance
of teachers noticing signs of change and intervening early. SNS-related conflicts in particular occur in
spaces beyond the school's visibility, requiring careful observation of children's behavior after breaks.
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The cases in Typology 3 demonstrate that for children desperately adapting to new environments,
breaks can become turning points that sever the thread of adaptation. Notably, these children



appeared to be adapting successfully before the break. Teachers need to recognize that among
children who work earnestly and cause no obvious problems, there may be those pushing themselves
to their limits. Maintaining the perspective that children who appear to be "adapting well" may actually
need support is key to early detection of post-break school reluctance.
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No two backgrounds of post-break school reluctance were the same. Children bewildered by
environmental changes, children unsettled by shifts in friendships, children whose thread of
adaptation snapped — what the six cases demonstrate is that school reluctance does not suddenly
begin after a break but rather surfaces from anxieties and burdens that children had been carrying,
triggered by the break as a point of discontinuity.

The three keys identified in the previous paper — "belonging," "role," and "collaboration" — also apply
to understanding post-break school reluctance. For children, "belonging" is a classroom and
relationships where they feel safe; "role" is their sense of purpose in school life; and "collaboration" is
the connection between home and school. When a break disrupts these, children express their
anxiety through school reluctance.

What this paper has reinforced is that post-break school reluctance is not "problem behavior" but a
signal from the child. To notice that signal, it is essential to carefully observe and understand the

child's condition not only after the break but from before it.

The author hopes that this paper will serve as a guide for all educators involved with children following
breaks to reconsider: "What is this child carrying right now?"
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