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Abstract 

A Work and School Perspective on the Experiences of Working Students 

Samir Awab Assi 

The purpose of this research is to explore the experiences of working students at both work 

and school domains by investigating how demands from the two domains interfere with one 

another, and how personal resources affect those domains. The main theoretical framework of this 

thesis is the Job Demands-Resources model (JD-R). I hypothesized that work/school time pressure 

positively predicts work/school emotional exhaustion and work/school engagement, and that 

work-school conflict partially mediates the two relationships. I further hypothesized that 

dispositional mindfulness moderates the relationship between work/school time pressure and 

work-school conflict. These hypotheses were tested in a correlational study with on through an 

online survey. Data was collected from the Management Department undergraduate subject pool 

(N = 152) at John Molson School of Business, Concordia University. In terms of the results, 

work/school time pressure was found to be positively related to work/school emotional exhaustion 

but not work/school engagement. Work-school conflict was found to mediate the relationship 

between time pressure and emotional exhaustion but not the relationship between time pressure 

and engagement. Finally, dispositional mindfulness was not found to have a moderating effect on 

the relationship between work/school time pressure and work-school conflict. I discuss the 

theoretical and practical implications of the findings. 
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A Work and School Perspective on the Experiences of Working Students 

 Work and school are both demanding responsibilities on their own. Some jobs and/or 

academic programs can be a load that leaves no time or ability for other responsibilities. Where 

does that leave working students who are stuck in between the two and how would they be able to 

properly balance between work and school? And if they are able to do so, how would they be able 

to avoid overworking and negatively impacting their wellbeing?  

What is the prevalence of working students to start with? A survey of adult skills conducted 

by OECD (2012) revealed that the percentage of youth between the ages of 16 and 29 combining 

work and study was found to be around 60% in both Canada and the United States. More recently, 

the employment rate of students in Canada who were attending school full-time in March 2021 

and were planning on returning to school full-time in the Fall of 2021 was 56.1% (Statistics 

Canada, 2022). The average percentage of university students aged 18 to 29 in Canada who were 

working in years 2020/2021 was 50.67% (Statistics Canada, 2022).  

The United States Department of Education revealed that the proportion of full-time 

students working for pay was 43% in 2017, and the proportion of part-time students working for 

pay in the US was found to be 81% (Perna & Odle, 2020). Altogether, more than 11.4 million 

undergraduate students in the United States worked for pay while being enrolled in school for the 

year 2017 (Perna & Odle, 2020). Altogether, it seems that working and studying simultaneously 

is a phenomenon that is very prevalent. 

With the phenomenon of working students increasing, the present study will delve into the 

school-work interface, by exploring the relations of school and work time pressure on school and 

work burnout and engagement in working students. Burnout is “a psychological syndrome that 

involves a prolonged response to chronic interpersonal stressors” (Maslach & Leiter, 2006 p. 37) 
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and has three dimensions: emotional exhaustion, depersonalization/cynicism, and reduced self-

efficacy (Maslach & Jackson, 1981; Maslach, Jackson, & Leiter, 1997; Leiter, Maslach, & Frame, 

2014). Engagement is characterized by a high level of energy and strong identification with one’s 

work and/or school (Bakker et al., 2014) and has three dimensions: vigor, dedication, and 

absorption (Schaufeli et al., 2002). Considering that work and school are both activities that require 

significant temporal investments and that tend to involve deadlines and lead to stress (Crompton, 

2011), each domain can create time pressure for those who are engaged in it. Time pressure is the 

sense of being rushed due to limited time for role duties and responsibilities (Dugan et al., 2012; 

Kleiner, 2014). This is especially pronounced for those who are engaged in both domains at the 

same time. 

In this study, I will explore the relations of school and work time pressure on school and work 

burnout and engagement, and investigate the potential mediating effect of work-to-school conflict 

(WSC) and school-to-work conflict (SWC) on the relations between time pressure on the one hand 

and burnout and engagement on the other. WSC is the interference from work-related 

responsibilities to school-related responsibilities, and SWC is the interference from school-related 

responsibilities to work-related responsibilities (Wan et al., 2021). Past research on the work-

school interface has studied work-school conflict solely as an outcome (Wan et al., 2021; Höge, 

2009), predictor (Creed et al. 2015; Koperski, 2017), or mediator (Kleiner & Wallace, 2017). My 

research aims to study work-school conflict simultaneously as a mediator, outcome, and predictor, 

to explain the underneath relationship between work/school time pressure, work/school emotional 

exhaustion, and work/school engagement and to examine WSC/SWC in a more complete 

framework. Moreover, this study will also investigate the potential moderating effect of 

dispositional mindfulness, which involves paying attention to one’s thoughts and feelings in the 
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present moment without judgment (Vogel, 2022), on the relations between time pressure and work-

school conflicts. 

Literature Review 

Burnout 

Burnout has been defined as a three-dimensional syndrome of emotional exhaustion, 

cynicism/depersonalization, and reduced self-efficacy (Maslach & Jackson, 1981). More recently, 

it has been approached as a “psychological syndrome emerging as a prolonged response to chronic 

interpersonal stressors on the job” (Maslach and Leiter, 2016, p. 103). Burnout is a popular topic 

that has attracted the attention of scholars, especially given that the prevalence of the syndrome 

has recently been described as a global pandemic (McDargh, 2020). Data has shown that the cost 

of stress and burnout to North American companies is estimated to range between 120 and 300 

billion USD (The American Institute of Stress, 2019). It has also been confirmed that 58% of 

working Canadians report excessive stress every day at work (McDargh, 2020). According to 

a survey conducted by The Ohio State University’s Office of the Chief Wellness Officer, student 

burnout was at 40% when the survey was first conducted in August 2020 and had risen to 71% 

when it was administered again in April 2021, revealing a 31% increase during the first year of the 

COVID-19 pandemic which was a completely unprecedented experience (Citroner, 2021). All 

these alarming statistical figures and factors should serve as a red flag, wake-up call and prompt 

for an immediate response and intervention in this context. Burnout can occur in specific domains 

independently of one another, e.g., one can be burnt out at work but not at school. Considering 

that, this study measures burnout separately in the domains of both work and school. I focus on 

the dimension of emotional exhaustion as it is the burnout construct that is “most widely reported 

and the most thoroughly analyzed” (Maslach & Schaufeli, 2001 p. 403) to the extent that some 
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scholars have argued that the cynicism and reduced self-efficacy constructs are incidental or 

unnecessary (Maslach & Schaufeli, 2001; Shirom, 1989). 

Engagement 

 “Engagement is defined as a positive, fulfilling, work-related state of mind that is 

characterized by vigor, dedication, and absorption” (Schaufeli et al., 2002, p. 74). Vigor has been 

defined as having high levels of energy and mental resilience while working, dedication as a sense 

of significance, enthusiasm, inspiration, pride, and challenge, and absorption as full concentration, 

being deeply engrossed in one’s work, and finding difficulties in detaching oneself from work. 

Similar to previous scholars, Schaufeli et al. (2002) considered engagement to be an opposite of 

burnout but did not measure it by considering engagement scores to be the opposite of burnout 

scores as some scholars had done before. Rather, they argued for an independent approach to study 

and measure engagement employing different instruments than those used for measuring burnout. 

I adopt that approach and study each of engagement and burnout in an independent light and in 

both work and school settings in order to observe the effects of time pressure and work-school 

conflict in a more complete manner. 

Job Demands-Resources Model 

The Job Demands-Resources (JD-R) model constitutes the main theoretical framework that 

will inform this research. The Job Demands-Resources Model (JD-R) proposes that combining 

both the demands of a job and resources, including job and personal resources, can predict job 

performance (Bakker & Demerouti, 2007).   

Bakker and Demerouti (2007, p. 312) refer to job demands as “physical, psychological, 

social, or organizational aspects of the job that require sustained physical and/or psychological 

(cognitive and emotional) effort or skills and are therefore associated with certain physiological 
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and/or psychological costs.” Examples of job demands include high work pressure, unfavorable 

physical environments, emotionally demanding interactions with customers and clients (Bakker & 

Demerouti, 2007), and irregular working hours (Demerouti & Bakker, 2011). It is also worth 

noting that job demands may become job stressors when meeting those demands requires an effort 

that the employee has not properly recovered to have (Meijman & Mulder, 2013; Bakker & 

Demerouti, 2007). LePine et al. (2005) identify demands as being either hindrance stressors or 

challenge stressors. Hindrance stressors are demands that “have a negative direct effect on 

performance, as well as negative indirect effects on performance through strains and motivation” 

(LePine et al., 2005, p. 764). Challenge stressors are demands that “have a positive direct effect 

on performance, as well as offsetting indirect effects on performance through strains (negative) 

and motivation (positive)” (LePine et al., 2005, p. 764).  Time pressure is the subjective sense of 

being rushed due to limited time to handle role duties and responsibilities (Dugan et al., 2012; 

Kleiner, 2014) and is the main demand (that may also be a stressor) that will be considered in this 

study. 

Resources, on the other hand, refer to “physical, psychological, social, or organizational 

aspects” (Bakker and Demerouti, 2007, p.312) that support being “functional in achieving work 

goals”, reducing “job demands and the associated physiological and psychological costs”, and 

stimulating “personal growth, learning, and development” (Demerouti et al., 2001, p. 501). 

Resources can be job resources and may exist at different levels of the organization (Bakker & 

Demerouti, 2007). For example, at the organizational level, resources may include “salaries, career 

advancement opportunities, and job security,” at the level of interpersonal and social relations, 

resources can include “supervisor and colleague support, and team climate,” at the level of the job 

task, resources can include “role clarity, participation in decision making, and skill variety, task 
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identity, task significance, autonomy, and performance feedback,” and resources also include 

personal resources such as self-efficacy, optimism, and self-esteem (Bakker & Demerouti, 2007 

p. 312-313). Dispositional mindfulness, which has been defined as “the awareness that results from 

paying attention in a particular way: on purpose, in the present moment, and non-judgmentally” 

(Kabat-Zinn 1994, p.4) and “highlights the receptive attention and awareness of present experience 

(Wan et al., 2021 p.6; Brown et al., 2007; Brown & Ryan, 2003), is considered to be a personal 

resource that can enable working students to buffer their resource loss that arises from work and/or 

school time pressure (Wan et al., 2021), and it is the resource that will be considered in this study. 

Burnout & Engagement in Light of the JD-R Model 

 The JD-R model constitutes an adequate theoretical framework when studying burnout and 

engagement as it proposes that job performance is predicted by job characteristics and personal 

resources through engagement. That is, engagement likely occurs when one is met with challenges 

in the workplace and has sufficient job and personal resources to face those challenges and perform 

adequately (Bakker et al., 2018). On the opposite side of the spectrum, burnout is likely to occur 

when one is met with demands and does not have sufficient resources to meet them. Consistent 

with this, there is evidence that job demands are positively related to exhaustion (Demerouti et al., 

2001). A meta-analysis of longitudinal studies on the reciprocal effects between job stressors and 

burnout also revealed that job stressors and burnout are reciprocally related (Guthier et al., 2020). 

Another meta-analysis investigated the relations between job demands, resources, and attitudes on 

one hand and burnout on the other hand; it revealed that burnout is related with higher demands, 

lower resources, and lower adaptive organizational attitudes (Alarcon, 2011). Further, a meta-

analysis of work engagement found that work engagement constructs were negatively related with 
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burnout and job demands, and that work engagement was positively related with job resources and 

positive outcomes at work (Halbesleben, 2010).  

Conceptual framework 

Time Pressure and Burnout 

  As previously mentioned, time pressure constitutes a job demand since it may require 

increased effort or skills and thus may be associated with psychological/physiological costs. 

Burston (2017) found that working students could easily experience time deficits which create an 

imbalance between work and school hours. Wan et al. (2021, p. 3101-3102) also indicated “the 

existence of a real time pressure for working students and the necessity of theorizing and testing 

time pressure systematically in the context.” Following the mentioned evidence and the JD-R 

model, this would suggest that time pressure may lead to burnout. Consistent with this, Darawad 

et al. (2015) found that time pressure was related to the burnout dimensions of emotional 

exhaustion and depersonalization. In the field of nursing, time pressure interacted with burnout to 

negatively affect patient safety (Teng et al., 2010). Further, Skaalvik and Skaalvik (2017) found a 

significant positive relation between time pressure and emotional exhaustion in a study on teacher 

burnout, and Kleiner and Wallace (2017) found that subjective work time pressure also positively 

predicted burnout. This leads to the first hypotheses of the study: 

Hypothesis 1a: Work Time Pressure is positively related to Work Burnout. 

Hypothesis 1b: School Time Pressure is positively related to School Burnout. 

Time Pressure and Engagement  

The relationship between demands and engagement is complex and multifaceted. As 

mentioned earlier, time pressure is considered a demand, and according to the JD-R model, work 

engagement constructs are negatively related to job demands. However, a meta-analysis linking 
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demands and resources to engagement and burnout found that demands which employees consider 

hindrances were negatively associated with engagement, whereas those that employees consider 

challenges were positively associated with engagement (Crawford et al., 2010). A study in which 

Baethge et al. (2018) assumed that time pressure acts as a challenge under short-term exposure 

and as a hindrance stressor under long-term exposure showed that while a short-term increase in 

time pressure can increase work engagement temporarily, stable and long-time exposure reduces 

work engagement. Schmitt et al. (2015) provided evidence of an inverted U-shaped relationship 

between time pressure and work engagement. Kühnel et al. (2012) found that job control 

moderates the relationship time pressure and work engagement, i.e., higher job control lead time 

pressure to increase work engagement, whereas lower job control lead time pressure to decrease 

work engagement. Another study by Baethge et al. (2018) found a significantly positive effect of 

short term exposure to time pressure on work engagement, but it found that stable and long-term 

exposure to time pressure has a significantly negative effect on work engagement. A study by 

Sheng et al. (2019) also found a curvilinear, inverted U-shaped relationship between time pressure 

and work engagement; that is, time pressure, when lower than the optimal level, positively 

predicted work engagement but impaired work engagement when at a substantial level. The 

evidence on the effect of time pressure on engagement is variable. As mentioned earlier, Baethge 

et al. (2018) showed that while a short-term increase in time pressure can increase work 

engagement temporarily, stable and long-time exposure reduces work engagement. Time pressure 

for working students is assumed to be closer to short-term rather than long-term given that time 

pressure at school can be temporary in nature (during exams, assignments, projects, etc.) and that 

many work to support their education and cover their living expenses rather than work a career 

job. Hence, I hypothsize that time pressure at work and school is beneficial for engagement. 
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The second hypotheses of the study are as follows: 

Hypothesis 2a: Work Time Pressure is positively related with Work Engagement. 

Hypothesis 2b: School Time Pressure is positively related with School Engagement. 

The School-Work Interface 

The unique and increasingly relevant context of working students is conceptually 

interesting considering the conflict and competing demands between work and school for working 

students. Work–to-School conflict (WSC) is defined as the interference of work-related demands 

and responsibilities in school-related demands and responsibilities (Markel & Frone, 1998). Vice 

versa, School-to-Work Conflict (SWC) is defined as the interference of school-related demands 

and responsibilities in work-related demands and responsibilities (Markel & Frone, 1998). Source 

attribution theory suggests that conflict in one domain can lead to decreased performance in the 

receiving domain (e.g. WSC can lead to decreased performance at school), but that individuals 

would “attribute blame to the domain that was the source of the conflict” (e.g., work in the case of 

WSC; Shockley & Singla, 2011 p. 864). Domain specificity theory, on the other hand, suggests 

that “predictors stem from the originating role domain, and consequences are from the receiving 

role domain” (Shockley & Singla, 2011 p.862), e.g., WSC predictors transpire in the school 

domain, while WSC consequences influence the work domain. Frone et al. (1992) stated that when 

one role (e.g., work) interferes with another role (e.g., school), one will have difficulty meeting 

demands in the receiving role (school) and not only in the source (work). Amstad et al. (2011) 

found that work-to-family conflict was more strongly related to job satisfaction than family 

satisfaction, and that family-to-work conflict was more strongly related to family satisfaction than 

job satisfaction even when including job and family stress in the model as controls. Shockley and 

Singla (2011) stated that when work stressors influence one’s wellbeing at work, work-to-family 
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conflict occurs which in turn influences one’s family-related wellbeing. Applied to the theoretical 

framework of this study, this implies that work stressors not only could influence work-related 

outcomes but school-related outcomes as well, and school stressors not only could influence 

school-related outcomes but work-related outcomes as well, but the influence on each domain 

would vary. I focus on the relations between WSC and work time pressure, emotional exhaustion, 

and engagement. On the other hand, I also focus on the relations between SWC (work outcome) 

and school time pressure, emotional exhaustion, and engagement (school outcomes). 

Time pressure, Work-to-School conflict (WSC), and School-to-Work conflict (SWC) 

 Few studies have examined time pressure and the work-school interface. Time pressure in 

both work and school is expected to cause conflict between the two domains due to the limited 

time available for working students. A study by Wan et al. (2021) found that work and school time 

pressures are positively related with work-school conflicts, and that these relations are mediated 

by work-school boundary permeabilities. Time pressure has also been found to be positively 

correlated with work-family conflict (Höge, 2009). Since time pressure is a demand as per the JD-

R model, it is expected that being pressured with time in either work or school will lead work roles 

to interfere with school roles, or vice versa, and lead to conflict. Thus, the third hypotheses of the 

study are as follows: 

Hypothesis 3a: Work Time Pressure is positively related with Work-to-School 

Conflict. 

Hypothesis 3b: School Time Pressure is positively related with School-to-Work 

Conflict. 
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Dispositional mindfulness as a moderator of the relations between time pressure and WSC, 

and time pressure and SWC 

 This study does not only examine the relations between time pressure for working students 

with conflicts between work and school, but also highlights factors that may potentially exacerbate 

or lessen these relations. Mindfulness is defined by Brown and Ryan (2003, p. 823) as “a quality 

of consciousness that is characterized by clarity and vividness of current experience and 

functioning, and thus stands in contrast to the mindless, less “awake” states of habitual or 

automatic functioning that may be chronic for many individuals.” Dispositional mindfulness is 

when one is present in the current moment and fully immersed with attentiveness and awareness 

in each role aside from other potentially conflicting roles (Brown & Ryan, 2003; Allen & Kiburz, 

2012). Mindfulness can be characterized as both a state and a trait. “Dispositional mindfulness, 

also known as trait mindfulness, is a type of awareness that involves paying attention to our 

thoughts and feelings in the present moment without judgment” (Vogel, 2022: Dispositional 

mindfulness vs. state mindfulness). State mindfulness is momentary and “occurs mainly in 

meditation”, whereas dispositional mindfulness refers to “a person’s predisposition to be mindful 

daily” and “occurs over time to become part of one’s personality” (Vogel, 2022: Dispositional 

mindfulness vs. state mindfulness). Dispositional mindfulness is a useful stress management trait 

that helps working students be non-judgmental and consciously attentive to present-moment 

experiences (Wan et al., 2021; Brown et al., 2007). 

A study carried out by Rau and Williams (2016) on dispositional mindfulness asserts that 

it is “a multidimensional construct reflecting both the focus and quality of attention” (p.32) and 

was found to be associated with neuroticism, conscientiousness, and other firmly established 

personality traits (Rau and Williams, 2016). Tomlinson et al. (2018) carried out a meta-analysis 
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on dispositional mindfulness that revealed a positive correlation between dispositional 

mindfulness and psychological well-being, as the former showed a negative correlation with 

symptoms of psychological disorders such as depressive symptoms, a  positive association with 

adaptive cognitive processes such as having ownership of the problems and refraining from 

victimization, and a positive connection with improved emotional processing and regulation.  

Mindfulness has also been found to be negatively correlated with conflict, and negatively 

correlated with stress through perceptions of conflict (Nicklin et al., 2019). Further, Wan et al. 

(2021) found that dispositional mindfulness was a moderator of the indirect relation of school time 

pressure on SWC via school-to-work boundary permeability. According to the JD-R model, 

dispositional mindfulness can be considered a resource. The study of the moderating effect of 

dispositional mindfulness on the relations among work time pressure and WSC/SWC (Wan et al., 

2021) is to be replicated in this study (without measuring boundary permeability as Wan et al.), 

which leads to the fourth hypothesis of this study: 

Hypothesis 4a: Dispositional Mindfulness moderates the relation between Work Time 

Pressure and Work-to-School Conflict, such that the relation weakens as dispositional 

mindfulness increases. 

Hypothesis 4b: Dispositional Mindfulness moderates the relation between School Time 

Pressure and School-to-Work Conflict, such that the relation weakens as dispositional 

mindfulness increases. 

WSC and SWC, and Burnout 

 The conflict between work and school can be significantly demanding on working students. 

The interference of work-related demands with school-related demands, or vice versa, can put an 

unreasonable workload on working students and would require increased effort and/or skills and 
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thus may be associated with psychological/physiological costs. Considering that and following 

from the JD-R model, this would suggest that WSC and SWC is also a job demand and may lead 

to burnout. A meta-analysis was carried out on 220 coefficients from 91 samples with a total of 

51,700 working adults across various cultural backgrounds revealed that both directions of work-

nonwork conflict (“interferences between work and nonwork activities, including family issues 

and nonwork roles beyond the family”) were strongly correlated with both emotional exhaustion 

and cynicism (Reichl et al., 2014 p .981). Looking at the school-work-family interface, a study by 

Kremer (2016) revealed that SWC (but not WSC) contributed to subjective stress and burnout.  

Informed by the literature found on work-family conflicts, it is apparent that inter-role 

conflict negatively impacts well-being, leading the fifth hypotheses to be: 

Hypothesis 5a: Work-to-School Conflict is positively related to Work Burnout. 

Hypothesis 5b: School-to-Work Conflict is positively related to School Burnout. 

WSC, SWC, and Engagement 

As mentioned previously, the interference of work-related demands with school-related 

demands, or vice versa, can put an unreasonable workload on working students and would require 

increased effort and/or skills and thus may be associated with psychological/physiological costs. 

This may have a negative impact on one’s resources in work and/or school. Considering that, and 

following from the JD-R model, this would suggest that WSC and SWC is a job demand and may 

negatively impact one’s engagement. Work-family conflict has been found to negatively predict 

work engagement (Opie & Hen, 2013). Another study found work engagement to fully mediate 

the relationship between work–family conflict and life satisfaction, and partially mediate the 

relationship between family–work conflict on life satisfaction (Karatepe & Karadas, 2016). Also, 

Yucel et al. (2021) found significant negative relations between work–family conflict and work 
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engagement. In the school-work domain, WSC has been found to be significantly, negatively 

correlated to study engagement (Koperski, 2017) and work-university conflict has been found to 

be negatively related to university engagement (Creed et al., 2015). This leads to the sixth 

hypotheses of the study: 

Hypothesis 6a: Work-to-School Conflict is negatively related to Work Engagement. 

Hypothesis 6b: School-to-Work Conflict is negatively related to School Engagement. 

Indirect effects of time pressures on burnout and engagement via work-school conflicts 

I hypothesize in this study that work-school conflicts negatively affect engagement and 

positively affect burnout, and that time pressure positively affects both engagement and burnout. 

I also propose that work-school conflicts mediate relations between time pressures and both 

burnout and engagement. Consistent with this, Kleiner and Wallace (2017) found that work-family 

conflict mediated the relation between subjective work time pressure and general burnout (Kleiner 

& Wallace, 2017). This leads to the last hypotheses of the study: 

Hypothesis 7a: Work-to-School Conflict partially mediates the relation between Work 

Time Pressure and Work Emotional Exhaustion. 

Hypothesis 7b: Work-to-School Conflict partially mediates the relation between Work 

Time Pressure and Work Engagement.  

Hypothesis 8a: School-to-Work Conflict partially mediates the relation between 

School Time Pressure and School Emotional Exhaustion. 

Hypothesis 8b: School-to-Work Conflict partially mediates the relation between 

School Time Pressure and School Engagement. 

A summary of my theoretical model appears in Figure 1. 
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Figure 1. Theoretical Framework of the Study Illustrating the Hypothesized Direct Effects of Time Pressure on 

Conflict, Engagement, and Emotional Exhaustion, the Mediating Effects of WSC and SWC, and the Moderating 

Effect of Dispositional Mindfulness. 

  

Work Time 

Pressure 

School Time 

Pressure 

Work-to-School 

Conflict 

School-to-Work 

Conflict 

Work 

Engagement 

Work Emotional 

Exhaustion 

School 

Engagement 

School 

Emotional 

Exhaustion 

Dispositional 

Mindfulness 

Mindfulnes



 

16 

 

Methodology 

Participants  

Participants were recruited from the JMSB Management Department undergraduate 

subject pool that is open to all students taking COMM222, which is an introductory course in 

Organizational Behaviour and is required of all students who are completing the Bachelor of 

Commerce degree at John Molson School of Business, Concordia University. Students enrolled in 

COMM222 can access the subject pool’s online platform to examine available studies and sign up 

for research projects for which they are eligible. In exchange for their involvement, students 

received course credit (i.e., one percentage point added to their final grade in the course for each 

hour of participation). All subject pool rules and regulations were strictly followed. Participants 

were required to provide their consent prior to participating. Participation was voluntary. 

Two hundred and three individuals signed up to participate in the survey during the Winter 

2022 term. The surveys were screened for quality and completeness. Individuals were excluded 

from the data analyses: 1- if they had no paid job, and/or 2- completed the survey in less than 1/3 

of the median time taken to complete the survey (i.e., less than 4 minutes & 12 seconds), and/or 

3- if they failed two attention checks while completing the survey (e.g., please select number 2). 

One participant was excluded because they requested that their data be withdrawn. The number of 

participants was reduced to 167 after applying the above three exclusion criteria. These data were 

then analyzed to determine if any cases were multivariate outliers on the variables included in the 

hypothesis tests based on Mahalanobis Distance (Tabachnick, Fidell, & Ullman, 2007), and 15 

multivariate outliers were found. These outliers were excluded from the data analyses. The final 

number of participants after removing respondents who were ineligible, careless, or outliers was 

N =152.   
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Of these 152 individuals, 40.00% were male and 60.00% were female. Of note, participants 

were given options for other genders, but no participants selected a gender other than male or 

female. Participants ranged from 18 to 47 years of age, with a mean of 21.81 years (SD = 3.90). 

Around 97% of participants were under the age of 30 years and 96.00% were single. The majority 

(93.40%) of participants reported being part-time workers, whereas 6.60% reported being full-

time workers. The average hours worked per week by participants varied from 6 to 51 hours with 

a mean of 18.55 hours per week (S.D. = 8.09). Participants’ reported job titles were varied, 

including cashier, sales associate, tennis coach, and secretary, with 53.30% working in a small-

sized company (2-100 people), 13.20% working in a medium-sized company (101 – 1000 people), 

32.90% working in a large company (more than 1001 people), and 0.70% who are self-employed.  

With respect to their school situations, 11.20% of participants were part-time students and 

88.80% were full-time students. The majority were taking 4 courses (73.00%) or 5 courses 

(19.70%), with smaller percentages taking only 2 courses (2.00%) or taking 3 courses (5.30%).  

Participants were from different majors including but not limited to business technology 

management, finance, accountancy, management, international business, human resource 

management, economics, marketing, and supply chain operations management. 

Procedure 

Two online surveys were conducted taking approximately 15-20 minutes each to complete. 

The two surveys were conducted one week apart. Participants were given 0.5 credits toward their 

grade in COMM222 for each survey they carefully completed. The first survey measured work 

and school time pressure, work and school emotional exhaustion, work and school engagement, 

WSC/SWC, dispositional mindfulness, and demographics. The second survey measured the same 

variables as the first survey in addition to work and school autonomy and work and school support. 
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172 people completed the second survey (N = 172) and 96 people completed both surveys (N = 

96). Only the data from Survey 1 are analyzed in this thesis as the number of people who completed 

both surveys was low. 

Measures 

Work Emotional Exhaustion: The 7-item sub-dimension of the Copenhagen Burnout 

Inventory (CBI; Kristensen, 2005), which measures the emotional exhaustion sub-dimension of 

burnout, was used. Sample items include: “I feel worn out at the end of a work shift at my job” 

and “My job is emotionally exhausting”.  Participants responded to these items on a 7-point Likert 

scale. 

School Emotional Exhaustion: The 7-item sub-dimension of the Copenhagen Burnout 

Inventory (CBI; Kristensen, 2005), which measures the emotional exhaustion sub-dimension of 

burnout, was adapted to measure school emotional exhaustion. Sample items include: “I feel worn 

out at the end of the day when I have classes” and “My classes are emotionally exhausting”. 

Participants responded to these items on a 7-point Likert scale. 

Work engagement: The 9-item shortened Utrecht Work Engagement Scale (UWES-9; 

Schaufeli et al., 2006) was used. Sample items include: “When I get up in the morning, I feel like 

going to work” and “To me, my job is challenging”. Participants responded to these items on a 7-

point Likert scale. 

School Engagement: The 9-item shortened Utrecht Work Engagement Scale for Students 

(UWES-9S; Carmona-Halty et al., 2019) was used. Sample items include: “When I get up in the 

morning, I feel like going to class” and “I am enthusiastic about my studies”. Participants 

responded to these items on a 7-point Likert scale. 
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Dispositional Mindfulness: The 14-item Freiburg Mindfulness Inventory (FMI) (Walach 

et al., 2006) was used. Sample items include: “I am open to the experience of the present moment” 

and “I feel connected to my experience in the here-and-now”. Participants responded to these items 

on a 5-point frequency scale (0 to 4). 

Work-to-School Conflict: The 5-item scale developed by Markel and Frone (1998) was 

used. Sample items include: “Because of my job, I go to school tired” and “When I’m at school, I 

spend a lot of time thinking about my job”. Participants responded to these items on a 7-point 

Likert scale. 

School-to-Work Conflict: The 5-item scale developed by Markel and Frone (1998) was 

adapted to measure school-to-work conflict. Sample items include: “Because of my schoolwork, I 

go to my job tired” and “When I am at my job, I spend a lot of time thinking about school”. 

Participants responded to these items on a 7-point Likert scale. 

Work Time Pressure: The 5-item Time Pressure measure developed by Beck and Schmidt 

(2013) was used. Sample items include: “I am working under excessive time pressure at my job” 

and “I have sufficient time to complete my tasks at my job”. Participants responded to these items 

on a 7-point Likert scale. 

School Time Pressure: The 5-item Time Pressure measure developed by Beck and 

Schmidt (2013) was adapted to measure school time pressure. Sample items include: “I am 

working under excessive time pressure at school” and “I have sufficient time to complete my tasks 

at school”. Participants responded to these items on a 7-point Likert scale. 
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Positive Affect: A 4-item positive affect measure adapted from the 10-item positive mood 

scale by Watson et al. (1988) was used to measure the extent to which participants felt 4 positive 

emotions (happy, self-assured, attentive, calm) while they were completing the survey. 

Negative Affect: A 4-item negative affect measure adapted from the 10-item negative 

mood scale by Watson et al. (1988) was used to measure the extent to which participants felt 4 

negative emotions (afraid, angry, guilty, sad) while they were completing the survey. 

Results 

Analytic Strategy 

Prior to conducting the main analyses, preliminary analyses were done. Nine exploratory 

factor analyses were conducted using SPSS (one analysis for each measured construct). Based on 

the results of these analyses, three item parcels were generated for each variable to use as indicators 

in confirmatory factor analyses. Items were placed in the same parcel based on using a combination 

of low and high factor loadings in each parcel, following the recommendations of Little, 

Cunningham, Shahar, and Widaman (2002). The variables included in the CFAs were dispositional 

mindfulness, work emotional exhaustion, school emotional exhaustion, work engagement, school 

engagement, work time pressure, school time pressure, work-to-school conflict, school-to-work 

conflict. 

Confirmatory factor analyses were conducted using MPlus. Four factor models were tested: 

the default 9-factor model, an 8-factor model in which work and school emotional exhaustions 

were combined into one factor, a 7-factor model in which work emotional exhaustion and work 

engagement were combined into one factor, and school emotional exhaustion and school 

engagement were combined into one factor; and a 1-factor model in which all variables were 

combined into one factor.  
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 Descriptive statistics were then calculated, as well as bivariate correlations between 

variables (see Table 1). To test my hypotheses, the PROCESS macro for SPSS (Hayes, 2016), 

which is based on OLS regression, was used for all the regression analyses in the present study. 

PROCESS can be used for estimating direct and indirect effects in single or multiple mediator 

models. The mediation tests were executed through a bootstrapping procedure to test the 

significance of the indirect effects. In this study, the 95% confidence interval was used, and 5,000 

bootstrap samples were run. If zero is contained within the 95% CI for the bootstrap samples, it 

indicates a lack of significance. It is noteworthy that all regression analyses for the hypothesis tests 

were run with and without positive affect (PA) and negative affect (NA) as covariates, and the 

pattern of results remained the same.  “PROCESS Model 4” was used to test hypotheses 1, 2, 3, 5, 

6, 7, 8, and “PROCESS Model 7” was used to test hypothesis 4. “PROCESS Model 4” tests 

mediation by testing the direct effect of the IV on the DV, the effects of the IV on the Mediator, 

the effects of the mediator on the DV, and the indirect effect of the IV on the DV through the 

mediator. “PROCESS Model 7” tests moderated mediation by testing all the paths in Model 4, as 

well as the conditional indirect effect of the IV on the DV at different levels of the moderator.  

 Finally, “PROCESS Model 1” was used to test simple moderations by testing the 

conditional effect of the independent variable on the mediator variable at different levels of the 

moderator. “PROCESS Model 1” was also used in post-hoc analyses to test the effect of the 

independent variable on the dependent variable at different levels of the moderator. It is also worth 

noting that results for “Model 2” in the regression tables were done using regular OLS regression 

in SPSS. 

Results of Preliminary Analyses 
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According to Nye (2022), “larger chi-square values indicate poor fit” (p. 10). In addition, 

“the most stringent guidelines have suggested that an RMSEA ≤.06, CFI ≥.95, TLI ≥.95, and 

SRMR ≤.06 generally indicate good approximate fit” (Nye, 2022 p. 11). These guidelines are 

“often relaxed such that an RMSEA ≤.08, CFI ≥.90, TLI ≥.90, and SRMR ≤.08 indicate moderate 

fit” (Nye, 2022 p. 11). The results of the CFAs revealed that the default 9-factor model provided 

a moderate fit to the data (see Table 6, chi-square, CFI, TLI, RMSEA, SRMR) and was the best fit 

out of all the models based on the chi-square different test. The 8-factor model (EN) provided a 

less than moderate fit to the data but provided a better fit than the 8-factor model (EE) (see Table 

6, chi-square, CFI, TLI, RMSEA, SRMR). The 8-factor model (EE) provided a less than moderate 

fit to the data but provided a better fit than the 7-factor model (see Table 6, chi-square, CFI, TLI, 

RMSEA, SRMR). Likewise, the 7-factor model provided a less than moderate fit to the data but 

provided a better fit than the 1-factor model (see Table 6, chi-square, CFI, TLI, RMSEA, SRMR).  

I took these results as evidence that the nine variables in my models are distinct, and that I could 

proceed with my hypothesis tests as planned. 

In regard to bivariate correlations as shown in Table 1, work time pressure was found to be 

positively correlated with school-to-work conflict. School time pressure was found to be positively 

correlated with both work-to-school conflict and work emotional exhaustion. Work-to-school 

conflict was found to be positively correlated with school emotional exhaustion. Work emotional 

exhaustion was positively correlated with school emotional exhaustion and negatively correlated 

with work engagement. Work engagement was positively correlated with school engagement. 

Work time pressure was positively correlated with school time pressure. School emotional 

exhaustion was negatively correlated with school engagement. Cronbach alphas were calculated 

and are reported in Table 1. 
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Hypothesis Tests 

Time pressure and emotional exhaustion 

Hypothesis 1a stated that work time pressure is positively related to work emotional 

exhaustion. Consistent with this hypothesis, work time pressure was positively related to work 

emotional exhaustion (see Table 2, Model 3; coeff = .59, p < .001). 

Hypothesis 1b stated that school time pressure is positively related to school emotional 

exhaustion. Consistent with this hypothesis, school time pressure was positively related to school 

emotional exhaustion (see Table 3, Model 3; coeff = .54, p < .001). 

Time pressure and engagement 

Hypothesis 2a stated that work time pressure is positively related to work 

engagement. Contrary to this hypothesis, work time pressure was not related to work engagement 

(see Table 4, Model 3; coeff = -.05, p = .31). 

Hypothesis 2b stated that school time pressure is positively related to school 

engagement. Contrary to this hypothesis, school time pressure was negatively related to school 

engagement (see Table 5, Model 3; coeff = -.19, p = .003). 

Time Pressure and WSC/SWC 

Hypothesis 3a stated that work time pressure is positively related with work-to-school 

conflict. Consistent with this hypothesis, work time pressure was positively related to work-to-

school conflict (see Table 2, Model 1; coeff = .69, p < .001). 

Hypothesis 3b stated that school time pressure is positively related with school-to-work 

conflict. Consistent with this hypothesis, school time pressure was positively related to school-to-

work conflict (see Table 3, Model 1; coeff = .65, p < .001). 
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Moderating effects of dispositional mindfulness on the relations between time pressure and 

WSC/SWC 

Hypothesis 4a stated that dispositional mindfulness moderates the relation between work 

time pressure and work-to-school conflict, such that the relation weakens as dispositional 

mindfulness increases. As shown in Tables 2 and 4 (see Model 5; coeff = -.10, p = .57), 

dispositional mindfulness did not moderate the relation between work time pressure and work-to-

school conflict. The interaction between work time pressure and mindfulness in predicting work-

to-school conflict added only .001% to the prediction equation and this was non-significant. On 

the other hand, it is worth noting that mindfulness was found to be a negative predictor of work-

to-school conflict (see Tables 2 and 4, Model 2; coeff = -.38, p = .02) meaning that the more 

mindful an individual, the lower their work-to-school conflict. 

Hypothesis 4b stated that dispositional mindfulness moderates the relation between school 

time pressure and school-to-work conflict, such that the relation weakens as dispositional 

mindfulness increases. As shown in Tables 3 and 5 (see Model 5; coeff = .05, p = .62), dispositional 

mindfulness did not moderate the relation between school time pressure and school-to-work 

conflict. The interaction between school time pressure and mindfulness in predicting work-to-

school conflict added only .001% to the prediction equation and this was non-significant. Also of 

note, in contrast to work-to-school conflict, no significant relation was found between mindfulness 

and school-to-work conflict (see Tables 3 and 5, Model 2; coeff = -.09, p = .48). 

WSC/SWC and emotional exhaustion 

Hypothesis 5a stated that work-to-school conflict is positively related to work emotional 

exhaustion. Consistent with this hypothesis, work-to-school conflict was positively related to work 

emotional exhaustion (see Table 2, Model 4; coeff = .44, p < .001). 
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Hypothesis 5b stated that school-to-work conflict is positively related to school emotional 

exhaustion. Consistent with this hypothesis, school-to-work conflict was positively related to 

school emotional exhaustion (see Table 3, Model 4; coeff = .28, p = .01). 

WSC/SWC and engagement 

Hypothesis 6a stated that work-to-school conflict is negatively related to work 

engagement. Consistent with this hypothesis, work-to-school conflict was negatively related to 

work engagement (see Table 4, Model 4; coeff = -.22, p = .01). 

Hypothesis 6b stated that school-to-work conflict is negatively related to school 

engagement. Contrary to this hypothesis, school-to-work conflict was not related to school 

engagement (see Table 5, Model 4; coeff = .15, p = .14). 

Mediating effect of WSC on the relations between time pressure, emotional exhaustion, and 

engagement 

Hypothesis 7a stated that work-to-school conflict partially mediates the positive relation 

that work time pressure has with work emotional exhaustion. As shown in Table 2, there was an 

indirect effect of work time pressure on work emotional exhaustion via work-to-school conflict 

(estimate = .30, 95% CI = .18 to .44). The effect of work time pressure on work emotional 

exhaustion remained significant (see Table 2, Model 4; coeff = .28, p =.005). These results are 

consistent with the hypothesis of partial mediation. Of note, the index of moderated mediation (see 

Table 2) was non-significant (estimate = .04, 95% CI: -.19 to .09). 

Hypothesis 7b stated that work-to-school conflict partially mediates the positive relation 

that work time pressure has with work engagement. As shown in Table 4, there was an indirect 

effect of work time pressure on work engagement via work-to-school conflict (estimate = -.15, 
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95% CI = -.26 to -.03) and the effect of work time pressure on work engagement remained non-

significant (see Table 4, Model 4; coeff = .10, p = .31). These results are not strictly consistent 

with the hypothesis of partial mediation because, although the indirect effect was significant, the 

direct effect of work time pressure on work engagement was found to be non-significant. Of note, 

the index of moderated mediation (see Table 4) was non-significant (estimate = .02, 95% CI: -.04 

to .10). 

Mediating effect of SWC on the relations between time pressure, emotional exhaustion, and 

engagement 

Hypothesis 8a stated that school-to-work conflict partially mediates the positive relation 

that school time pressure has with school emotional exhaustion. As shown in Table 3, there was 

an indirect effect of school time pressure on school emotional exhaustion via school-to-work 

conflict (estimate = .18, 95% CI = .05 to .34). The effect of school time pressure on school 

emotional exhaustion remained significant (see Table 3, Model 4; coeff = .36, p < .001). These 

results are consistent with the hypothesis of partial mediation. Of note, the index of moderated 

mediation (see table 3) was non-significant (estimate = .01, 95% CI: -.04 to .08). 

Hypothesis 8b stated that school-to-work conflict partially mediates the positive relation 

that school time pressure has with school engagement. As shown in Table 5, the indirect effect of 

school time pressure on school engagement via school-to-work conflict was non-significant 

(estimate = .10, 95% CI = -.03 to .23). The effect of school time pressure on school engagement 

remained significant (see Table 5, Model 4; coeff = -.29, p =.003). These results are inconsistent 

with the hypothesis of partial mediation. Of note, the index of moderated mediation (see table 5) 

was also non-significant (estimate = .01, 95% CI: -.02 to .05). 

Post-Hoc Analyses 
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 Considering that mindfulness did not moderate relations of time pressure with inter-role 

conflicts, I decided to test if it moderated relations with burnout and engagement. For these post-

hoc analyses, the “PROCESS Model 1” test was run with Johnson-Neymann output requested for 

the following models (see Table 7): 

1. Work time pressure to work emotional exhaustion, moderated by mindfulness (see Model 1, 

Table 7). 

2. School time pressure to school emotional exhaustion, moderated by mindfulness (see Model 

2, Table 7). 

3. Work time pressure to work engagement, moderated by mindfulness (see Model 3, Table 7). 

4. School time pressure to school engagement, moderated by mindfulness (see Model 4, Table 

7). 

As shown in Table 7, the relation between school time pressure and school engagement was 

moderated by mindfulness (see Model 4), and no other significant interaction was found. A graph 

was plotted using the Johnson-Neymann output to probe the significant interaction (see Figure 2). 

The graph depicts the size of the relation between school time pressure and school engagement at 

different levels of mindfulness. When all three lines are above or below zero, this reflects that the 

95% confidence interval for the effect excludes zero and the relation is significant. As shown, the 

relation between school time pressure and school engagement is negative (all three lines are below 

zero) when mindfulness is less than 2.69 (low level of mindfulness), and there is no relation when 

mindfulness is above 2.69 (high level of mindfulness). 
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Discussion 

This study was motivated by the increasing prevalence of college and university students 

taking work-related responsibilities in conjunction with their studies. In light of the importance 

and critical nature of the subject matter, the purpose of this study was threefold. First, it aimed to 

examine the effects of school and work time pressure on school and work burnout and engagement 

in working students. Second, it aimed to inquire into the mediating effects of work-school conflict. 

Third, it aimed to explore the potential moderating effect of dispositional mindfulness. This study 

pursued these three outcomes through an empirical analysis of data gathered from university 

students of Concordia University in Montreal, Canada who are pursuing both school and work 

roles and responsibilities. In what follows, I discuss the main takeaways and findings of my study 

in accordance with the three forementioned goals before reflecting on broader theoretical and 

practical implications. 

Effects of Time Pressures on Working Students 

This study investigated the effects of working students experiencing time pressures in 

either the school domain or the work domain. In line with hypotheses 1a and 1b respectively, I 

found that work time pressure was positively related with work emotional exhaustion and school 

time pressure was positively related with school emotional exhaustion. That is, as working students 

experienced time pressure in either the school or work domains, they were likely to experience 

burnout in the same domain as a result in the form of emotional exhaustion. These findings are 

consistent with past research that studied the relation between time pressure and emotional 

exhaustion in different domains such as work, life, and school (e.g., Darawad et al., 2015; Kleiner 

and Wallace, 2017; Skaalvik & Skaalvik, 2017; Wan et al., 2021).  
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In contrast to hypothesis 2b, school time pressure was negatively related to school 

engagement. That is, as working students experienced time pressure at school, they were likely to 

be less engaged with their academic endeavors. Upon further reflection on the reason behind the 

negative relation, I note that although time pressure has been treated uniformly throughout my 

study, Baethge et al. (2018) differentiated between different durations of exposure to time pressure. 

Baethge et al. argued that long-term exposure is associated with greater negative impact on 

engagement relative to short-term exposure.  I argue that school time pressure might be an example 

of long-term exposure to time pressure considering that it may persist – albeit in varying degrees 

– throughout the semester (and even the degree as a whole), which explains its negative relation 

to school engagement. In this context, time pressure may serve as a hindrance stressor that would 

negatively impact engagement (Crawford et al., 2010). This negative relation highlights the 

potential negative implications of school time pressure for working students in terms of not only 

higher burnout but also lower engagement in their studies and academic endeavors. 

Moreover, the findings – in contrast to hypothesis 2a – did not establish a relation between 

the perceived time pressure that students experienced at work and their engagement with their 

respective jobs. This non-significant finding warrants further conceptual and empirical 

investigation into work engagement for working students. Work engagement been conceptualized 

as a more persistent and pervasive affective-cognitive state for employees and workers in their 

respective professional endeavors (Schaufeli et al., 2002). Moreover, as noted by Schaufeli et al. 

(2006), the construct exhibits notable variations for workers pursuing different professions under 

different motivations. For example, blue-collar workers tend to be less engaged in their work than 

police officers and educators, on average.  I note this to suggest that the forementioned lack of a 

statistically significant relation as per hypothesis 2a can be potentially attributed to the types of 
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jobs and underlying motivations that students pursue (Schaufeli et al., 2006). So, while working 

students do exhibit work engagement as per the descriptive statistics (see Table 1) in the study, the 

relation between time pressure and engagement was not significant considering that, for a portion 

of these students, work (temporary and part-time) is secondary relative to their studies. Moreover, 

their engagement might be thus determined by the need to support themselves while they study. 

For these students, the level of engagement might be relatively fixed and unlikely to be impacted 

by work time pressure since the basis for work engagement is simply to make ends meet. As such, 

work time pressure might not have an impact on their level of work engagement, in contrast to my 

hypothesis. While I pose this line of argumentation as a possibility, future research might thus 

investigate whether work engagement, as conceptualized and measured, needs to be revisited for 

student work. Moreover, while I proposed a positive relation between work time pressure and work 

engagement, other relations can further be tested. For example, a curvilinear, inverted U-shaped 

relationship has been found between work time pressure and work engagement in past research 

(e.g., Schmitt et al., 2015; Sheng et al., 2019). These studies found that as work time pressure 

increases, work engagement increases to a certain peak and then decreases as time pressure 

continues to increase. Such a relationship can be investigated in future research while noting that 

types and motivation of student work need to be accounted for as well. 

Effect of Work-to-School and School-to-Work Conflicts 

Critical to the conceptual development of this study is the notion that there are conflicts 

between the school and work domains for working students. This interplay has been established in 

past research (Kremer, 2016; Markel & Frone, 1998; Wan et al., 2021). In analyzing the role of 

work-to-school conflict and school-to-work conflict as per the conceptual model, this study 

contributes to the increasingly relevant school domain. 
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Conflict as mediating the relationship between time pressure and emotional exhaustion. 

In line with hypotheses 3a and 3b, work and school time pressures positively predict work-

to-school conflict (WSC) and school-to-work conflict (SWC) respectively. Also, in line with 

hypotheses 5a and 5b, WSC and SWC positively predict work emotional exhaustion and school 

emotional exhaustion respectively. For hypothesis 7a, WSC was found to partially mediate the 

relation that work time pressure has with work emotional exhaustion. As for hypothesis 8a, SWC 

was found to partially mediate the positive relation that school time pressure has with school 

emotional exhaustion. These findings point to statistically significant correlations between work 

and school time pressures, emotional exhaustion, and WSC/SWC. With the school domain deemed 

under-researched relative to the work and life domains, the research findings extend the important 

work-school interface literature (Wan et al., 2021; Höge, 2009; Reichl et al., 2014; Alarcon, 2011; 

Kremer, 2016). Moreover, the findings that are in accordance with the conceptual model add 

nuance to past research. For example, while Kremer (2016) established the relation between SWC 

(but not WSC) and the overall subjective stress and burnout of individuals in their study, my study 

establishes the relation between WSC and SWC and domain-specific burnout. Thus, it highlights 

the implications of WSC and SWC to work-specific and school-specific outcomes respectively.  

Conflict as mediating the relationship between time pressure and engagement. 

In line with hypothesis 6a, WSC was found to be negatively related to work engagement. 

That is, work-to-school conflict was found to be associated with working students being less 

engaged with their work and professional endeavors. This negative relation is in line with research 

into inter-role and inter-domain conflicts (beyond school-specific conflicts). For example, past 

research has found a negative relation between work-family conflict and work engagement (Opie 

& Hen, 2013; Yucel et al., 2021). This finding is also in line with Koperski’s (2017) finding that 
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WSC is negatively correlated to study engagement, and Creed et al.’s (2015) finding that work-

university conflict is negatively related to university engagement, albeit those studies were looking 

at crossover to school engagement. Further, although work time pressure was not related to work 

engagement, a negative indirect effect was found of work time pressure on work engagement via 

work-to-school conflict (hypothesis 7b).  Notably, my research did not establish a relation between 

school-to-work conflict and school engagement (hypothesis 6b) and, accordingly, SWC did not 

mediate the negative relation that school time pressure has with school engagement (hypothesis 

8b).  

The Moderating Effects of Mindfulness 

In addition to studying the effects of time pressures on the burnout and engagement of 

working students and attempting to disentangle the interplay between the school and work 

domains, as discussed in the previous sub-section, this study investigated the potential moderating 

effects of mindfulness through which the construct may buffer the relation between time pressure 

and school-work conflict. In contrast to hypotheses 4a and 4b, however, dispositional mindfulness 

was not found to have a moderating effect on the positive relation between work time pressure and 

WSC, or the positive relationship between school time pressure and SWC. These findings are 

inconsistent with past research. In particular, Wan et al. (2021) found a moderating effect of 

dispositional mindfulness on the relation between school time pressure, school-to-work boundary 

permeability, and SWC. 

These findings - in terms of the lack of moderation of the relation between time pressure 

and conflict - can be attributed to data collection taking place around the end of the term that 

typically coincides with students having a multitude of deadlines for projects and assignments in 

addition to the preparation for final exams. This context could render mindfulness on its own 
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ineffective for working students in buffering the undesirable effects of time pressure, leading them 

to experience WSC/SWC. That is, in contexts when time pressure is high (i.e., sharp peak), the 

mindfulness resource might not compensate for the emotional exhaustion and high WSC/SWC. 

The high time pressure that coincided with the undertaking of data collection could explain the 

lack of support for the hypothesized moderating effects in accordance with the tested conceptual 

model. This, coupled with mindfulness – as measured in the survey – being self-reported warrants 

further research into the relation between high time pressure and dispositional mindfulness relative 

to WSC/SWC. 

Though hypotheses 4a and 4b were not supported, I should note that upon further analysis 

of the collected data, two findings were identified that might add nuance into the study and 

similarly inform future research. First, the results showed a negative relation between school time 

pressure and school engagement at low levels of dispositional mindfulness. That is, students who 

self-reported low mindfulness were likely to be less engaged with their school (see figure 2). 

Second, the results showed no relation between school time pressure and school engagement at 

high levels of dispositional mindfulness (see figure 2). Collectively, these additional findings point 

to low dispositional mindfulness having an inverse effect on student engagement amid periods of 

high time pressure that have arguably coincided with data collection. However, students who 

exhibit high dispositional mindfulness were not as adversely impacted by time pressure with the 

relation not supported, all together.  

Theoretical Implications 

The forementioned outcomes of this study touch upon multiple domains and invoke 

multiple theories and frameworks. As such the findings have broader theoretical implications. 
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First. I theorized and tested an expanded conceptual model of the conflict between the school and 

work domains, its antecedents in the form of time pressure, and its outcomes (i.e., emotional 

exhaustion and engagement). I argued for the importance of accounting for the school domain - 

which has been under researched relative to other domains with notable exceptions (Creed et al. 

2015; Kleiner & Wallace, 2017; Koperski, 2017; Wan et al., 2021) - that contributes to inter-role 

conflicts (i.e., work and school) and related outcomes. Though the support for the proposed 

hypotheses was mixed, the main implication from the study is related to the emotional exhaustion 

that working students experience at school and at work.   The findings highlight that indeed time 

pressure in each of the school and work domains is associated with burnout relative to the 

respective domains; this association is mediated by SWC and WSC. The proposed conceptual 

model can be used in future research especially as it pertains to burnout. 

Second. The study adds to our understanding of the added value of leveraging the JD-R model in 

the study of the work-school interface. In proposing and measuring the hypotheses in the study, 

the JD-R model constituted an appropriate conceptual lens that accommodates for both (school 

and work) demands and resources, i.e., facing demands at school and work with the proper school 

and work resources can predict domain-specific outcomes (Bakker & Demerouti, 2007; Demerouti 

et al., 2001). More specifically, the emotional and physical job demands that working students 

experienced in the form of time pressures were found to predict work emotional exhaustion.  These 

findings are inline with the notion that job demands are positively related to exhaustion. 

Leveraging the JD-R model can be further extended through proposing and testing resources that 

would mitigate the negative effects of job demands (i.e., time pressure) on burnout (Bakker et al., 

2005). In this study, mindfulness was proposed and tested as exemplary of such resources. Though 
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the results were mixed, future research can nevertheless consider additional personal and job 

resources. 

Third. Relatedly, the study did not establish mindfulness – as reported by working students - to be 

a sufficient resource in dealing with school and work time pressure and SWC and WSC, 

respectively. Unlike the study by Wan et al. (2021), dispositional mindfulness was not found to 

moderate the aforementioned relations. The findings of this study are not consistent with the JD-

R model that argues that with sufficient job (i.e., school and work) and personal resources 

individual can respond to demands and challenges (e.g., Bakker et al., 2018). This could imply, as 

mentioned previously, the ineffectiveness of mindfulness under higher levels (i.e., peaks) of time 

pressure or during stressful times during a semester that in conjunction with work lead to burnout. 

The implications of the findings (or non-findings) suggest that further research is warranted into 

job resources that are to be tailored to universities and colleges, and personal resources that would 

be most effective for students relative to working professionals, for example. 

Practical Implications 

Among the motivations for this study is its relevance not only to furthering academic research but 

also because of its practical implications. The latter is especially emphasized considering the 

forementioned research findings. Among the contributions of this study is the assertion that time 

pressure is associated with emotional exhaustion for working students. Moreover, the interplay 

between the two domains and resultant conflicts suggests that there are implications for institutions 

across the board in addition to students themselves. It is important to the note the following 

implications greatly overlap. 

Implications for Colleges and Universities. 
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The findings shed light on the potential implications of students pursuing work in addition 

to their studies. Though the study did not delve qualitatively into the reasons for students to pursue 

work in conjunction with their studies, it is reasonable based on research to suggest that financial 

needs drive this trend (e.g., Darolia, 2013; Denning, 2017; Hall, 2010). With the findings that SWC 

and WSC are positively related to emotional exhaustion of working students in mind, educational 

institutions may alleviate the pressures that students put upon themselves towards financial 

support. Past research has documented the relation between financial stress and emotional 

exhaustion on one hand and the relation between financial aid and engagement on the other hand 

(e.g., Britt et al., 2015; Lim et al., 2014; Nora et al., 2006).  

Though the study emphasized time pressures, as opposed to financial pressures, accounting 

for financial aid and counselling might reduce the need for students to undertake longer work shifts 

and commitments; this would lower the incidence of SWC and WSC as per the proposed and 

measured conceptual model. That is, with more financial aid for working students, they may not 

be required to work in order to support themselves during their studies or undertake longer shifts, 

with their limited time and energy, and risk high time pressure and SWC/WSC. Furthermore, 

colleges and universities may similarly invest in mental health counselling services that support 

students as they manage their studies and related emotional exhaustion. 

Implications for Organizations. 

While dispositional mindfulness was not found to moderate the relations between school 

and work time pressures and SWC and WSC, respectively, analysis of the data did highlight that 

mindfulness is related to conflicts, emotional exhaustion, and engagement. Specifically, 

dispositional mindfulness was found to be negatively correlated with both work and school 

emotional exhaustion and positively correlated with both work and school engagement. 
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Dispositional mindfulness was also found to be negatively correlated with WSC. As such, 

organizations and universities could invest in accommodations such as counselling or mindfulness 

training programs, such as  the Mindfulness-Based Stress Reduction (MBSR) program and the 

Mindfulness Self-Compassion (MSC) program, that have been found to significantly improve 

mindfulness and reduce anxiety and depression (Jiménez-Gómez et al., 2022). This could have 

positive implications for workers more broadly and working students, more specifically, who have 

to deal with the inter-role and inter-domain conflicts.  

More broadly, research has suggested that organizations should support their employees in 

mitigating work-life or work-family conflicts for their workers, which has been associated with 

better employee health and job performance (e.g., Brough & Kalliath, 2009). This study 

contributes to research into the importance of considering the work-school interface and has argued 

for the implications of SWC and WSC. As such, organizations could accommodate their workers, 

and employees who pursue studies and who experience negative interactions between work and 

school domains, through additional flexibility and the provisioning of emotional support. This is 

important given the growth in the number of students in the workforce and the reliance of 

organizations on their skillsets and flexibility (e.g., part-time jobs).  

Implications for Students. 

 This study has implications for students who elect to work during their studies or who need 

to work for financial reasons. In particular, the time pressure that students might experience during 

their school and their work has been associated with WSC/SWC and emotional exhaustion across 

both domains in this study as in past research (e.g., Wan et al., 2021). Therefore, students need to 

be conscious of the implications of engaging with both the school and work domains 

simultaneously amid time pressures and should plan accordingly. First, considering that time is a 
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finite resource, students should attempt to decrease the overlap between work and time pressures. 

For example, they may want to plan for shorter or fewer work shifts during their examination 

periods. Second, students could be encouraged to access resources  around mindfulness available 

at their respective universities, organizations, and even public sources. As noted above, increased 

mindfulness was related to lower conflict, lower exhaustion, and higher engagement. Thus, 

cultivating mindfulness could help.  Third, students who work to support themselves could 

leverage different options to lessen work time pressure (e.g., bursaries, grants, student loans, etc.). 

While this might not always be feasible, students can at least survey different options.  

Limitations and Future Research 

This study has several conceptual and empirical limitations that offer possible directions 

for future research. These limitations are acknowledged in this section.  

A first limitation is that the research design relied on self-reported data provided by 

working students. For example, students were asked to report on their own school and work time 

pressures and to report on their own burnouts. Therefore, the possibility that my findings are 

influenced by common method variance must be acknowledged as a limitation of the study. This 

said, it is important to note that valid, previously published measured were used for all constructs 

in accordance with past research (e.g., Kristensen, 2005; Schaufeli et al., 2006; Walach et al., 

2006), Future research would benefit from including other sources of data to allow for the 

triangulation of results. Further, qualitative research in which working students are interviewed 

could add further insights about the reasons and motivations for working students to engage with 

both the school and work domains. Such data could inform the lack of relation between work time 

pressure and work engagement if indeed a portion of the working students were undertaking part-

time and temporary work for financial support and thus the relationship between time pressure and 
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engagement was less salient. Future research might include additional contextual factors in the 

survey administered to students. 

A second limitation pertains to the correlational design that was used in this study. A 

major issue that could arise from the correlational nature of this study is the potential for reverse 

causation or spuriousness. For example, it cannot be determined whether time pressure causes 

emotional exhaustion or emotional exhaustion causes time pressure, or whether a third independent 

variable exists that was not measured in the study that causes both time pressure and emotional 

exhaustion. Therefore, future research should include more potential constructs in the theoretical 

framework to rule out third variables and could use an experimental design to mitigate the issues 

of reverse causality and spuriousness. 

A third limitation pertains to the cross-sectional design that was used in this study. In the 

past few decades, it has been pointed out that because mediation invariably occurs over time, 

empirical investigations of mediation should take time into account (e.g., Maxwell & Cole, 2007; 

Maxwell et al., 2011). Maxwell et al. (2011) further argued that cross-sectional research designs 

can “substantially over- or underestimate longitudinal effects even when longitudinal parameter 

estimates are completely stable, and there is no measurement error” (Maxwell et al., 2011, p. 838). 

Broadly, mediation analysis is inherently causal, and the examination of complex causal relations 

is best done through longitudinal design (Maxwell et al., 2011). In this study, the research design 

was cross-sectional and time was not accounted for in the examination of the mediating effect of 

WSC and SWC. As such, the variations that may take place over time and across different phases 

of the school term(s) and working schedules were not measured. As discussed earlier, among the 

possible explanations for the results of the hypotheses testing is that the study took place at a single 
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point of time in the term of the respective participants. Future research should thus study the 

mediating effects of conflict across a longer period of time. 

A fourth limitation pertains to the data collection being done from students at a single 

educational institution (i.e., Concordia University). This poses potential questions as to whether 

these findings (or non-findings for that matter) are unique to the institution studied relative to other 

education institutions in Montreal and Canada. This potential limitation – which was imposed for 

practical reasons – can be addressed through replicating the study and testing the hypotheses in 

other colleges and universities, which could provide evidence of whether the results are 

generalizable. 

Conclusion 

Working students are facing increasing challenges and pressures in both work and school 

domains. This issue requires attention from organizations and academic institutions to avoid or 

mitigate the negative consequences working students are seeing. The purpose of this study was to 

investigate the experiences of working students in both work and school domains and explore the 

demands they are facing, along with the resources they have or are provided to face those demands. 

I explored the relations of time pressure (demand) on emotional exhaustion and engagement and 

investigated the potential mediating effect of conflict on the relations between time pressure on 

the one hand and emotional exhaustion and engagement on the other. Also, I investigated the 

potential moderating effect of dispositional mindfulness (resource). The findings suggest that work 

and school time pressure is positively related to work and school emotional exhaustion but not 

work and school engagement. Work-school conflict was found to mediate the relationship between 

time pressure and emotional exhaustion but not the relationship between time pressure and 

engagement. Dispositional mindfulness was not found to have a moderating effect on the 
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relationship between work and school time pressure and work-school conflict. Organizations could 

provide several accommodations (e.g., mindfulness training programs) and academic institutions 

could provide counselling and financial aid in order to help preserve the wellbeing of working 

students and prevent the negative consequences they are experiencing. 
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Table 1. Means, standard deviations, internal consistencies, and correlations. 

Note. N = 152. S.D. = standard deviation. Cronbach’s alphas are reported on the diagonal. *** p < 0.001, ** p < 0.01, * p < 0.05.  

 Mean S.D. 1 2 3 4 5 6 7 8 9 10 11 

1-Dispositional 

Mindfulness 
2.61 .50 .83                  

2- Work 

Emotional 

Exhaustion 

3.78 1.27 -.21** .89          

3- Work 

Engagement 
4.33 1.03 .36** -.52** .87         

4- Work Time 

Pressure 
3.17 1.06 -.09 .49** -.05 .76        

5- Work-to-

School Conflict 
3.73 1.22 -.21** .56** -.19* .60** .77       

6- School 

Emotional 

Exhaustion 

4.97 1.21 -.27** .44** -.20* .12 .32** .87      

7- School 

Engagement 
4.01 1.02 .35** -.11 .33** .09 -.09 -.52** .85     

8- School Time 

Pressure 
4.57 1.22 -.13 .31** .04 .32** .61** .54** -.23** .84    

9- School-to-

Work Conflict 
4.15 1.10 -.14 .37** .05 .35** .56** .52** -.08 .72** .68   

10- Positive 

Affect 
3.35 .79 .31** -.13 .25** -.12 -.19* -.28** .31** -.21* -.20* .69  

11- Negative 

Affect 
1.51 .70 -.16 .25** -.12 .22** .27** .21* -.08 .30** .22** -.31** .74 
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Table 2. Relations of work time pressure, work-to-school conflict, work emotional exhaustion, and dispositional mindfulness. 

 Work-to-

School Conflict 

(Model 1) 

Work-to-School 

Conflict 

(Model 2) 

Work 

Emotional 

Exhaustion 

(Model 3) 

Work Emotional 

Exhaustion 

(Model 4) 

 

Work-to-School 

Conflict 

(Model 5) 

 coeff se coeff se coeff se coeff se coeff se 

           

Work Time 

Pressure 

 .69*** .08 .68*** .07   .59*** .09   .28** .10 .93* .44 

 

Work-to-School 

Conflict 

       

.44*** 

 

.09 

  

           

Mindfulness   -.38* .16     -.09 .53 

 

Work Time 

Pressure X 

Mindfulness 

 

         

-.10 

 

.17 

R-squared .36***  .39***  .24***  .35***  .39***  

 

Indirect Effect of Work Time Pressure on Work Emotional Exhaustion via WSC (Model 4): estimate = .30 (Boot 

se = .07), 95% CI: .18 to .44 

Index of Moderated Mediation (Based on Model 4 and Model 5): estimate = .04 (Boot se = .07), 95% CI: -.19 to .09 

           

Note. N = 152. *** p < 0.001, ** p < 0.01, * p < 0.05. 
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Table 3. Relations of school time pressure, school-to-work conflict, school emotional exhaustion, and dispositional mindfulness. 

 School-to-

Work Conflict 

(Model 1) 

School-to-Work 

Conflict 

(Model 2) 

School 

Emotional 

Exhaustion 

(Model 3) 

School 

Emotional 

Exhaustion 

(Model 4) 

 

School-to-Work 

Conflict 

(Model 5) 

 coeff Se coeff se coeff se coeff se coeff se 

           

School Time 

Pressure 

  .65*** .05   .64***  .05   .54*** .07   .36*** .10   .52* .26 

 

School-to-Work 

Conflict 

       

  .28** 

 

.11 

  

           

Mindfulness    -.09   .13     -.30 .44 

 

School Time 

Pressure X 

Mindfulness 

 

         

 .05 

 

.10 

R-squared .51***  .51***  .30***  .33***  .51***  

 

Indirect Effect of School Time Pressure on School Emotional Exhaustion via SWC (Model 4): estimate = .18 (Boot 

se = .07), 95% CI: .05 to .34 

Index of Moderated Mediation (Based on Model 4 and Model 5): estimate = .01 (Boot se = .03), 95% CI: -.04 to .08 

           

Note. N = 152. *** p < 0.001, ** p < 0.01, * p < 0.05. 
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Table 4. Relations of work time pressure, work-to-school conflict, work engagement, and dispositional mindfulness. 

 Work-to-

School Conflict 

(Model 1) 

Work-to-School 

Conflict 

(Model 2) 

Work 

Engagement 

(Model 3) 

Work 

Engagement 

(Model 4) 

 

Work-to-School 

Conflict 

(Model 5) 

 coeff Se coeff se coeff se coeff se coeff se 

           

Work Time 

Pressure 

 .69*** .08 .68*** .07  -.05 .08   .10 .10 .93* .44 

 

Work-to-School 

Conflict 

       

 -.22* 

 

.09 

  

           

Mindfulness   -.38* .16     -.09 .53 

 

Work Time 

Pressure X 

Mindfulness 

 

         

-.10 

 

.17 

R-squared .36***  .39***  .003  .04*  .39***  

 

Indirect Effect of Work Time Pressure on Work Engagement via WSC (Model 4): estimate = -.15 (Boot se = .06), 

95% CI: -.26 to -.03 

Index of Moderated Mediation (Based on Model 4 and Model 5): estimate = .02 (Boot se = .04), 95% CI: -.04 to .10 

           

Note. N = 152. *** p < 0.001, ** p < 0.01, * p < 0.05. 
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Table 5. Relations of school time pressure, school-to-work conflict, school engagement, and dispositional mindfulness. 

 School-to-

Work Conflict 

(Model 1) 

School-to-Work 

Conflict 

(Model 2) 

School 

Engagement 

(Model 3) 

School 

Engagement 

(Model 4) 

 

School-to-Work 

Conflict 

(Model 5) 

 coeff Se coeff se coeff se coeff se coeff se 

           

School Time 

Pressure 

  .65*** .05   .64***  .05  -.19** .07  -.29** .10   .52* .26 

 

School-to-Work 

Conflict 

       

  .15 

 

.11 

  

           

Mindfulness    -.09   .13     -.30 .44 

 

School Time 

Pressure X 

Mindfulness 

 

         

 .05 

 

.10 

R-squared .51***  .51***  .05**  .06***  .51***  

 

Indirect Effect of School Time Pressure on School Engagement via SWC (Model 4): .10 (Boot se = .07), 95% CI: -

.03 to .23 

Index of Moderated Mediation (Based on Model 4 and Model 5): .01 (Boot se = .02), 95% CI: -.02 to .05 

           

Note. N = 152. *** p < 0.001, ** p < 0.01, * p < 0.05.
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Table 6. Results of confirmatory factor analyses. 

 c2 CFI TLI RMSEA SRMR 

9-factor model 

8-factor model (EN) 

504.78 

785.09 

.92 

.82 

.90 

.78 

.07 

.10 

.07 

.10 

8-factor model (EE) 791.02 .82 .78 .10 .10 

7-factor model 962.93 .75 .77 .11 .11 

1-factor model 1985.31 .38 .33 .18 .16 
 

Note: N = 152. 9-factor model: default model (factors: work time pressure, school time pressure, work 

emotional exhaustion, school emotional exhaustion, work engagement, school engagement, dispositional 

mindfulness, work-to-school conflict, school-to-work conflict). 8-factor model (EN): work and school 

engagement were combined into one factor. 8-factor model (EE): work and school emotional exhaustions 

were combined into one factor. 7-factor model: work emotional exhaustion and work engagement were 

combined into one factor, and school emotional exhaustion and school engagement were combined into 

one factor. 1-factor model: all variables were combined into one factor 
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Table 7. Relations of burnout, engagement, mindfulness, and time pressure. 

 Work 

Emotional 

Exhaustion 

(Model 1) 

School 

Emotional 

Exhaustion 

(Model 2) 

Work 

Engagement 

(Model 3) 

School 

Engagement 

(Model 4) 

 

 coeff se coeff se coeff se coeff se 

         

Work / School  

Time Pressure 

1.33** .49   .44 .33  -.27 .44  -.78* .31 

         

Mindfulness .46 .60  -.60 .57   .43 .53  -.37 .53 

 

Work / School  

Time Pressure X 

Mindfulness 

 

 

-.29 

 

.19 

 

  .03 

 

.13 

 

  .10 

 

.17 

 

.24* 

 

.19 

R-squared .28***  .33***  .13***  .18***  

         

Note. N = 152. *** p < 0.001, ** p < 0.01, * p < 0.05. 
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Figure 2. Plot of Effect Sizes for Relation of School Time Pressure to Engagement at Different Levels of Mindfulness. 

Note. SCTP = School Time Pressure. SCEN = School Engagement. The middle line reflects the 

estimated effect. The top line reflects the ULCI and the bottom line reflects the LLCI. 
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