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Abstract  This study evaluated the influence of students’ multiple roles on academic burnout and clarified how students’ 

time spent in non-academic activities moderated the relationship between perceptions of spillover and academic burnout. 

We asked students about perceptions of positive and negative spillover from non-academic to academic activities, academic 

burnout, and time consumption on part-time job(s), club, and other student activities. Data from 2,719 undergraduate 

students from five universities in Japan were analyzed. We tested a hypothetical model demonstrating the relationship 

among positive and negative spillover, burnout, and time spent in non-academic activities. The perception of negative 

spillover from non-academic activities to academic activities reinforced the students’ burnout (p < .01), whereas the 

perception of positive spillover alleviated the burnout (p < .01). Fit of the hypothetical model to the data met the respective 

criteria. Multi-group analysis indicated that the magnitude of negative spillover was stronger than positive spillover in 

groups engaged in non-academic activities for more than 12 hours. The influence of multiple roles on students’ burnout 

depends on how they evaluate their non-academic activity. Perception of positive spillover alleviated academic burnout and 

negative spillover worsened burnout, but the impact of spillover was moderated by amount of time spent in non-academic 

activities. 
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1. Introduction 

In Japan, an extended structural recession since the 1990s 

has been economically suppressing university students’ lives 

[1]. However, financial pressure on students is not 

necessarily a negative impact for Students. In the United 

States, for example, numerous studies on the effects of 

part-time jobs on academic performance and students’ lives 

have been conducted [2, 3]. Reviewing studies conducted up 

to 1981, Hammes and Haller (1983) pointed out that working 

up to 20 hours per week had no negative impact on students’ 

grade point averages. They emphasized the positive effects 

of students’ job participation on college life and on their 

growth as individuals.  

Several nationwide studies in Japan suggested that most 

traditional students in Japan have some kind of part-time job, 

and the influences of their job experiences on their academic 

activities seem to be ambivalent [1, 4, 5]. Besides part-time 

jobs, most university students may engage in various kinds  
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of club activities and circles. These non-academic activities 

are also considered to have both positive and negative 

influences on academic activities. 

The idea that non-academic activities pertaining to 

multiple roles rob students of time and energy to engage in 

academic activities is quite conceivable. This line of 

thought has been recognized as the “scarcity hypothesis” 

[6–8]. Specifically, Greenhaus and Beutell (1985) regarded 

time-based conflicts, strain-based conflicts, and 

behavior-based conflicts as the three major interdomain 

conflicts to explain nonwork-to-work negative spillover in 

employed workers [9, 10]. The assumption here is that 

resources such as time and energy are limited, and if 

workers commit to non-work domains too much, they may 

suffer from role overload and interdomain conflict. 

Cushman and West (2006) investigated factors of student 

burnout and reported that 24% of 354 participants noted the 

“external factors that occur [sic] outside of the 

classroom…work, personal relationships (e.g., family and 

friends), financial difficulties, and time management” ([11], 

p. 26). These students suffered from multiple roles resulting 

in negative spilloverfrom “external factors” to academic 

performance, which led to academic burnout [12].  

There may be, however, those students who experience 
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positive spillover, or whose “external factors” do not 

negatively influence their academic performances. If work 

experiences positively influence one’s academic engagement, 

enhancement of one’s resources via multiple roles would be 

conceivable. As enhancement factors, Sieber (1974) 

suggested that benefits such as “role privileges,” “status 

security,” “status enhancement,” and “enrichment of the 

personality” are accumulated as benefits of multiple roles 

[13, 14]. In the case of students with part-time jobs, for 

example, difficulties and burdens pertaining to academic 

activities are buffered by part-time job experiences which 

provide various resources, such as money and social skills. 

In this sense, this suggests that resources that are used in a 

certain role can be invested in another role, enhancing one’s 

personality and self-concept [15]. These positive effects 

reinforce one’s well-being as a student, and as a result, 

motivation for academic activities is enhanced [16, 17]. 

According to Marks “Some roles may be performed without 

any net energy loss at all; they may even create energy for 

use in that role or other role performances” ([8], p. 926). The 

assumption is that resources other than time are unlimited or 

rechargeable.  

Hypothesis on Spillover from non-academic to academic 

activities 

Although the scarcity and enhancement hypotheses seem 

to be antinomic, those who perceive positive facets of 

non-academic activities might also recognize negative facets, 

and vice versa. Therefore, we hypothesized that the 

perception of positive spillover from non-academic activities 

to academic activities is correlated positively with the 

perception of negative spillover (Hypothesis 1).  

In the hypothetical model (figure 1), students’ perceptions 

of negative spillover affect perceptions of academic fatigue 

(measured as academic burnout) differently. Students may 

recognize unwanted effects of non-academic activities on 

academic activities, such as time deficits, fatigue, and 

anxiety. Therefore, we assumed that the perception of 

negative spillover worsens academic burnout (Hypothesis 2). 

On the other hand, non-academic activities may provide 

benefits such as useful information, skills, and study support, 

and these merits may reinforce the motivation and provide 

resources for learning [18]. Thus, we hypothesized that the 

perception of positive spillover alleviates academic burnout 

(Hypothesis 3).  

The words “academic activities” refer not only to lectures 

in class and study hall but also to test taking, lab experiments, 

and clinical practice. “Non-academic activities” included 

part-time jobs, club activities, and students’ committees of 

various kinds on and off campus. 

2. Method 

2.1. Participants 

First, we secured agreements from the deans of targeted 

departments and the lecturers of targeted classes. To avoid 

bias associated with measuring students of one major at one 

university, undergraduate students (N = 3,431) from seven 

universities as well as students from nursing colleges in two 

major cities (Tokyo and Nagoya) and three rural area (central, 

west, and north Japan) were recruited. Of the 3,431 students 

approached, some students declined to answer the 

questionnaire or did not complete the questionnaire because, 

in a few classes, they only had a little time at the end of their 

lecture to do so. In addition, extreme outlier cases (e.g., cases 

with “0” in all items and cases showing significant 

Mahalanobis distance) were excluded, leaving a final sample 

of 2,719 responses (response rate was 79.2%; 1,535 male, 

1,175 female, 9 unreported gender; mean age = 19.8, SD = 

2.1). Student majors were biology, computer science, 

architecture, mechanical science, nursing, physical therapy, 

occupational therapy, and clinical engineering. 

2.2. Measures 

To assess positive and negative spillover, we constructed 

scales based on two questionnaires developed by 

Kirchmeyer (1992) [10], changing the words as appropriate 

for students (e.g., “work” was changed to “study”). The 

positive spillover scale was composed of four subscales: 

privileges gained from the non-academic activities (three 

items, e.g., “earns me certain rights and privileges that 

otherwise I could not enjoy”); status security (four items, e.g., 

“gives me support so I can face the difficulties of study”); 

status enhancement (four items, e.g., “gives me access to 

certain facts and information which can be used at work”); 

and personality enrichment (four items, e.g., “develops skills 

in me that are useful at work”). The negative spillover scale 

was composed of three subscales: time based (one item: 

“demands time from me that could be spent on my study”); 

strain based (four items, e.g., “produces tensions and 

anxieties that decrease my performance at class”); and 

behavior based (three items, e.g., “makes me behave in ways 

which are unacceptable at class”). Each item of these two 

scales begins with the phrase “my engagement in 

non-academic activities since the previous semester…” All 

items were scored on a 6-point Likert-type scale ranging 

from 1 = “strongly disagree” to 6 = “strongly agree.” 

To assess academic burnout, the MBI-SS 1  was used 

[19–21]. This 15-item scale consists of three subscales: 

exhaustion (EX: five items, e.g., “I feel emotionally drained 

by my studies”); cynicism (CY: four items, e.g., “I have 

become less enthusiastic about my studies”); and inefficacy 

(IN: six items, e.g., “I can’t effectively solve the problems 

that arise in my studies”). All items are scored on a 7-point 

                                                             
1
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Likert scale ranging from 0 = “never” to 6 = “always.” 

Original version of the MBI-SS consists of 16 items, but one 

item in cynicism is ambiguous for students. Therefore, we 

excluded the item from the questionnaire. In addition, unlike 

the most previous study which uses the un-reversed items as 

efficacy [22, 23], we used un-reversed items in the 

dimension of the inefficacy to assess literally meanings of 

the inefficacy [18]. 

2.3. Procedures 

Students were recruited in class by their instructors, who 

assured them (both verbally and in writing) that participation 

was voluntary, refusal to participate would in no way impact 

them negatively, and that they would remain anonymous. All 

participating universities were assured anonymity. The 

students completed the questionnaire during lectures. Those 

students who agreed to participate were asked to complete 

the questionnaire during the class, which required 

approximately 15 minutes. This research was approved by 

the Institutional Ethical Review Board of Chubu University 

(approval number 240048). 

2.4. Analysis 

To evaluate the fit of the hypothesized model to the data, 

we adopted the following indices: (1) the χ2 statistic, (2) the 

Comparative Fit Index (CFI) [24], and (3) the Root Mean 

Square Error of Approximation (RMSEA) [25]. Values for 

CFI greater than .90 indicate acceptable model–data fit. For 

RMSEA, values less than .08 indicate a satisfactory fit, while 

those greater than .10 signify that the model should be 

rejected [26, 27]. Path analysis and subsequent multi-group 

analysis were implemented using AMOS 21.0. 

3. Results 

Descriptive statistics for independent variables (age, 

engagement in non-academic activities, perceptions of 

negative and positive spillover) and dependent variables, as 

well as the internal consistency estimates of them are shown 

in Table 1. Generally, very weak but significant positive 

intercorrelations between subscales of Positive and Negative 

spillover were observed. In addition, there are weak but 

significant negative intercorrelations between subscales in 

Positive spillover and subscales in MBI-SS, respectively. It 

is worth noticing that there were no significant correlations 

between amount of time spent in non-academic activities and 

subscales of MBI-SS except Cynicism. 
To test all of the hypotheses concerning spillover effects 

and burnout, the hypothetical model was analysed, showing 

that the model was generally supported by the data (χ2 = 

566.25, df = 31, n.s., CFI = .958, RMSEA = .080), when 

weadded additional paths between residual variables of 

privileges and status security (Figure 1). Negative spillover 

positivelyaffected burnout (Hypothesis 2), whereas positive 

spillover negatively affected burnout (Hypothesis 3). In this 

respect, academic burnout was influenced by students’ 

perception of spillover (R2 = .27). There was no statistical 

difference between the magnitude of Negative and Positive 

spillovers when we used all samples. 

Table 1.  Correlation matrix of the age, engagement in non-academic activities, subscales of MBI-SS, and subscales of negative and positive spillover 

1. Scholastic year M SD 1 2 3 4 5 6 7 8 9 10 11 12 13 

2. Age 2.20 1.04 -             

3. Hours of 

non-Academic 

Activities 

19.83 2.08 
.521

*

*
 

-            

4. Exhaustion 11.74 10.20 .016 -.055
**

 -           

5. Cynicism 13.69 5.86 
.078

*

*
 

-.012 -.010 .758          

6. Inefficacy 9.48 5.48 .029 -.077
**

 
.108

*

*
 

.646
**

 .854         

7. Time 16.55 6.56 .038
*
 -.064

**
 .020 .673

**
 

.744
*

*
 

.792        

8. Strain 3.97 1.36 
.050

*

*
 

-.010 .011 .203
**

 
.136

*

*
 

.230
**

 -       

9. Behavior 10.04 3.96 .031 -.006 
.161

*

*
 

.366
**

 
.312

*

*
 

.348
**

 .377
**

 .752      

10. Privilege 7.25 3.02 .042
*
 -.026 

.076
*

*
 

.302
**

 
.297

*

*
 

.341
**

 .316
**

 
.710

*

*
 

.671     

11. Status of 

Enhancement 
11.73 3.49 

.067
*

*
 

.076
**

 
.170

*

*
 

-.023 
-.049

*
 

-.073
**

 .019 
.085

*

*
 

.079
*

*
 

.718    

12. Personality 

Enrichment 
12.08 4.38 .011 .082

**
 

.069
*

*
 

-.064
**

 
-.077

**
 

-.173
**

 
-.122

*

*
 

.112
*

*
 

.135
*

*
 

.495
*

*
 

.787   

13. Status Security 12.67 4.46 .015 .087
**

 
.083

*

*
 

-.086
**

 
-.119

**
 

-.176
**

 
-.113

*

*
 

.117
*

*
 

.121
*

*
 

.508
*

*
 

.839
*

*
 

.809 .758 

Note: Ex, CY, and IN stand for exhaustion, cynicism, and inefficacy, respectively. The Cronbach alpha of each subscale was listend in the diagonal in boldface type. 
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Figure 1.  Model illustrating relationships between negative/positive spillover and burnout with a supplemental correlative path.R2 stands for squared 

multiple correlation coefficient adjusted for the degrees of freedom. "e" stands for residual variables. All paths are statistically significant 

However, the magnitude of the effect of positive spillover 

on burnout would be smaller for students who spend 

considerable time in various non-academic activities because 

of the limitation of time and other relevant resources to 

engage in academic activities. In other words, time spent in 

various non-academic activities might be a moderator of the 

impactof both spillover effects. Therefore, as a post hoc 

analysis, we divided the sample by 12-hour-engagement in 

non-academic activities per week. The rationale for this was 

that 12-hour-engagement was approximately located at the 

50th percentile when students engaging in non-academic 

activities less than one hour were excluded. 

The hypothesized model was tested by using these two 

groups (more than 12-hour group, N = 1209, and 12-hour or 

less than 12-hour-group, N = 1461) separately, resulting that 

the model was generally acceptable (more than 12-hour; 

χ2-square (31) = 272.57, p < .001, χ2/df  = 8.79, GFI = .96, 

CFI = .96, TLI = .93, RMSEA = .080, AIC = 320.57 / 

12-hour or less than 12-hour group; χ2-square (31) = 301.05, 

p < .001, χ2/df  = 9.71, GFI = .96, CFI = .96, TLI = .94, 

RMSEA = .077, AIC = 349.05). Since the model was 

approved, phantom variables were introduced between 

Positive spillover and Burnout in each path model. The 

phantom variable was a latent variable whose error variance 

was constrained to be 0. At the same time, the coefficient of 

the path from Positive spillover to the phantom variable was 

constrained to be -1 in order to make the coefficient from the 

phantom variable to Burnout plus. This rectification makes it 

possible to compare the impact of the Positive spillover to 

the impact of the Negative spillover by comparing the 

absolute values of coefficient in both paths. The result 

showed that the coefficient value from the phantom variable 

to Burnout in more than 12-hour group ( = .13) was 

significantly smaller than the value in less than or equal to 

12-hour group ( = .30) by p< .01 level. 

In contrast, there were no significant differences between 

these two coefficients in the less than or equal to 

12-hour-group. This means that the effect of negative 

spillover on burnout was stronger than positive spillover in 

those who engaged in non-academic activities more than 12 

hours per week.  

4. Discussion 

The present study focused on the perceptions of spillover 

effects of non-academic activities such as club participation 

and part-time jobs on students’ subjective academic fatigue 

measured as burnout. Although spillover effects of 

non-academic activities have both positive and negative 

sides, these facets are not at all antinomic. This assumption 

was represented by hypothesis 1. Students engaging in 

non-academic activities can generally recognize that their 

non-academic activities help as well as hinder their academic 

work. However, the correlation of positive and negative 

spillover was relatively low. Referring to Table 1, subscales 

of negative and positive spillover were mutually but only 

weakly positively and negatively correlated. A post hoc 

interview with a few participants suggested that the 

questionnaire on spillover was somewhat complex, although 

they recognized the positive and negative facets of 

non-academic activities. This could be one of the reasons for 

low intercorrelations. Another explanation could be that the 

responses to positive spillover contaminated the responses to 

negative spillover because of the cognitive tendency to avoid 

inconsistency. In any case, however, the experience and 

perception of spillover on both sides are important factors for 

students to maintain their work-life balance in academic life. 

Unlike non-traditional students [28], most traditional 

students are expected to exercise their own discretion in their 

activities. However, it is quite natural to consider that the 

amount of time spent in non-academic activities robs them of 

time for academic engagement to a greater or lesser degree. 

The R2 of “time constraints” in negative spillover was 

relatively small (.17), compared to other subscales. 

e3 Time .41 / .38 / .46

.79/ .74 / .84

e2 Strain

.64/ .68 / .58 R
2
=.59 / .55 / .56

e1 Behavior .80 / .82 / .76 e11 .77 / .74 / .75 Exhaustion e10

.69 / .66 / .70

.30/ .29 / .24 .83 / .81 / .84 Cynicism e9

e7 Privilege .55 / .54 / .49 .79 / .78 / .76

.85/ .86 / .84 .89 / .88 / .87 Inefficacy e8

e6 Status Enhancement .92 / .93 / .92

.83/ .83 / .78

e5 Personality Enrichment .91 / .91 / .88

.23/ .16 / .30

e4 Status Security .48 / .40 / .55

R
2
=.17/ .15 / .22

.49 / .51 / .43

.32/ .35 / .34

.13 / .16 / .07

.89 / .86 / .92

R
2
= .27 / .30 / .20

-.23/-.30/-.13

Negative 

Spillover

Positive

Spillover

Burnout
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Therefore, subjective evaluation of time constraints can be 

explained by latent factors other than negative spillover. On 

the other hand, our data implicated that, as can be seen in 

Figure 1, the amount of time resources (an “objective” 

evaluation of time) seemed to be one of the important 

moderators between academic burnout and spillover effects. 

The magnitude of positive spillover becomes weaker 

compared to negative spillover when students spend 

considerable time in non-academic activities such as clubs 

and part-time jobs. 

Our results indicated students’ subjective evaluation of 

their multiple roles influenced students’ academic 

well-being. It is worth noting that our model does not suggest 

that students’ engagement in the non-academic activities 

perse was a direct factor of the burnout but that perceptions 

of their negative and positive facets influenced academic 

burnout. The result of the post hoc multi-group analysis also 

suggests that the amount of time spent engaging in 

non-academic activities was the moderator variable for the 

relationship between spillover effects and academic burnout.  

Limitations and Directions for Future 
Research 

Although the current study added important implications 

for students’ academic and non-academic balance, there are 

three limitations. First, this study was a cross-sectional 

design. Students’ perception of the spillover changes over 

the course of students’ life cycles and development. 

Therefore, longitudinal research is needed to confirm our 

results. Second, the study did not discuss positive 

psychological variables such as academic engagement [29, 

30]. Subjective evaluation of engagement in academic 

activities would be an opposite state from burnout, but the 

relationships between positive spillover, negative spillover, 

academic engagement, and time consumption in 

non-academic domains were not evaluated. Third, the study 

lacks suggestions to reduce the negative spillover from 

non-academic activities to academic activities. To our 

knowledge, negative spillover and burnout are both related 

to personality aspects [31–34]. Linville, for example, 

considered self-complexity as a buffer against the adverse 

influence of stress, which causes illness and depression [35, 

36]. The amount of time engaging in non-academic activities 

as a moderator may be interpreted differently if we take the 

personality variables into consideration. 
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