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Executive Summary

[bookmark: _gjdgxs]In the fall of 2021, the Sociology/Anthropology 371 students conducted research on student work-study employment at St. Olaf College. We sent an anonymous online survey to 2,249 student employees at St. Olaf College. We received 557 responses, a 24.8% response rate. 

Prior studies have examined the relationship between college student campus employment and job training, supervisor and co-worker relationships, skill development and job satisfaction, and the topic of our team’s research, impacts on stress and academics.  Our research focuses on three main questions:
1. To what extent have students’ St. Olaf "focus jobs" helped them gain skills that can be transferred back to academics?
2. To what extent has GROW helped students gain transferable skills related to academics?
3. To what extent do students’ work-study jobs negatively impact their academic pursuits and stress levels? 

The most important results of our research are: 
1. Most respondents reported that they had gained each transferable skill (e.g., organization, written communication) at least moderately through their focus job.
2. Although relatively few respondents have participated in GROW conversations, most of those who have done so report that the program has helped them identify skills related to academics to at least a moderate extent, regardless of gender, generation, international/domestic status, and race and ethnicity.
3. Among our respondents, 8.4 % of students reported experiencing work-related negative academic impacts (e.g., missing assignment deadlines and missing group meetings for group projects), and 29.6% of students reported increased stress levels because of their work. Student demographics do not appear to influence these negative impacts. 
4. Food service workers tend to experience higher negative academic impacts and stress levels from their work than students in any other job category. 

Based on our research, we offer four recommendations:
1. Encourage GROW conversations between employers and employees to help student workers identify the skills they gain from their job, especially those that apply to academics. St. Olaf must train supervisors and provide the tools for them to put this program into practice.
2. Increase pay for student workers so they can work fewer hours and focus more on academics instead of risking becoming stressed and unable to focus on their classes.
3. Work with Bon Appetit and The Pause Kitchen to help them manage their student work programs to improve shift flexibility, wages, and workload due to labor shortage. 
4. Give students in all job positions the option to miss or change a shift once a month when the student considers it necessary, in order to accommodate students’ academic needs.
5. Open job positions for incoming international students that offer them the option of allocating part of their work time to academic tasks. 
Introduction and Review of Literature
The pros and cons of college student employment have long been a topic of debate for scholars, educational institutions and policy-makers. Social research has been concerned with the effects, both positive and negative, that student employment has on college students. Investigations have focused on areas including job searches, hiring and training, relationships with supervisors, relationships with non-supervisor, job satisfaction, and impact on academics.  Our research at St. Olaf College examines the impacts of student employment on campus on students’ academic performance and transferable skills. 

Academic Performance

Research on the impacts of college employment on students’ academic performance has revealed positive and negative effects. Researchers have examined academic performance – their dependent variable – through two main frameworks. In one framework, researchers study academic performance through quantitative measurements like GPA, rates of class attendance, and college dropout rates. In the other framework, studies examine academic performance through student engagement, a lens that focuses on students’ attitudes in the classroom, such as their degree of motivation to participate in class, their willingness to actively listen to classmates and teachers, and their intention to respond verbally to classmates.  The competing conclusions drawn in previous studies are related, in part, to researchers’ decisions about their approach to academic performance, with some studies employing both frameworks (Neyt et al. 2019;Choi 2017).           
                                  
A study by Nyet et al. (2019) reviewed 55 previous studies on the topic that were conducted in different fields between 1997 and 2017. This literature review revealed that student employment is detrimental to students’ academic performance – 86% of the 55 reviewed studies found negative effects. However, the analysis and evaluation of the various methods employed in the studies revealed weaknesses, limitations, and biases that led some studies’ conclusions to lean towards detrimental effects of student employment. For instance, earlier studies did not control for confounder variables that had a direct impact on students’ academic performance. Common unobserved confounder variables ranged from students’ heterogeneous backgrounds to the number of hours worked. Neyt et al. found, along with Rossman (2019) that it remains inconclusive the extent to which student employment is detrimental, beneficial, or a combination to students’ academic performance. Studies’ outcomes vary by research methods employed, field of study, and the researcher’s discretion to operationalize the variable academic performance. 

Choi (2017) attends to Neyt et al. concerns about research limitations by providing reliable evidence that student employment has detrimental effects on academic performance. First, Choi's study analyzes secondary data from the National Longitudinal Survey of Youth 1997, which followed the lives of over 2000 Americans over 15 years. Second, the study employs an index – Propensity Score Matching – that aims to control five common unobserved confounder variables and biases related to students' diverse backgrounds. The study reveals that intense work – more than 20 hours per week – threatens college the persistence of first-year students. Moreover, the likelihood of participating in intense work is greater for students with disadvantaged backgrounds – low-income families, single-parent families, and parents without a college degree (Choi 2017). 

In short, the literature discussed above highlights the complexity of the topic reflected by the extensive literature and diverse findings. As of today, there is not one simple and consistent answer to the impacts, both positive and negative, that college students might experience while engaging in student employment. Research on positive impacts includes a focus on the transferable skills students gain from their campus jobs, our next topic. 

Transferable Skills      
            
Much of the research on the relationship between work-study and academics has focused on the development of transferable skills like communication and time management. Students are able to develop specific soft skills from their on-campus job that they might not otherwise learn in an academic setting, and they can strengthen skills learned through their classes. Patrick Rossmann (2019) defines soft skills as work related skills that provide relevant experience for a student’s future career goals. Examples of soft skills from Rossmann are “time management, communication, and leadership that contributes to academic and professional success in college and after graduation.” Students can gain these valuable skills through taking on new responsibilities at their workplace, training for a specific role, and working with a supervisor who provides feedback. By reflecting on their on-campus work, students are able to see how their skills used at work may be integrated into the classroom better than without taking the time to process (Halper 2020). Rossmann explains that students usually work at an on-campus job in order to offest the costs of attending college, but to add integrated value to their on-campus experience and academics, students should have time to think about how work and academics are connected. This technique of reflection is an integral part of the student employment and learned experience. As Rossmann states, “a strong supervisor is able to provide constructive feedback to students and prompt reflection on work experiences to help make meaning.” 

Regarding the effects of work-study on a student’s time management, Chu et al. (2019) developed a work-study congruence scale which included  “boundary management.” They refer to boundary management as the strategies and mental frameworks individuals use to manage their everyday competing role activities (Chu 2019). Although this is not precisely the concept we aimed to use, we base our definition of time management on this idea. For our study, we refer to time management as the strategies students use to balance their time to fulfill their academic learning requirements (homework, office hours, team works, SI sessions, etc.) and work, duties, and responsibilities. In other words, time management is the administration of the time student workers have to balance work and academic responsibilities. The literature we reviewed did not provide any concrete reference to productivity. However, inspired by Chu et al.'s (2019) definition, we define productivity as the quality use of the time available at work to do homework or academic tasks; the decisions students take over the time they have available to dedicate to academics. 

The prior studies give little attention to working students who have multiple roles and need to manage their time between work and academics. Our study focuses on the need of students to have sufficient time for effective academic performance; that is, they need to find the means to maintain their learning while also managing their work duties. (Chu et al. 2019)

Academic Engagement 

We define academic engagement in academics as a key part of the students’ life and success which may help a student perform better, feel better about themselves, and help offset academic stressors that may cause burnout and depression. The literature we reviewed did not mention academic engagement as an important factor for a student’s life and did not look into the relationship between on-campus job stress or success and a student’s academic engagement. (This is because we had only one semester to complete our research, so our review of literature was limited. Research does exist on academic engagement.) We find academic engagement to be a crucial variable, and we used the ideas of burnout and positive effects from a student’s on-campus job to help form our survey questions. 

Our Study

Our current study uses the literature and research discussed above to create survey questions and better understand the relationship between on-campus work and academics at St. Olaf College. Based on our review of literature, our research focuses on three main questions about the St. Olaf student employment program in relation to students’ academics: 
1. To what extent have students’ St. Olaf "focus jobs" helped them gain skills that can be transferred back to academics? (Each respondent in our study reported on one work-study job only, even it they had more than one.)
2. To what extent has GROW helped students gain transferable skills related to academics? (The GROW program, Guided Reflection on Work, includes conversations with work supervisors about meaningful connections between what they’re learning during employment and what they’re learning in the classroom.)
3. To what extent do students’ work-study jobs negatively impact their academic pursuits and stress levels? 

Methods

Survey Methods

In the Fall of 2021, our team was part of a large study conducted by eight teams of students in the “SOAN 371: Foundations of Social Science Research: Quantitative Methods'' course. The full study examines students’ experiences in the work-study program at St. Olaf College in Northfield, Minnesota, and their implications in different areas such as academics, which is our main focus. Our small research group first conducted a focus group, which allowed us to gain a more in-depth understanding of the relationship between work-study and academics and thus construct a better survey. The information from the focus group helped us determine our three main variables: time management, academic performance, and transferable skills, which were the basis of our survey questions. 

We conducted an anonymous survey questionnaire through St. Olaf Form Creator in November 2021. For this survey, we combined the questions from all of the SOAN 371 teams in order to gather more comprehensive information on work-study and its impacts on students’ college experience. We emailed an invitation with a hyperlink to the survey to all students in the work-study program. To make this process easier, our client, the Human Resources Department, provided us with an alias that contained all of the 2,249 students employed by the college during Fall 2021. Our survey had a response rate of 24.8%, with 557 respondents. The survey was composed of closed-ended questions, Likert scales, matrices of statements, and open-ended questions. Our team’s questions asked students about their experiences with work-study in relationship with academics in order to examine how work-study and work-related effects influence students’ academic performance.



Variables, Validity, and Reliability

The dependent variables for our study include the transferable skills students gain or further develop through their work-study job, the transferable skills that help them in their academic pursuits, the transferable skills they gained from participating in St. Olaf’s GROW program, the negative impacts from work-study on academics, and students’ stress levels. For each of these variables we included multiple items and response scales. We then summed students’ scores on each of those sets of items in order to create a series of indices: an index of transferable skills learned from a St Olaf job, an index of transferable skills that help the students in an academic setting, an index of the negative impacts on academics, and an index of stress levels, and index of transferable skills gained through GROW.  

Our independent variables included student demographics: race and ethnicity (aggregated), gender (binary), first/continuing generation, international/domestic, class year, and GPA. 

There are two types of measurement validity that we used in constructing our variables: face, content, and criterion (concurrent and predictive) validity. Face validity is the true measurement of a concept in the view of other scholars and researchers, while content validity is achieved by measuring each dimension of a conceptual definitions. 
 
By sending out the survey to over 2,200 students involved in the St. Olaf work-study program, we hoped for a response rate of 25% or more than 550 participants responding to the survey. This target number of responses provided reliability for our survey because the difference in demographics would be represented in the analysis. We also ensured measurement reliability by using precise measurements. For example, we did not ask “To what extent have you gained collaboration skills with peers and supervisors?” but instead asked about each variable separately because the participants might have a different level of extent for collaboration with peers vs collaboration with supervisors. In the survey, we included “Not Applicable” responses as well, because, using the previous example, some students might not have peers at their on-campus job. 

Sampling

Our research was conducted at St. Olaf College, a small private liberal arts college in Northfield, Minnesota. Our target population was the current St. Olaf students who had on-campus jobs under the student work award program; however, an exception was made for students employed by the Residence Life office, who do not have a student work award. In fall of 2021, when our research was conducted, there were 2,249 employed students. Our attempted sample size was 25%, the “rule of thumb” sample size recommended by Neuman (2012) when working with a small population of this size. We received responses from 557 students, a response rate of 25%, which is large enough. 

To conduct our survey, we sent an email to our target population, whose email addresses were on an alias provided by the college’s Human Resource Office. The email invited student workers to complete the online survey on St. Olaf Form Creator. We sent the survey to 2,200 students and kept it open for a week. 

The vast majority of respondents answered the demographics questions, from 91% to 98% depending on the question. Among the students who answered those questions, our sample was 69.8% female, 23% male, and 7.1% identified as non-binary. Moreover, 72.1% were white, 27.9% identified as BIPOC (including  bi- and multi- racial and ethnic), and 11.4% were international students. Continuing generation students were 80.2% and 19.8% are first-generation students. From these figures, our sample demographic categories are relatively close to the student body, although females were over-represented in our sample. 

Ethics

We based our research ethics on Institutional Review Board (IRB) standards, adhering to the ethical principles of human subjects research throughout our project. Prior to beginning the research process, all of us student researchers were required to complete the Collaborative Institutional Training Initiative (CITI) Program to certify our knowledge of the history and criteria of ethical conduct in research.

Through our survey invitation and before conducting our focus group, we shared detailed information with the participants about our research purpose, benefits, and possible risks associated with the study in order to obtain informed consent. Informed consent is a voluntary agreement to participate in research based on a full understanding of the procedures, risks, and benefits (Blackstone 2021). We also described how we protect their privacy by not collecting individual identifiers in the survey, such as names, contact numbers, or other personally identifiable information. Finally, we provided information about whom to contact for additional information about the research or participants' rights. 

To encourage student participation, we gave away $20 gift cards to Amazon, VISA, or the college bookstore (winners' choice) to twenty randomly selected students who completed the survey and entered the drawing. To enter the drawing and keep names completely separate from survey responses, participants had to send an email to our professor's email address and put "Drawing" in the subject line.


Results and Discussion

Our analysis focuses on the beneficial effects of student employment on academics, represented through the transferable skills students gain through their jobs, and we studied the detrimental effects by exploring different negative impacts, such as work-related stressors and missing assignments due to work. We used univariate analysis to examine our dependent variables: Transferable Skills, GROW Program, Negative Academic Impact, and Work-Related Stressors. We also conducted a bivariate statistical analysis of these indices for each of these variables, examining possible relationships with respondent demographics such as gender, race and ethnicity, and international/domestic student status.

Univariate Analysis

Research Question 1: To what extent has students’ St. Olaf "focus job" helped them gain skills related to academics?

We analyzed the extent to which students viewed the skills gained through their jobs (including their St. Olaf “focus job”) as helping them in academic work. More than two-thirds of respondents agree (strongly or somewhat) that the skills gained in their jobs have helped them in their academics (70.2%, or 35.9 + 34.3), and less than 10% disagree (strongly or somewhat) with the statement. Most students feel positive about the impact that their job skills have on their academic work, as shown in Table 1 below. 

Table 1. Skills Gained through Jobs (including St. Olaf “focus job”) Help in Academic Work
	
	Strongly disagree
	Somewhat disagree
	Neutral
	Somewhat agree
	Strongly agree

	The skills I gain through my jobs (including my St. Olaf “focus job”) help me in my academic work.
	3.3%
	6.6%
	20.0%
	34.3%
	35.9%



To help us better understand the importance of work stud, we asked respondents to consider the skills which they may have gained through their job and which can be applied to their academics, as shown in Table 2 below. 

Table 2. Transferable Skills Gained from “Focus Job” and Related to Academics
	Skill
	Not At All
	To a Small Extent
	To a Moderate Extent
	To a Large Extent
	To a Great Extent

	Oral Communication
	  5.2%
	14.6%
	18.8%
	27.2%
	34.3%

	Written Communication
	19.5%
	20.6%
	20.8%
	15.6%
	23.5%

	Problem Solving
	  5.2%
	10.7%
	22.9%
	29.4%
	31.9%

	Collaboration with Peers
	11.1%
	16.2%
	25.6%
	25.0%
	22.1%

	Collaboration with Supervisor
	  3.6%
	13.2%
	25.0%
	29.8%
	28.3%

	Time Management
	  6.1%
	14.2%
	29.5%
	28.9%
	21.3%

	Managing Conflicts
	11.5%
	18.8%
	24.5%
	20.5%
	24.7%

	Organization
	  6.9%
	13.8%
	31.0%
	25.4%
	22.9%



Most respondents reported that they had gained each skill at least to a moderate extent through their job. More than half have gained oral communication skills (61.5%, or 27.2 + 34.3), problem solving skills (61.3%, or 29.4 + 31.9), improved ability to collaborate with supervisors (58.1%, or 29.8 + 28.3), and time management skills (50.2%, or 28.9 + 21.3). In addition, nearly half gained in organization skills (48.3%), collaboration with peers (47.1%) and skills for managing conflicts (45.2%), and more than one-third experiencing growth in written communication (39.1%). With that in mind, we can conclude from our data that at least a majority of students in work-study jobs are learning skills from their jobs that transfer to their academic work. 

We created the Index of Transferable Skills Related to Academics by combining respondent scores for each of the skills shown in Table 2. The index range is 0 to 32 and the midpoint is 16. A score of 0 would indicate that a respondent did not see any growth in any of the skills, and a score of 32 would mean that  the respondent answered “to a great extent” for each skill. Figure 1, below, shows the distribution of the frequency of the index scores. 

Figure 1. Index of Transferable Skills Related to Academics
[image: ]
As Figure 1 shows, the median index score is 20, indicating the score where the middle data point is located, and the mean is 19.57. The data are clustered slightly to the right (left skew), with a majority of 59.5% of respondents having scores above the midpoint of the index, indicating that, overall, they had gained transferable skills to at least to a moderate extent. However, more than one-quarter of respondents (29.5%) scored below the midpoint, indicating that they were seeing, overall, a little to no gain in transferable skills from their work-study job.


Research Question 2: To what extent has GROW helped students with transferable skills related to academics?

We asked respondents who had been involved in the GROW program about the extent to which it has helped them with the skills and other items listed in Table 3. below (“To what extent has GROW helped you with these things?”) 


Table 3  GROW’s Helpfulness for Gaining, Using, and Seeing Transferable Skills Related to Academics
	
	Not 
at all
	To a small extent
	To a moderate extent
	To a large extent
	To a great extent

	
	
	
	
	
	

	See connections between my job and my studies
	10.9%
	9.4%
	17.2%
	21.9%
	40.6%

	Improve writing and oral communication skills
	14.1%
	12.5%
	14.1%
	14.1%
	45.3%

	Use critical thinking skills for solving problems
	7.9%
	9.5%
	12.7%
	25.4%
	44.4%

	Develop time management skills
	9.5%
	7.9%
	17.5%
	25.4%
	39.7%

	Gain multicultural competence
	12.7%
	15.9%
	20.6%
	17.5%
	33.3%

	
	
	
	
	
	



As Table 3 shows, most of the 83 GROW participants who responded to these items reported that the program was helpful. More than half of the participants reported that GROW has helped them from a large to a great extent to see connections between their jobs and their studies (62.5%, or 21.9 + 40.6), improve their writing and oral communication skills (59.4%, or 14.1 + 45.3), use critical thinking skills for solving problems (69.8%, or 25.4 + 44.4), and develop time management skills (65.1%, or 25.4 + 39.7). At the same time, for each of the items, between 17.4% (time management skills) and 28.6% (multi-cultural competence)  of the participants reported that GROW didn’t help them at all or only helped to a small extent. Nonetheless, the data provide evidence that, overall, GROW helps students gain transferable skills related to academics. 

We created an index for the transferable skills listed in Table 3, by combining participants’ scores of those items. Figure 2 shows the distribution of the frequency of the scores. which range from 0 to 20, where 0 means GROW is not helpful at all with the transferable skills related to academics, and a score of 20 means that a respondent reported to find the program helped to a great extent for all of the items in Table 3. 



Figure 2. Helpfulness of GROW to Identify Transferable Skills Related to Academics
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The median of the index is 15 and the mean is 13.54. As the figure shows, he distribution of the scores is asymmetrical, with the data is skewed to the left, indicating that respondents are more likely than not to consider GROW helpful. While 23.8% of respondents perceive GROW as helpful to a great extent for all of the items in Table 3 (score of 20), we can also see that the scores range all the way down to zero, where 6.3% report that it has not helped them at all with any of the items we asked about. 


Research question 3: To what extent are student employees negatively impacted on their academics by their work?
 
Many of our respondents reported that their work had a negative impact on different dimensions of their academics, as shown in Table 4 below. 

Table 4. Negative Impacts on Academics related to Work
	Negative Impact
	Not at all
	To a small extent
	To a moderate extent
	To a large extent
	To a great extent

	I have missed office hours
	47.6%
	21.8%
	18.3%
	  7.5%
	4.7%

	I have missed a tutor or supplementary instruction (SI) section
	54.1%
	16.0%
	12.4%
	11.9%
	5.9%

	I have missed group meetings for group projects
	70.6%
	17.3%
	  8.1%
	  3.4%
	0.7%

	I have missed assignment deadlines
	75.9%
	14.2%
	  5.8%
	  3.5%
	0.6 %

	I have been unable to complete my homework
	58.8%
	24.3%
	10.5%
	  4.1%
	2.2%

	I have missed sleep which has hindered my focus in class
	54.6%
	22.4%
	11.4%
	  6.5%
	5.1%

	I have missed meals which have hindered my focus in class
	55.0%
	20.8%
	11.8%
	  7.1%
	5.3%





Nearly one-third of respondents reported that their work had negatively impacted them, to at least to a moderate extent, in terms of their attendance at office hours (30.5%, or 18.3+7.5+4.7) and their attendance at tutor or supplementary instruction (SI) sessions (30.2%, or 12.4+11.9+5.9). Likewise, close to one-quarter of respondents reported that their work caused them to miss sleep, which had hindered their focus in class, to at least a moderate extent (23%, or 11.4+6.5+5.1), and to miss meals (24.2%, or 11.8+7.1+5.3). At the same time, most of the respondents reported that their work had either no impactor or only a small impact on missed assignment deadlines (90.1%, or 75.9+14,2), being unable to complete their homework (83.1%, or 58.8+24.3), and missing group meetings for group projects (87.9%, or 70.6+17.3). Although the results in Table 4 vary across the negative academic impact items, the data provide compelling information on the detrimental effects student work has and can have on students’ academics.

In order to determine the overall extent to which students’ academics are being impacted by their jobs, we calculated an index of negative academic impacts by combining respondents’ scores for all of the items in Table 4. Figure 3 shows the distribution of the frequency of the index scores. The index scores range from 0 to 28, where 0 means no negative impacts on academics from work for any of the items we asked about, and a score of 28 means that the respondent answered “to a large extent” regarding all of the negative academic impacts shown in Table 4. 

Figure 3. Index of Negative Academic Impacts (7 items; median = 3)
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The median of the data shown in Figure 3 is 3, and the mean is 4.91. The data are skewed to the right, suggesting that the majority of respondents lean towards lower scores which indicate low negative academic impacts. On the other hand, 8.4% of respondents have a negative impact on academics score of 14 or higher, which is at or above the index midpoint. This 8.4% of respondents represent a concern because their score indicates that their work is impacting their academics negatively, to at least to a moderate degree and in some cases to a great extent.



Research Question 4: To what extent are student employees experiencing stress due to their work? 

Many respondents reported that aspects of their work caused them stress, as shown in Table 5 below. Nearly three-quarters reported that their engagement at work was minimal (“To a small extent”) or nonexistent (72.2%, or 32.4+39.8). More than half reported feeling exhausted after work at least to a moderate extent (54.8%, or 35.5+12.5+6.8), and more than one-third reported experiencing burnout at their work at least to a moderate extent (45.6%, or 31.1+9.4+5.1). At the same time, more than half of respondents have experienced burnout at work to only a small extent or not at all (54.4%), and the same is true of nearly half of respondents regarding feeling exhausted after work (45.1%). Nevertheless, the data provide compelling evidence that a considerable portion of student workers are experiencing stress – sometimes to a great extent – due to their work.
 
Table 5. Stressors related to work
	Stress Item
	Not 
at all
	To a small extent
	To a moderate extent
	To a large extent
	To a great extent

	Feel engaged at work
(reverse-worded and reverse-coded)
	32.4%
	39.8%
	19.9%
	  4.9%
	2.9%

	Burnout at work
	23.0%
	31.4%
	31.1%
	  9.4%
	5.1%

	Exhaustion after work
	17.0%
	28.1%
	35.5%
	12.5%
	6.8%


 
We calculated an index of job stresses by combining the scores for the items in Table 5: engagement at work (for which we scored “not at all” as a 4 and “to a great extent” as a 0), burnout at work, and exhaustion after work. Figure 5 illustrates the distribution of the frequency of the index scores. The midpoint of this index is 6, and the scores range from 0 to 12, where 0 means no stress derived from work (on these three dimensions) and a score of 12 means that a respondent reported maximum stress from each of the three items. 

Figure 4. Index of Job Stress (3 items; median = 4)
[image: ]

Although 57.4% of respondents reported a stress score of 4 or lower, 29.6% of respondents reported a stress score of 6 or higher, which suggests moderate to high  stress related to work. Nearly 30% of respondents report disturbing levels of stress from their work.  


Open-ended Responses

We also asked the respondents to report any additional negative impacts from work by asking the open-ended question, “Are there other ways in which your work schedule has negatively impacted your academics? If yes, please briefly explain.” A total of 87 students responded with additional information about negative impacts from work. The examples below illustrate the wide range of negative impacts and their work-related causes:

It is so hard to get people to substitute for shifts, so it’s hard to make my schedule work when last minute meetings come up

It just adds another element of stress on an already incredibly stressful thing (school). That being said, since the cost of school is so great, I feel that there is no other option.

These days I just need more time for school work, and working a shift that specific day is just inconvenient when the workload/deadlines are a lot, especially now since people rarely pick up other people’s shifts.

My job is very much work when I can, so I don’t have a set time when I’m supposed to work. I find it stressful to try to balance school and work when it’s not a set schedule, and that makes Fridays and weekends busier with work things.

Employers expecting 100% of my focus, effort, and energy when they know I have two other jobs, grad school applications, and schoolwork to do. very stressful

I feel overwhelmed and have missed meals. I have to quit my job bc the there's no one available to work the shift that is negatively impacting my schedule.

I am unable to do homework during downtime at my job. I also am so exhausted afterwards that I don't have the energy to do homework, but because working takes up so much of my day, my only option is to do it afterwards. Additionally, because I have to complete my homework all after work, I mostly have to do it in large chunks which hinders my ability to focus, as I work best taking short breaks throughout the day.

I am unable to participate in club soccer, which is pretty heartbreaking. Still, I really like my job, and I need the money

Sometimes, I sign up for days I thought I would be free because I did not want my spot to be taken. Therefore, I sign up earlier. As the day comes closer, my teacher might give me an assignment due date. Then, it kind of messes up my work and academics.

Though I have not missed any deadlines, I feel tired as I do not get enough rest during the day or night.

Responses like the examples above helped us  make recommendations to help students feel less overwhelmed by work and classes. (See the recommendations in our conclusion.) Respondents made important points about direct negative impacts on their academics and indirect impacts due to direct negative effects on their mental and physical health. 




Bivariate Analysis

To better understand students’ experiences with negative academic impacts from work-study, we examined the relationships between each of the indexes discussed in the univariate analysis above and other variables such as student gender, international/domestic status, race and ethnicity, and first-/continuing-generation status. We used Mann-Whitney U Tests and Kruskal-Wallis H tests to identify statistically significant relationships between these variables. 

Transferable Skills Related to Academics

To examine the relationship between work-study gains in transferable skills related to academics (the index) and student demographics, we first ran a set of Mann-Whitney U tests, as shown in Table 6 below. We found no statistically significant relationships between  the index and gender, international/domestic status, first-/continuing-generation status, or race and ethnicity (p>.05). 

Table 6. Transferable Skills Related to Academics and Student Demographics
	Student Demographic and Group
	Group 1 Mean Index Score
	Group 2 Mean Index Score
	Mann-Whitney U  Test Score
	p-value 

	Gender (binary only)
1= Female 2= Male
	14.6
	14.82
	19382.50
	.818

	International/domestic status
1= International 2= Domestic
	16.02
	14.41
	11240.000
	.058

	First/Continuing Generation
1=First 2= Continuing
	15.31
	14.46
	17859.50
	.126

	Race and Ethnicity (Aggregated)
1= BIPOC 2= White
	15.43
	14.40
	20143.500
	.098


(See Appendix B: Table 1.1 through Table 1.4, for complete tests information) 

To compare Transferable Skills Gained for Academics through a Focus Job across year in school, we calculated using the Kruskal-Wallis H-Test, as shown in Table 6.1 below, and found statistically significant differences (H(3)= 13.151, p = .004).  First-Year and Sophomore students are less likely to gain transferable skills from their focus job than Seniors. The prior studies that we reviewed provided no information about year in school having an impact on growth in transferable skills, so this provided new information. Based on this result, we recommend that the college take action to help the younger class years gain more from their work-study jobs. 

Table 6.1. Transferable Skills Gained Related to Academics and Year in School 
	Student Demographic
	Kruskal-Wallis H Test Score
	p-value 

	Year in School
	13.151
	.004


(See Appendix B: Table 1.5 for complete test information) 


GROW conversations and Transferable Skills related to Academics 

We previously analyzed GROW participation and the extent to which the program helps students identify, gain, and use transferable skills related to academics. We are now interested in exploring if GROW is more positively associated with some demographic groups of students than with others. We conducted four Mann-Whitney U-tests to compare the scores of these binarized demographics among respondents on indices measuring the extent to which GROW program helps students to identify transferable skills related to academics, as shown in Table 7. 

Table 7.Transferable Skills through GROW Related to Academics and Demographics
	
Demographic and group
	Group 1 Mean
Index Score
	Group 2 Mean
Index Score
	Mann-Whitney U score
	p-value

	Gender (binarized): 
1= Female; 2 = Male
	29.17
	30.75
	261.00
	.771

	First/Continuing Generation: 
1 = First generation; 2 = Continuing Gen.
	36.27
	31.10
	239.00
	.390

	International/domestic status:
1 = International; 2 = Domestic 
	37.75
	30.36
	262.50
	.179

	Race and Ethnicity (binarized):
1 = BIPOC, including bi-/multi-racial/ethnic; 2 = White
	34.98
	26.34
	300.50
	.054


(See Appendix B: Table 2.1 through Table 2.4 for complete tests information) 

As shown above, we found no statistically significant relationship between GROW helpfulness and any of the demographics we examined (p>.05). Therefore, we conclude that the program has positive effects for most students who have had GROW conversations, regardless of students’ gender, generation, international/domestic status, and race and ethnicity.

We also ran a Spearman’s correlation to measure the relationship of GROW helpfulness and GPA and found a negative weak statistically significant relationship between these two variables (r = -.233; p < 0.05) (see table 2.5 in Appendix B). In other words, the higher the score of the GROW Index, the lower the GPA scores and vice versa, but  the correlation is so small and weak that it may not be meaningful to translate it to recommendations and action. 

To further explore GROW participation, we examined the possible relationship between job category and having GROW conversations with supervisors, as shown in Table 7.1 below. 

Table 7.1. GROW Participation and Job Category
	Job Category
	Participated in GROW conversations with a St. Olaf Supervisor

	Educational 
(TA, SI, tutor, grader, etc.)
	13.4%

	Student Services 
(SOAR leader, PC Peer Advisor, WC Peer Educator, JC/RA, etc.)
	20.5%

	Special Skills 
(MarCom writer/photog., DISCO, IT Help Desk, etc.)
	14.3%

	Administrative
(Academic or Admin. Dept. support, front desk, Security, Tostrud, etc.)
	8.3%

	Food Services 
(Bon App., Stav, Cage, Pause kitchen)
	6.1%



As shown in the table, only 6.1% of students workers in food services reported participation in GROW conversations, as compared to 20.5% of respondents in student services jobs. Student participation in GROW in other types of jobs range from 8% to 14% approximately. We also ran a chi-square test of independence and a Cramer’s V test, and found that there is a small, statistically significant relationship between GROW Participation and Job categories (X2 = 10.511, Cramer’s V=.148, p < .05) (See Table 2.6 in Appendix B), indicating that there are some types of jobs that are more likely to have GROW conversations between employers and employees than others.

Negative Impacts on Academics Related to Work 

Our univariate analysis examined how students’ work schedules – total hours and timing of shifts – negatively impacted certain dimensions of their academics (Table 4). We found compelling data (see Figure 5) that brought concern over a portion of student workers, who reported experiencing, to at least to a moderate extent, negative academic impacts. This is similar to the results from Neyt et al., whose literature review of 55 studies found that 86% of the studies revealed that student employment is detrimental to students’ academics (2019). However, methodological weaknesses, limitations, and biases led some studies’ results to highlight only the detrimental effects of student employment. Among the most common methodological limitations, Neyt et al. emphasized the lack of some studies to control for confounder variables like students’ heterogeneous demographics (2019). In order to account for confounding variables, we conducted Mann-Whitney U tests to compare the scores of binarized demographic groups on our Index that measures work-related negative impacts on academics, as shown in Table 8 below.

Table 8. Index of Negative Academic Impacts  and Student Demographics
	Demographic and Group
	Group 1 Mean Index Score
	Group 2 Mean Index Score
	Mann-Whitney 
U score
	P-value

	Gender (binarized only)
1= Female 2= Male
	4.42
	4.41
	8688.500
	.679

	International/Domestic Status
1= International 2= Domestic
	6.41
	4.61
	4366.000
	.021*

	 First generation/continuing generation
1=first 2=continuing
	5.88
	4.52
	7357.500
	.125

	Race and Ethnicity (binarized only)
1= BIPOC 2=White
	4.95
	4.60
	8943.000
	.925


(See Appendix B: Table 3.1 through Table 3.4, for complete tests information) 

The Mann-Whitney U-tests reported in Table 8 found no statistically significant difference between the scores of the two groups within each demographic category (p>.05). In other words, female and male students do not have different levels  of work-related negative impacts on their academics, and the same holds true for BIPOC and white students, and first- and continuing-generation students. 

We also calculated a Spearman’s rho correlation coefficient (see Appendix B, table 3.5) to consider the relationship between our Index of Negative Academic Impacts and year in school (first-years, sophomores, juniors, and seniors). We found a weak, nonsignificant correlation (r = .067, p>.05); that is, the degree of work-related negative impacts on students’ academics is not linked to their class year.

Regarding the concerns of Neyt et al. (2019) about not considering students’ heterogenous demographics, our results suggest that the demographics of gender, race and ethnicity, and first-/continuing-generation do not appear to mediate the negative academic impacts from student employees’ campus jobs (e.g., employment often hinders their ability to attend office hours, meet assignment deadlines, and get enough sleep, all items displayed in Table 4, regardless of these demographics). As one student worker asserted in regard to their job: 

“Lack of time to just do homework well and focus because of my constantly busy schedule … I might finish the assignment, but I don’t feel like I retain much while doing homework at my job.”
 
However, as Table 8 shows, the Mann-Whitney U-test comparing the scores of international students and domestic students on the Index of Negative Academic Impacts found a statistically significant difference between the two groups (U=4366.000, p<.05). The average score of international students is considerably higher (6.41) than the average for domestic students (4.61). In other words, student employment is negatively impacting the academics of international students to a greater degree. Certainly, international students are more likely to experience a negative multiplier effect on their academics whenever their time available outside of class is compromised to other activities like work. For most international students English is not their first language, so they need to commit more time to complete assignments. 
 
Student Stress Related to Work 

We also examined the relationship between work-generated stress and student demographics. As Table 9 shows, we conducted Mann-Whitney U-tests to compare the scores of binarized demographic categories on our Index of Work Stresses. The Mann-Whitney U tests found no statistically significant difference between the scores of the two groups within each demographic category (p>.05). In other words, gender, race and ethnicity, first-/continuing-generation status, and domestic/international status do not appear to be related to the stress students experience from their work-study jobs. 
 
Table 9. Index of Job Stresses and student demographics 
	Demographic and Group
	Group 1 Mean Index Score
	Group 2 Mean Index Score
	Mann-Whitney U score
	P-value

	Gender (binarized only)
1= Female 2= Male
	4.23
	3.87
	17865.500

	.128

	International/Domestic Status
1= International 2= Domestic
	3.78
	4.15
	12439.000
	.576

	 First generation/continuing generation
1=first 2=continuing
	3.92
	4.15
	18268.500

	.235

	Race and Ethnicity (binarized only)
1= BIPOC  2=White
	3.86
	4.19
	20969.000
	.377


(See Appendix B: Table 4.1 through Table 4.4, for complete tests information) 

We also calculated a Spearman’s rho correlation coefficient to explore the relationship between stress level and class year (first-years, sophomores, juniors, and seniors). We found a weak, nonsignificant correlation (r=.066, p>.05), indicating no linear correlation between the two variables; that is, the degree of stress derived from work does not change significantly across the class year of students.

Further investigation needs to examine which specific aspects of jobs are triggering the negative impacts on students’ academic dimensions and stress levels. Some aspects might be job type, inflexible work schedules, and work environment with supervisors and peers. 



Job category related to Negative Academic Impacts

We examined the relationship between job category and negative academic impacts to find out whether students in some job types experienced higher or lower negative impacts. A Kruskal-Wallis H-Test showed statistically significant differences in means across job categories (H(4)=19.144, p<.001). As shown in Table 10, students working in Food Services reported the highest average scores (8.69) on the Negative Academic Impacts Index while students working in Student Services reported the lowest average scores (3.43). The average score of Food Services workers is much higher than for students in all of the other categories and more than twice as high as the average score for Student Services workers. 

Table 10.Negative Academic Impacts Index and Job Categories 
	Job Category
	Mean Negative Academic Impacts Index Score
	s.d.

	Educational
	4.67
	4.439

	Student Services
	3.43
	4.997

	Special Skills
	4.45
	5.239

	Administrative
	4.54
	5.282

	Food Services
	8.69
	7.020




Job Category Related to Index of Job Stresses 

Finally, we also examined the relationship between job category and student stress levels to find out whether students in some job types experienced higher or lower stress levels. A Kruskal-Wallis H-Test showed statistically significant differences in means across job categories (H(4)=48.481, p<.001). As shown in Table 11, students working in Special Skills jobs (5.56) reported the lowest average scores on the index, followed closely by students working in Student Services, while students working in Food Services reported the highest scores (10.59), nearly twice as high as students in Special Skills jobs.

Table 11. Job Stresses Index and Job Categories 
	Job Category
	Mean Job Stresses Index 
(5 Skills) Score
	s.d.

	Educational
	6.68
	3.285

	Student Services
	5.85
	3.122

	Special Skills
	5.56
	3.237

	Administrative
	6.81
	3.550

	Food Services
	10.59
	4.325



Food service workers have the highest scores on the indices of stress level and negative academic impacts (see Tables 10 and Table 11). Food  service jobs are physically demanding, student workers cannot engage in other activities while working, and the current labor shortage makes shift schedules highly inflexible for workers. Likewise, food service workers have a heavier workload as they make up for the untaken shifts due to the current labor shortage. Hence, these workers were the most likely to have answered to a moderate and to a great extent when asked the degree to which their job was negatively affecting their academics and stress levels. 




Strengths and Limitations of the Study 

Our research had many strengths. First, our response rate was large enough to enable us to generalize from our results to  the St. Olaf student worker population overall. Second, we (the researchers) are all full-time students who are part of the St. Olaf community and have on-campus jobs; Nazareth is a Spanish conversation facilitator, Kate works in the Music Library, and Cristian is a JC in a First Year dorm. All of us have an understanding of the relationship between work and academics in our community that provided crucial insight into the questions we asked in the focus group, the creation of the survey, and the recommendations we made to the client (see our conclusion). 

Several limitations provided challenges for our research as well. The main limitation was the time limitation; we had a single semester in which to complete the review of literature, focus group discussion, creation of the survey, analysis of data, and presentation of the synthesized data for the clients. The survey was set to all student workers on the St. Olaf campus on November 9th, which meant that the class only had 11 weeks to prepare and construct the survey. This also created a limitation in how well respondents were able to answer the survey questions, because First Year students would only have been at their job for a couple of months before being asked to reflect on the impacts of their on-campus job. Our data about transferable skills gained during an on-campus job for academics showed that First Years and Sophomores were less likely to see growth, which may be impacted by the amount of time the students had been able to actually spend at their job. Another limitation of the study is that the student demographic of race and ethnicity was aggregated into White and BIPOC, and gender was binarized into Male and Female. This is a problematic practice because it neglects those students who are outside of the binarized gender categories, and it groups all non-white identifying people into one umbrella category of dissimilar groups. The only reason that this was done in our research was to enable us to conduct valid statistical tests, because the percentages for each separate non-white racial and ethnic category and for non-binary students would have been too small to conduct valid tests. 
 

Conclusion

Our analyses indicate that student employment at St. Olaf is both beneficial and detrimental to students’ academics. It is hard to determine if the negative effects outweigh the positive ones or vice versa. We found that even though the majority of respondents across all student demographics experience little to no negative academic impacts, about 8.4% of students experience alarming negative academic impacts from their work. In particular, international students are of great concern since this group appears to be negatively impacted to a much higher degree than their domestic counterparts. Furthermore, there is at least one-quarter of students who experience work-related stresses from moderate to high levels. At the same time, most respondents agreed that they were gaining skills that could be transferred to their academics. Regarding the GROW program at St. Olaf, the respondents who participated in GROW conversations with their supervisors, reported that the program helped them identify skills that were transferable to their academics. Further investigation needs to examine which specific aspects of jobs trigger the negative impacts on academics and stress levels while considering which aspects give students the most skills useful to academics. In the case of St. Olaf, food service workers experience the highest levels of negative academic impacts and stress levels. Food service jobs also are the least likely to provide students with skills that can be transferred to their academics. 


Recommendations

Based on our findings and literature review, we have five recommendations for the college to help improve the work-study program and the impact it has on students’ academics. The following recommendations cover topics such as one-on-one conversations between student workers and supervisors, shift flexibility, and new job positions. 

1. Encourage GROW conversations between employers and employees to help student workers identify the skills they gain from their job, especially those that are applicable to their academics. The skills may include but are not limited to those we studied, such as time management, writing and oral communication. Our analysis of GROW index showed that most respondents who participated in GROW found it beneficial. St. Olaf must train supervisors and provide the tools for them to participate in this program or simply in its practices. GROW serves as a magnifying glass for students to see the connections between their work and academics that are not always easy to identify.

2. Give students in all job positions the option to miss or change a shift once a month, whenever the student considers it necessary, in order to accommodate students’ academic needs. As one respondent expressed: “because of the shifts, I had to study in the late evening [which] I find less effective.” In our focus group, some students explained that their morning is usually dedicated to classes, while in the afternoon, they work, leaving a few left hours late at night to do their homework. Therefore, allowing student-workers to miss or change shifts will help them allocate appropriate hours to their academic needs. 

3. Open job positions for incoming international students that offer them the option of allocating part of their work time to academic tasks. Our findings demonstrated that international students are significantly more negatively affected by student employment than domestic students. Opening  study-friendly jobs to them will help with their adaptation while still enabling income-earning, thus reducing extra work-related stresses. 

4. Work with Bon Appetit and The Pause Kitchen to help them manage their student work programs to improve shift flexibility, wages, and workload due to labor shortage. Since students in food services are the most negatively affected by job category, the college must pay closer attention to this group and help food services employers and supervisor provide them with a better work experience.

5. Increase the pay for student workers so they can work fewer hours and focus their efforts on their academics instead of risking becoming too stressed and unable to focus on their classes. As one of our respondents wrote: “because we are paid so little, I have to work more hours than is sustainable for an academic setting.” If the wages were higher, students could dedicate more time to their studies which is their primary reason for attending college. 
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Appendix A: Survey Questions and Response Categories 

Index of Transferable Skills: To what extent has your St. Olaf “focus job” helped you gain these skills? 
	Indicators: 
· Organization 
· Collaboration with peers 
· Collaboration with supervisors 
· Time management 
· Oral communication 
· Written communication 
· Problem solving 
· Managing Conflicts 
	Possible Responses: 
· To a great extent 
· To a large extent 
· To a moderate extent 
· To a small extent 
· Not at all 

Skill importance: Please indicate your level of agreement or disagreement with the statements below
	Statement: 
· The skills I have gained through my jobs (including my St. Olaf “focus job”) help me in my academic work.
	Possible Responses:
· Strongly agree
· Somewhat agree
· Neutral
· Somewhat disagree 
· Strongly agree 

Index of Negative Academic Impacts: This semester so far, to what extent has your work schedule -- the total hours and the timing of your shifts for your St. Olaf "focus job" and other jobs if you have them -- negatively impacted your academics? (Choose "Not applicable" below if, for example, you have had no scheduled group meetings or tutor or SI sessions.)
	Indicators: 
· I have missed office hours 
· I have missed a tutor or supplemental instruction (SI) section 
· I have missed group meetings for group projects 
· I have missed assignment deadlines 
· I have been unable to complete homework 
· I have missed sleep which has hindered my focus in class 
· I have missed meals which has hindered my focus in class 
	Possible responses:
· To a great extent 
· To a large extent 
· To a moderate extent 
· To a small extent 
· Not at all 
· Not applicable 

Index of Stress Levels: How often do you experience these things in relation to your St. Olaf “focus job”? 
	Indicators: 
· I feel “engaged “ at work (positive and fulfilled) 
· I experience “burnout” at my job (such as feelings of exhaustion, cynicism, and reduced effectiveness at work) 
· I feel exhausted when I leave work 
	Possible responses:
· Always or almost always 
· Most of the time 
· Sometimes 
· Seldom 
· Never or almost never 

Index of GROW helpfulness to Identify Skills Related to Academics: To what extent has GROW helped you with these things? 
	Indicators: 
· See connections between my job and my studies 
· Improve writing and oral communication skills 
· Use critical thinking skills for problem-solving 
· Develop time management skills 
· Gain multicultural competence 
	Possible responses: 
· To a great extent 
· To a large extent 
· To a moderate extent 
· To a small extent 
· Not at all 




Appendix B: Bivariate Analysis 

Table 1.1 Index of Transferable Skills Gained and Gender (binarized)
[image: ]
Table 1.2 Index of Transferable Skills Gained and International/Domestic Status 
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Table 1.3 Index of Transferable Skills Gained and First/Continuing Generation 
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Table 1.4 Index of Transferable Skills Gained and Race and Ethnicity (Binarized) 
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Table 1.5. Index of Transferable Skills Gained and School Year 
	Test Statisticsa,b

	
	Transferable Skills Index (8 items)

	Kruskal-Wallis H
	13.151

	df
	3

	Asymp. Sig.
	.004



Table 2.1 Index of Transferable Skills Through GROW and Gender (binarized)
	Test Statisticsa

	
	Transferable Skills through GROW related to Academics Index (5 items)

	Mann-Whitney U
	431.000

	Wilcoxon W
	551.000

	Z
	-.156

	Asymp. Sig. (2-tailed)
	.876

	a. Grouping Variable: Gender (Binary Only)




Table 2.2 Index of Transferable Skills Through GROW and First/Continuing Generation  
	Test Statisticsa

	
	GROW Index (3 items)

	Mann-Whitney U
	621.500

	Wilcoxon W
	2451.500

	Z
	-.092

	Asymp. Sig. (2-tailed)
	.927

	a. Grouping Variable: International/Domestic Status



Table 2.3 Index of Transferable Skills Through GROW and International/Domestic Status 
	Test Statisticsa

	
	GROW Index (3 items)

	Mann-Whitney U
	621.500

	Wilcoxon W
	2451.500

	Z
	-.092

	Asymp. Sig. (2-tailed)
	.927

	a. Grouping Variable: International/Domestic Status





Table 2.4 Index of Transferable Skills Through GROW and Race and Ethnicity (binarized) 
	Test Statisticsa

	
	GROW Index (3 items)

	Mann-Whitney U
	557.000

	Wilcoxon W
	1503.000

	Z
	-1.208

	Asymp. Sig. (2-tailed)
	.227

	a. Grouping Variable: Race and Ethnicity, Aggregated (2 categories)



Table 2.5 Index of Transferable Skills Through GROW and GPA
[image: ]

Table 2.6 Index of Transferable Skills Gained and Type of Job 
	Chi-Square Tests

	
	Value
	df
	Asymptotic Significance (2-sided)

	Pearson Chi-Square
	10.511a
	4
	.033

	Likelihood Ratio
	10.094
	4
	.039

	Linear-by-Linear Association
	6.081
	1
	.014

	N of Valid Cases
	482
	
	

	a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 5.79.



	
	Value
	Approximate Significance

	Nominal by Nominal
	Phi
	.148
	.033

	
	Cramer's V
	.148
	.033

	N of Valid Cases
	482
	



Table 3.1 Index of Negative Academic Impacts and Gender (binarized) 
	Test Statisticsa

	
	Index of Negative Academic Impacts (7 items)

	Mann-Whitney U
	8688.500

	Wilcoxon W
	11848.500

	Z
	-.414

	Asymp. Sig. (2-tailed)
	.679



Table 3.2 Index of Negative Academic Impacts and International/Domestic Status  
	Test Statisticsa

	
	Index of Negative Academic Impacts (7 items)

	Mann-Whitney U
	4366.000

	Wilcoxon W
	46271.000

	Z
	-2.304

	Asymp. Sig. (2-tailed)
	.021



Table 3.3 Index of Negative Academic Impacts and First/Continuing Generation 
	Test Statisticsa

	
	Index of Negative Academic Impacts (7 items)

	Mann-Whitney U
	7357.500

	Wilcoxon W
	41810.500

	Z
	-1.532

	Asymp. Sig. (2-tailed)
	.126




Table 3.4 Index of Negative Academic Impacts and Race and Ethnicity (binarized)
	Test Statisticsa

	
	Index of Negative Academic Impacts (7 items)

	Mann-Whitney U
	8943.000

	Wilcoxon W
	32596.000

	Z
	-.094

	Asymp. Sig. (2-tailed)
	.925



Table 3.5  Index of Negative Academic Impacs and Race and Year in School 
	Correlationsa

	
	Index of Negative Academic Impacts (7 items)
	Year in School

	Spearman's rho
	Index of Negative Academic Impacts (7 items)
	Correlation Coefficient
	1.000
	.067

	
	
	Sig. (2-tailed)
	.
	.227

	
	Year in School
	Correlation Coefficient
	.067
	1.000

	
	
	Sig. (2-tailed)
	.227
	.



	a. Listwise N = 328





Table 4.1 Index of Job Stresses and Gender (binarized) 
	Test Statisticsa

	
	Job Stresses Index (3 items)

	Mann-Whitney U
	17865.500

	Wilcoxon W
	24420.500

	Z
	-1.522

	Asymp. Sig. (2-tailed)
	.128



Table 4.2 Index of Job Stresses and International/Domestic Status 
	Test Statisticsa

	
	Job Stresses Index (3 items)

	Mann-Whitney U
	12439.000

	Wilcoxon W
	14150.000

	Z
	-.559

	Asymp. Sig. (2-tailed)
	.576



Table 4.3 Index of Job Stresses and First/Continuing Generation 
	Test Statisticsa

	
	Job Stresses Index (3 items)

	Mann-Whitney U
	18268.500

	Wilcoxon W
	23021.500

	Z
	-1.187

	Asymp. Sig. (2-tailed)
	.235



Table 4.4 Index of Job Stresses and Race and Ethnicity (binarized)
	Test Statisticsa

	
	Job Stresses Index (3 items)

	Mann-Whitney U
	20969.000

	Wilcoxon W
	29354.000

	Z
	-.883

	Asymp. Sig. (2-tailed)
	.377



Table 4.5 Index of Job Stresses and Year in School 
	Correlationsa

	
	Job Stresses index (3 items)
	Year in School

	Spearman's rho
	Job Stresses index (3 items)
	Correlation Coefficient
	1.000
	.066

	
	
	Sig. (2-tailed)
	.
	.140

	
	Year in School
	Correlation Coefficient
	.066
	1.000

	
	
	Sig. (2-tailed)
	.140
	.





Appendix C: Coding for Open-ended Question “Are there other ways in which your work schedule has negatively impacted your academics? If yes, please briefly explain.”

	Themes in the data 
	Times mentioned

	Time Conflict
a. Academic Events - llll5 ll
i. Miss Office Hours - l
b. Extracurricular activities - llll5
c. Meal times - llll5 lll
d. Run Late to Class - lll
e. Misc/Other - llll
Quote(s):
“My work schedule has negatively affected my focus in music, sports, and other extracurricular activities, causing me to drop some of them.”
“Emphasis on missing meals, especially when I have the evening shift that ends when the caf closes.”
	28 times

	Inflexibility
a. Work time/Time of shift - llll5 ll
i. Late Night - lll
b. Always on Call - ll
c. Unpredictable schedule - lll
d. Misc/Other - ll
Quote(s):
“My work schedule changes every week, so I do not have a fixed study time. For example, I cannot schedule team meetings ahead until I know what times I work the following week.”
“Because of the shifts, I had to study in the late evening that I find less effective.”
	17 times

	Stress Level
a. Burnout - llll5 l
b. Pressure and Anxiety - llll5 ll
i. Financial - llll
c. Less time for Homework - llll5 llll5 ll
i. Falling Behind - l
ii. Practice time - ll
iii. Not able to at work - ll
d. Misc/Other - l
Quote(s):
“[Work] just adds another element of stress on an already incredibly stressful thing (school). That being said, since the cost of school is so great, I feel that there is no other option.” 
“Because we are paid so little, I have to work more hours than is sustainable for an academic setting. While I still complete my work, I don’t feel I am able to put forth my best effort when I have to work 11 hours/week on top of school.”
	35 times












	Social life
a. Less Time with Friends - llll5 
b. Less Time with Family - l
c. Misc/Other - 
Quote(s):
“Reduced time available for friends, family, and relationship development.”
	6 times

	Less Rest and Relaxation 
a. Decrease Focus - llll5 l
b. Tired - llll5 
i. Physically - l
c. Less Free Time/Unwind - llll5 ll
d. Misc/Other - 
Quote(s):
“At times the stress of my work has negatively impacted my ability to focus in other classes.”
“I am exhausted from working too much which impacts my mental health and academic performance.”
	19 times

	Lack of Workers - 
a. Trouble finding subs - llll5 l
b. Misc/Other - l
Quote(s):
“It is so hard to get people to substitute for shifts, so it is hard to make my schedule work when last minute meetings come up.”
“Some days I need more time for school work, and working a shift that specific day is just inconvenient when the workload/deadlines are a lot, especially now since people rarely pick up other people’s shifts.”
	7 times

	Other - l
Quote(s):
“I get too committed to my work and get distracted from my academics.”
	1 time
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