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activates service-learning principles before, during, and after the pan-
demic. It is a narrative of the circumstances and problems encountered,
how they addressed these issues, and how they addressed problems,
resolved issues, and improved learning outcomes. The study also dis-
cussed outcomes resulting from the steps they undertook and explored
how they want to develop and enhance their courses moving forward.
In discussing their experiences, they realized that the pandemic al-
lowed them to reflect on their teaching philosophy and pedagogy,
which led to improving their teaching practices. They believe that these
improvements led to better learning outcomes. Furthermore, sharing
experiences led to discussing unique perspectives on issues and prob-
lems, providing insight on how to solve problems, resolve issues, and
improve learning outcomes.
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Introduction by uncertainty, educators used the pandemic as

The pandemic has impacted how educators
teach service-learning courses. In the Philip-
pines, the government's response to the pan-
demic forced learning to shift online, which
constrained how service-learning courses en-
gaged and interacted with communities and
beneficiaries. Despite the initial worry brought
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an opportunity to review teaching techniques
and pedagogy and make changes to ensure that
the course remains relevant, engaging, and
meaningful.

Teaching during the pandemic spurred the
review, re-evaluation, and revision of teaching
practices. The initial reaction during the early
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months was to understand how to shift from
teaching within the four walls of the classroom
to teaching within the four corners of the digital
screen. The urgency of the need led educators
to focus on short-term solutions. However, as
the pandemic progressed, educators focused
more on long-term solutions, particularly on
incorporating the advantages of online and hy-
brid learning modalities. The pandemic also
provided opportunities for educators to ex-
plore how to improve their pedagogical ap-
proaches to support learning engagement and
success.

This study shares first-hand experiences of
two educators teaching a class that integrates
and activates service-learning principles be-
fore, during, and after the pandemic. The edu-
cators reflect on the circumstances, issues, and
problems encountered, whether these are ob-
served while teaching the course or resulted
from circumstances surrounding the pandemic.
More importantly, they discuss how these cir-
cumstances, issues, and problems were ad-
dressed and the resulting outcomes. The shar-
ing of teaching and learning experiences leads
to learning and drives pedagogical develop-
ment, which contributes to theory develop-
ment and enhanced practice inside and outside
the classroom.

Why a collaborative autoethnography?

The goal of research is to help understand
observed phenomena through data. Personal
experiences are also data. When a researcher
reflects on this experience or conducts self-re-
flexivity, the result is a discourse that helps ex-
pand understanding of social phenomena
(Chang, 2013). Autoethnography may lead to
transforming mindsets and perspectives, aided
by the recollection, re-evaluation, and reflec-
tion of past experiences (Qutoshi, 2015). While
experiences differ and may not be generalized
for a large part of the population, reflecting on
experiences helps make meaning (Change,
2013; Ellis, 2009). They are also likely to stim-
ulate researchers to think further by triggering
reflection (Barley & Southcott, 2019) or finding
inspiration for future research (Change, 2013).

Despite the value of autoethnographies in
research, there remain criticisms. Autoethno-
graphic accounts tend to lack rigor, weak or

sensationalist, or even self-indulgent, leading
to questions on its contribution to theory de-
velopment or enhancing practice (Lapadat,
2017). These issues, however, are addressed by
doing a collaborative autoethnography (Lapa-
dat, 2017). A collaborative autoethnography is
a study that involves two or more researchers
sharing similar experiences to study social phe-
nomena (Chang, 2013). Collaboration leads to
the discussion of different perspectives, allow-
ing researchers to reflect on and share their ex-
periences with others and encouraging others
to ask questions that deepen the reflection, re-
sulting in a rigorous and multidisciplinary dis-
course (Hernandez et al,, 2017; Lapadat, 2017).

Autoethnographies have become popular
research tools for academics and educators.
Some used this method to share and reflect on
their experiences earning their PhDs (McPhail-
Bell & Redman-MacLaren, 2019). Others see
autoethnographies as a professional develop-
ment tool for early career educators (Yung,
2020). Still others use autoethnographics to
make sense of their teaching experiences dur-
ing the pandemic (Loo, 2023; Utoft, 2020). Au-
toethnographies may help educators under-
stand underlying motivations and causes of
their behavior, attitudes, beliefs, and values,
which impact their teaching (Barley & South-
cott, 2019). During the pandemic, educators
made use of collaborative autoethnographies
to make sense of their experiences, share the
challenges they faced, and how they overcame
these challenges (Godber & Atkins, 2021; Guy
& Arthur, 2020; Nachatar Singh & Chowdhury,
2021). Roy and Uekusa (2020) contend that
pandemic-related narratives were rich qualita-
tive data sources to help understand social phe-
nomena experienced during an unprecedented
time. More specifically, for service-learning
courses, autoethnography may be used to de-
velop deep learning competencies (Segu Odri-
ozola, 2023) and a critical communication ped-
agogical approach (Kahl, 2010).

Methodology

This autoethnographic account critically re-
flects two educators' experience teaching a ser-
vice-learning course. The research team mem-
bers collectively decided to formalize what
they consider an informal learning circle into a
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published collaborative autoethnography. Be-
ginning in the first year of the pandemic, the ed-
ucators would casually share stories from their
respective classrooms, specifically strategies
that worked for them. One educator, Anj,
teaches a service-learning course in corporate
social responsibility and governance. Autoeth-
nographies provide a platform for educators to
share relevant experiences to help develop the-
ory and enhance practice. Mond, on the other
hand, teaches marketing events and advertis-
ing events that integrate service-learning prin-
ciples. Kim, the third author, is a researcher and
writer of autoethnographies. Anj, Mond, and
Kim worked together to explore and discuss
Anj’'s and Mond’s experiences that form the
data for this study, similar to the methodology
used in Barley and Southcott (2019).

The reflection is also a retrospective intro-
spection based on memory and a legitimate
methodology of writing and discussing an au-
toethnographic account (Rod, 2011). In trans-
formative learning theory, reflection is an es-
sential step, and Qutoshi (2015) encourages
educators to embrace autoethnography as it is
one of the most suitable spaces for transforma-
tive educators and researchers to foster trans-
formative learning. Collaborative autoethnog-
raphies serve as opportunities to reflect on as-
sumptions and practices that are mutually ben-
eficial and empowering for educators who
share their experiences (Godber & Atkins,
2021). Furthermore, just as educator charac-
teristics, disposition, and teaching styles im-
pact student learning (Kirillova & Au, 2020;
Rong-Da Liang, 2021), an educator’s autoeth-
nography benefits students, too.

This collaborative autoethnography ad-
dressed some of the criticisms and challenges
raised about individual and collective autoeth-
nographies. Very few logistical challenges were
experienced. Everyone taught in the same uni-
versity, and video conferencing provided an ex-
cellent alternative to in-person meetings. Very
few relational challenges were also shared, as
relationships were established before the re-
search through the informal learning circle.
Lastly, the researchers felt that there were very
few ethical considerations for the study as it fo-
cused on examining issues faced in the class-
room and how they were addressed (Lapadat,

2017). The educators also concentrated on
their personal experiences, leaving out stu-
dents from their accounts.

The educator experience explored in this
study focused on these three main questions:
1. What circumstances, issues, or problems

did I encounter in teaching the course?

2. How did the pandemic impact my teaching?
3. HowdidIresolve the circumstances, issues,
or problems I observed?

Discussion
Anj’s story

Anj teaches a course in corporate social re-
sponsibility and governance. It is a service-
learning course conducted in partnership with
the Center for Social Action and Concern
(COSCA), the social development arm of De La
Salle University. The unit is responsible for
leading, advancing, and overseeing the promo-
tion of the Lasallian Social Development (LSD)
principles and the social formation values out-
lined in the Lasallian Guiding Principles. This
involves ensuring a comprehensive under-
standing and embodiment of these principles
among all University community members, as
well as actively participating in initiatives that
translate faith into action through dedicated
service and solidarity with marginalized com-
munities. In service learning, COSCA supports
the faculty and the students in incorporating
these principles into the academic programs. It
aids through coordination and orientation,
linking partner communities, and evaluation of
service-learning projects.

The course is a requisite for all students en-
rolled in the College of Business and is typically
attended by students in their second and third
year in college. This is also offered to first-year
students. Anj observes that there is significant
observation of maturity in projects when pro-
vided to older students. Students who enroll in
a class come from different fields of specializa-
tion within the College of Business: business
management, marketing, accountancy, applied
corporate management, and similar.

The learning objective of the class is to de-
velop an understanding of the pressing global
issues of social responsibility, sustainable de-
velopment, and corporate governance. The
principles learned from such contexts are to be
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applied to a service-learning project, which can
address the observed needs of the partner mar-
ginalized community. Projects can include ad-
vocacy activities, training and seminars, dona-
tion drives, etc.

In the course, students are expected to pro-
pose solutions to dilemmas and observed
needs of the community that are reasonably
sound and in line with sustainable develop-
ment goals and ethical principles. These solu-
tions must be communicated effectively
through presentations and interactions Owith
university stakeholders such as partner organ-
izations and DLSU organizations. These pro-
ject/s facilitate sustainable development goals
that align with the University's mission vision.

COSCA selects the partner community/or-
ganization. These partners undergo orientation
and sometimes training to make them aware of
the objectives of the University, policies, and
their roles in the curriculum.

Anj started teaching the course in 2018. She
noticed the course was packed with numerous
lectures. Her focus was on delivering the lec-
tures and grading student requirements rather
than guiding students with their capstone pro-
ject. Furthermore, she found that some/many
of the lectures needed to be more relevant. She
also found that her students felt that the work-
load was heavy because aside from the service-
learning project, they also turned in case as-
signments almost weekly and a weekly reflec-
tion paper.

The general feedback of her students was
that they needed help to see the relevance of
the course's subject matter to their field of spe-
cialization. Students often compared the course
to another with a similar learning outcome. The
problem stemmed from having too many activ-
ities, which left no time for students to reflect
on how taking the course connects with their
field of specialization. Furthermore, students
conceptualize their projects in a rush, choosing
to find what is easy and convenient, affecting
how they think about how the course relates to
their specialization.

Anj’s initial concern was shifting to an
online distance learning modality. The modal-
ity limits how the students can engage with
their partner communities and the types of
projects that they can implement. However, the

pandemic allowed Anj to update the lectures
and review the service-learning process. The
review led to a shift in the pedagogical ap-
proach, explicitly reducing the number of
course requirements and lectures and focusing
on the service-learning project instead.

She updated the lectures and reading mate-
rials that students use in the course. She re-
duced the number of weeks spent delivering
lectures from the original 12-14 weeks to 6
weeks. The remaining weeks were spent on
consultations with each project group. Stu-
dents spent more time working on their pro-
jects. Reducing the lectures meant focusing on
the most relevant and salient topics. She also
reduced the number of assessments. She
worked on striking a balance to ensure that stu-
dents develop a foundation for the subject
through lectures and assessments while
providing enough resources, particularly time
so that students deliver quality projects that
are aligned with the lessons.

Anj observed that after the pedagogical
shift, students were more likely to find a con-
nection between the course and their field of
specialization. They are beginning to under-
stand the usefulness and relevance of the
course in their learning and development.
However, Anj still feels that students need to
appreciate the full responsibility of business
and professionals to society. So, her step is to
develop her pedagogical approach so that stu-
dents broaden and deepen their understanding
of corporate social responsibility and govern-
ance.

Mond'’s story

Mond teaches marketing events and adver-
tising events. This experiential learning course
allows students to learn how to conceptualize,
organize, and activate events that incorporate
service-learning principles. The course is an
elective that marketing and advertising stu-
dents may opt to take. The learning objective of
the course is for students to develop an appre-
ciation for events as a tool not only for market-
ing and advertising but also to help solve socie-
tal problems. The expected outcomes include
two collaborative events projects: a classroom
event and a final fundraising event project. The

[JMABER

4 Volume 5 | Number 1 | January | 2024



Vergara et al, 2024 / Teaching before, during, and after the pandemic

fundraising project serves to benefit a vetted
beneficiary.

Mond started teaching marketing events
and advertising events in 2007. Initially, Mond
focused on the marketing and advertising focus
of events. In 2016, he shifted the focus of the
class and included a service-learning compo-
nent through the final event project. He intro-
duced a new concept, which he called the ripple
effect. The ripple effect, put succinctly, pro-
motes the value of doing good things for others,
no matter how small or insignificant it may
seem. However, even after introducing a ser-
vice-learning component into the final event
project, the primary focus was still on event ac-
tivation, and the service-learning aspect was
treated as a secondary focus.

Then, the pandemic struck in 2020. The is-
sue with shifting to the online learning modal-
ity for events marketing was two-fold. First, he
needed to shift the class to an online learning
modality. Second, he needed to teach an events
course relevant to the times. Most events had to
be postponed or canceled in the first year of the
pandemic due to social distancing measures
imposed to respond to the pandemic. Many
event organizers turned to activating online
events.

The pandemic became an opportunity for
Mond to reflect on his pedagogical approach.
He considered the pandemic a disorienting di-
lemma, an opportunity to transform his per-
spectives, attitudes, and behavior relating to
teaching and learning. Drawing from the trans-
formative learning theory of Mezirow (1978a,
1978b, 1991, 1996 & 1997) and operational-
ized by Slavich and Zimbardo (2012), Mond
reimagined the online classroom and imple-
mented changes to enhance student engage-
ment. This led him to focus on delivering expe-
riential lessons, which come in the form of sto-
rytelling lectures and collaborative challenged-
based projects. He also used this opportunity to
use this transformation to contribute to theory
development and to enhance practice by inte-
grating research in his classroom and publish-
ing many of his findings (Vergara, 2022, 20233,
2023b; Vergara & Vergara, 2023a, 2023b).

The pandemic also became an opportunity
for Mond to shift how he views events market-
ing, particularly on how it may be used as a tool

to contribute to resolving societal issues. The
pandemic struck during the middle of the term,
and Mond's initial problem was finishing the
term when all classes were forced to move
online. However, he felt that this problem was
inconsequential compared to the problems of
others who were impacted negatively by the
pandemic. Then he realized, why not use the
events marketing class to help people affected
by the pandemic? He shifted the final require-
ment and explained to the students how they
could benefit through a collective project. What
resulted was a collaborative project that raised
valuable resources in the form of funds, medi-
cal PPEs, and food that helped medical and lo-
gistical frontliners during the early weeks of
the pandemic.

The successful project provided an oppor-
tunity to rethink how the course could focus
more on the final project's service-learning
component. The class finals project shifted
from event activation into an online fundrais-
ing campaign to help medical and logistical
frontliners. Helping beneficiaries became the
focus of the final project and the pedagogical
shift during the pandemic. Mond observed that
after shifting tact, students felt that the learning
experience was fun and engaging and meaning-
ful.

Conclusion and Implications

On responding to the pandemic. The pan-
demic provided an opportunity to reflect on
teaching practices, review teaching approach
and philosophy, and make necessary changes
to address problems, resolve issues, and/or im-
prove learning outcomes. In the transformative
learning theory literature, the pandemic may
serve as a disorienting dilemma, which pro-
vides an opportunity for reflection and trans-
formation.

On making changes. Both educators agree
that learning outcomes improved when
changes were focused, specifically on the rele-
vance of learning materials and project re-
quirements. Both educators also agree that the
reducing the time spent on lectures and in-
creasing the time spent on project collabora-
tion, including student-teacher consultations,
resulted in improved learning outcomes. In
Anj’'s case, students developed a greater
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appreciate for the course, specifically their un-
derstanding the course’s relevance to their
field of specialization. In Mond’s case, students
found the learning experience fun, engaging,
and meaningful, which lead to positive atti-
tudes towards the course and learning in gen-
eral.

On finding ways to improve. The research
process on autoethnography, specifically the
exchange and discussion of experiences, pro-
vided another opportunity to reflect on their
teaching approach, learning principles, class-
room management practices, and pedagogy.
The educators identified similarities in their
approach and the problems encountered.

While the pandemic provided an oppor-
tunity for reflection, the educators hold th
at there is an opportunity to reflect in every
moment. Writing an autoethnography is an-
other opportunity for reflection. Reflecting on
one's learning philosophy and pedagogy may
lead to changes in teaching practices and class-
room management, significantly impacting
learning outcomes. As such, this study encour-
ages all educators to reflect and share their ex-
periences to a broader audience to develop the-
ory and enhance practice.
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