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Service-Learning (S-L) in the Philippines has been institutionalized in 2001 by the 

government through the Civic Welfare Training Service (CWTS) and Literacy Training 

Service (LTS) components of the National Service Training Program (NSTP). However, 

many studies about CWTS and LTS and other S-L initiatives have mostly delved into looking 

into student learning experiences and the formation of their socio-civic responsibility, but 

only few looked into S-L services rendered and their social impacts to communities that have 

benefitted from the service. Thus, this study addresses the gap by looking closely into the 

CWTS and LTS projects of the University of Santo Tomas (UST) and delves into the social 

impact of such projects on their partner communities. Guided by the use of participatory 

evaluation and the participation matrix, comprehensive documents review and participant 

observation covering four school years reveal that CWTS and LTS projects of UST NSTP 

focused on health, education, disaster resilience, and culture and sports development 

projects. Coupled with other various voluntary community outreach projects and S-L 

projects from other academic courses, these community development interventions have 

resulted into positive effects and innumerable gains on the well-being of individuals and 

groups in UST partner communities. Generally, findings reveal that UST partner 

communities are able to negotiate and engage in trade-offs when it comes to the different 

stages of development intervention. However, there is a need to further improve in focusing 

S-L and voluntary community outreach efforts towards capacitating partner communities to 

initiate and sustain their own community-based initiatives. This study serves as an important 

contribution in building the literature about S-L in the Philippines in general and knowing 

more about S-L projects through the CWTS and LTS in the context of Catholic universities 

in particular. 
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Introduction 

Service-Learning (S-L) is a pedagogical model that intentionally integrates academic study with 

relevant community service and systematic reflection on the service rendered. Although there are 

a variety of definitions, one comprehensive definition comes from Flecky (2011) who explains 

that “S-L rests on a philosophy of service and learning that occurs in experiences, reflection, and 

civic engagement within a collaborative relationship involving community partners. A unique 

aspect of S-L is that it incorporates structured opportunities for students, faculty, and community 

partners to reflect on their interactions and activities in light of both educational and community 

objectives” (pp. 1-2). The term S-L was coined in 1967 in the USA as a response to the resurgence 

of national civic responsibility and community service in college campuses (Ma & Chan, 2013).  

Since then, S-L has become a permanent fixture in Northern American higher education. In Asia, 

S-L was introduced in 1999 by three institutions, the International Partnership for Service-

Learning and Leadership (IPSL), International Christian University (ICU) in Tokyo, and the 

United Board for Christian Higher Education in Asia (UB). These three institutions have been 

instrumental in supporting the early development of S-L in the Asian region (Butcher et al., 2003; 

Ma & Chan, 2013; McCarthy, 2009). 

In the Philippines, according to Cernol-McCann (2015), S-L has been formally introduced 

in 1999 to selected universities via a training workshop conducted by the IPSL through a grant 

from UB. The participating universities then were Trinity College of Quezon City (now Trinity 

University of Asia), Silliman University, Central Philippine University, and Southern Christian 

College.  But it was in 2001, through the Philippine Republic Act (RA) No. 9163 or NSTP  Law 

of 2001, that the government mandated S-L, in the form of the Civic Welfare Training Service 

(CWTS) and Literacy Training Service (LTS) components of the National Service Training 
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Program (NSTP), to all Philippine higher educational institutions (HEIs) (Balmeo et al., 2015; 

Kung & Liu, 2018; Magno, 2010).  CWTS and LTS are considered S-L courses since they are 

designed to integrate classroom instruction into the delivery of community service to further 

enhance the civic consciousness and community responsibility of the students (Balmeo et al., 

2015).  Specifically, as stipulated in the NSTP Law, LTS is a program designed to train students 

to become teachers of literacy and numeracy skills to school children, out of school youth, and 

other segments of society in need of their service (§ 3). On the other hand, CWTS refers to 

programs or activities devoted to improving health, education, environment, entrepreneurship, 

safety, recreation and morals of the citizenry (§ 3).  It is only through the NSTP Law that all first-

year students in public and private HEIs, regardless of their baccalaureate program, are required 

to take an S-L course in the form of LTS or CWTS, with the exemption of the Reserved Officers 

Training Corps (ROTC), which is military in training by nature.  The Philippine Commission on 

Higher Education (CHED) data show that for over a ten-year period from 2002-2012, there are 

more students who graduated in the LTS and CWTS components of the NSTP versus the ROTC. 

The combined number of LTS and CWTS graduates for the mentioned inclusive years are 

11,152,700 while that of ROTC is only 1,435,000 (Liveta, 2015). However, there is significantly 

more graduates coming from CWTS (n=10,614,000) when compared to LTS (n=538,700) (Liveta, 

2015).  

 Given that there are more graduates of CWTS and LTS respectively, as compared to 

ROTC, it is good to investigate on the social impact of the said NSTP components in communities 

that benefitted from them. However, since the implementation of CWTS and LTS differ from one 

Philippine HEI to the other due to the fact that the Revised Implementing Rules and Regulations 

(IRR) of the NSTP Law gives autonomy to Philippine HEIs in managing LTS and CWTS, it is 
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expected that social impacts will differ based on how a certain Philippine HEI implements the said 

NSTP components.  In this regard, this paper turns its focus on describing the CWTS and LTS 

projects of the University of Santo Tomas (UST) and delves into the social impact of such projects 

on their partner communities. UST is taken as a case in point since it has a highest number of 

CWTS and LTS students enrolled in one campus. As of SY 2018-2019, there is a total of 9,853 

students who is enrolled in the CWTS (n = 7, 126) and LTS (n = 2,727) components of UST NSTP. 

This is reflective of the status of the University as one of the world's largest Catholic universities 

in terms of enrollment with an estimated number of 40,000 students enrolled per semester who 

come from the different regions of the Philippines (Palma, 2012).  

 

Studies about Service-Learning in the Philippines 

Most studies about in S-L “in general” in the Philippines have dealt with the looking into the 

impact of S-L in the personal growth, academic learning, and socio-civic learning of students. 

Such studies could be micro in scale, in which S-L is a culminating classroom project, while others 

are macro in scale, which deal with institutionalized campus-wide S-L initiatives. Example of 

studies dealing with a micro scale are those of Yu (2011) in an accounting class project in Ateneo 

de Manila University, Cuelo, Manatad, & Torres (2012) in religious and values education classes 

in La Consolacion College Bacolod, and of Oracion (2012) in an environmental anthropology class 

in Silliman University. On the other hand, those that deal with a macro scale are those of Dela 

Cruz et al. (2013) and Donato (2006) on the institutionalized S-L in Ateneo de Manila University 

and Colegio De San Jose in Iloilo respectively. All of the aforementioned studies pointed out that 

S-L experiences of students achieved the pedagogical outcome that service-learning is really 

designed for. These are, when it comes to personal growth, students are able to discover the 
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positive in their lives, develop teamwork, and pursue self-improvement. When it comes to 

academic learning, students were able to enhance their learning since it allowed them to apply the 

lessons they learned in class and are able to develop positive attitudes towards learning. Finally, 

when it comes to socio-civic learning, students were able to become more aware of social 

problems, enhance their empathy and compassion for others who are in need, and develop the 

desire to engage in volunteer work in the future. Studies about international S-L yields the same 

results but with an added global cultural competency. For example, the study of Ando, Sheridan, 

Mori, & Tanaka (2016) looked into the case of international S-L in the University of the 

Philippines–Cebu, which led them to conclude that through international S-L, UP Cebu students 

develop cultural sensitivity and intercultural communication competence.  This is further 

supported by an earlier study of McCarthy (2009), which covers the capability building measures 

done by Trinity University of Asia and Silliman University in institutionalizing their own brand 

of both local and international S-L beyond the NSTP. McCarthy (2009) mentions that participating 

students from these universities in international S-L led them to become more socially aware and 

responsible citizens, not only in their own societies, but globally as well. 

Descriptive case studies on how S-L is institutionalized in their respective academic 

institutions are those of Dela Cruz (2013) on the case of Ateneo de Manila University, Melegrito 

(2015) on the case of De La Salle University, and  Cantal (2015) on the case of Trinity University 

of Asia. These studies highlight the importance of having a coherent framework anchored on the 

school’s mission, vision, and charism/identity in sustaining the varied forms of S-L in the 

progressive stages of student life. This is done in order to ensure that when the students graduate, 

they have a deep sense of social responsibility anchored on the school’s values and principles. In 

addition, the importance of institutionalizing S-L is advocated for by  Duenas (2017) in her paper 



 6 

which puts forwards an interdisciplinary curriculum model for S-L in Philippine Christian 

University (PCU). In her model, she hopes to bring together students and faculty from different 

disciplines to be involved in S-L through integrating S-L in selected sets of course syllabi, in the 

instructional design of courses, and in the general orientation of PCU students and faculty.  Sipacio 

(2017), on the other hand, goes further by recommending his developed and validated S-L 

pedagogy model that he argues is fit for Philippine HEIs. The S-L pedagogy model of  Sipacio 

(2017) reflects the notions of critical pedagogy, which is  empowering the powerless and the 

voiceless, and highlights the importance of reciprocal partnerships. 

However, as S-L shows positive impacts to students in the Philippines, published studies 

about the impact of S-L in communities seem very few. In addition, although Sescon & Tuaño 

(2012) argues that  S-L can be used as a response to Philippine national disasters and social 

development, existing and available impact studies of S-L in communities portrays a less positive 

story.  For example, in the work of Sampa (2012) using the case of the Trinity University of Asia, 

the study reveals that the school did not achieve recognized positive results that are measurebale 

in short term or long term outputs and impacts in their partner communities. Sampa (2012) argues 

that this is because the school focused more on the process of student learning far more than the 

quality of community service brought about by the S-L. This is somehow similar to the work of 

Dela Cruz et al. (2013) in the case of Ateneo de Manila University where they found out that S-L 

projects did not have a significant impact to community beneficiaries due to a large extent because of 

design flaws and the lack of follow-through.  

When it comes to studies with a specific focus on the CWTS and LTS components of NSTP, 

the study of Balmeo et. al. (2015), in the context of Saint Louis University in Baguio, reveal that 

NSTP courses are effective to an extent in influencing the self-improvement, performance, 
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community involvement, and demonstration of abilities and skills of the students. Other CWTS 

and LTS studies, such as that of Ng (2016) who uses the case of De La Salle Lipa in Batangas, 

highlight the importance of problem-based S-L to enhance student learning. The study of Magno 

(2010), on the other hand, developed an instrument in order to effectively asses the role of teachers 

in CWTS so this can be used to enhance their pedagogy. The instrument developed by Magno 

(2010) consists of a multidimensional seven factor model, namely: organization and planning, 

student interaction, evaluation, instructional methods, course outcome, learner-centeredness, and 

communication. Finally, Sagun-Ongtangco, Abenir, Bermejo et al. (2016) looks into the 

perspectives of the NSTP facilitators from the University of Santo Tomas (UST) in Manila on 

disability and disaster risk reduction and management (DRRM), since DRRM is an integral part 

of NSTP. They found out that the UST NSTP facilitators are limited in terms of how to properly 

respond to the needs of the differently-abled, and thus, recommends for them to undergo disability 

sensitivity training, and for the DRMM module to be revised to make it disability inclusive.  

Based on the aforementioned studies, it can be surmised that institutionalizing S-L in 

general, and S-L through the LTS and CWTS components of NSTP, are effective in enhancing 

student learning experiences and leads to the development of their civic responsibility. However, 

understanding the practice of S-L, through CWTS and LTS, in Catholic universities seems limited 

and knowing its social impact on communities needs to be further investigated.  This gap in 

literature is what this study aims to address.  

 

Service Learning in the University of Santo Tomas: Focus on CWTS and LTS  

The CWTS and LTS components of the UST NSTP, which was established in 2002 under the 

management of the Office for Student Affairs, was transferred to the management of the Office 
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for Community Development (now called the Simbahayan Community Development Office or 

UST SIMBAHAYAN for short) in 2008.  UST SIMBAHAYAN is directly in charge of the 

community outreach (extra-curricular) and S-L (curricular) endeavors of the university (through 

the CWTS and LTS), and its name literally means service to the Church (Simbahan), the Home 

(Tahanan), and the Nation (Bayan).  

The transfer of management was done in order for the CWTS and LTS to be aligned with 

the University’s Community Development Program (UCDP) characterized by the TOMAS 

approach and its 8 social transformation programs. TOMAS stands for Training and education for 

capacity building, [community] Organizing for empowerment, [participatory] Management for 

program development, Advocacy, action research and documentation, and Spirituality of social 

transformation based on Catholic Social Teachings (CSTs). For example, when conducting S-L 

projects or voluntary community outreach projects on health, one of the effective ways that can be 

done is the training and education for capacity building of community health workers.  After 

which, those who were trained need to be organized in order to become a community health 

support group.  Once organized, the health support group are taught on how to plan, implement, 

monitor and evaluate health projects for their respective communities.  Such projects must be 

anchored on the advocacy on health for all and the implementation of such projects would require 

proper documentation so that its impact can be properly researched.  Finally, health projects 

planned and implemented should also be aligned to CSTs that views life and physical health as 

precious gifts entrusted to humankind by God. Hence, people must take reasonable care of them, 

taking into account the needs of others and the common good.  

On the other hand, the 8 social transformation programs pertain to S-L projects and 

voluntary community outreach projects that fall into either (1) health and wellness development, 
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(2) equitable and inclusive education, (3) leadership, organizational development, and good 

governance, (4) employability and social enterprise development, (5) socio-pastoral ministry and 

evangelization, (6) culture, heritage, and sports and development, (7) environmental sustainability 

and action, and (8) disaster risk reduction and management (DRRM). All of these social 

transformation programs are geared towards the empowerment of UST’s 92 partner communities 

(see Table 1), top 3 of which are public basic educational institutions (n=25), faith-based 

organizations (n=24), and rural poor villages (20). 

 

Table 1. UST Partner Communities 
Community Categories Frequency Percentage 

Urban Poor Settlements 7 8% 
Rural Poor Villages including Indigenous 

People’s Communities 
20 22% 

Public Basic Educational Institutions 25 27% 
Faith-Based Organizations 24 26% 

Non-Governmental Organizations 9 10% 
Local Government Units 7 8% 

Total 92 100% 
 

Every first semester, for the duration of 54 hours, the LTS and CWTs students of UST 

NSTP undergo 80% online learning sessions, using the UST Cloud Campus powered by 

Blackboard Learning, and 20% face-to-face learning sessions in order to prepare them for the 

conduct of their S-L projects for the second semester.  They learn standard modules on (1) the role 

of the youth in nation building, (2) Christian call and Thomasian response, (3) national concerns, 

(4) DRRM, (5) community development and organizing, and (6) project management and 

development. On the second semester, this is the time when they do fieldwork and exercise what 

they have learned in the aforementioned modules.  Students are required to undergo a maximum 

of 2 fieldworks every second semester. Unless the S-L project falls under LTS, the students get to 

experience two different S-L projects so that they may get to know the other projects that fall into 
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the other social transformation programs of the University. NSTP Facilitators guide the reflective 

learning of students about their fieldwork experience, weaving modules learned during the 1st 

semester with S-L projects students have rendered in the second semester. As a final output, NSTP 

Facilitators require the students to write down their reflections in the form of popular magazines 

so that they can creatively express what they have learned based on their fieldwork experience.  

 

Measuring the Social Impact of UST CWTS and LTS Projects 

Social impact means the positive effect of the deliberate set of activities on the social fabric of the 

community and the well-being of individuals and groups (De Cotta et al., 2016). There are many 

ways of measuring social impact of S-L projects, but this will depend on the intended outcomes 

for the community of the concerned Philippine HEI.  In UST, aside from expecting positive effects 

on the well-being of individuals and groups in communities for each CWTs and LTS projects, the 

ultimate goal is for partner communities to become empowered. By empowered, it means having 

the capacity to make purposive choices and to transform those choices into desired outcomes 

(Alsop, Bertelsen, & Holland, 2006).  

In order to identify positive effects of S-L projects, participatory evaluation is heavily used 

by UST. Participatory evaluation puts primacy in putting all the decisions about evaluation in the 

hands of the people affected by the project and recognizes that knowledge and experience of 

communities regarding their own context, gives them an important insight into what is important 

and relevant in that context (Kananura et al., 2017).  Hence, through participatory evaluation, 

people are more likely to act upon evaluation results since they are the ones who make valued 

positions on what is important and what needs to be improved in their lives (Vernooy, Qiu, & 

Jianchu, 2006). Participatory evaluation is done in UST through the Kamanlalakbay (Co-
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Journeyer) – the 3-day annual gathering and training formation of key community leaders of UST, 

which was in practice since 2002.  It is during the Kamanlalakbay that participatory evaluation of 

different S-L and voluntary community outreach projects is done for the immediate past school 

year, partner community needs are identified, and general project plans for the immediate next 

school year are formulated.  Participants of the Kamanlalakbay are the (1) key leaders of the 

partner grassroot communities of UST who are a legally registered organization called the 

Samahang Kamanlalakbay (Association of Co-Journeyers), (2) UST faculty members who are 

officially appointed to serve as Community Development Coordinators of each of the University’s 

21 colleges, (3) the NSTP moderator and selected facilitators, and (4) the administrative officials 

and support staff of UST SIMBAHAYAN.  The process for participatory evaluation is that the 

aforementioned stakeholders review development projects done for the past school year, issues in 

implementing the said projects are discussed and courses of action taken to resolve such issues, 

identification of the recipients of the development projects and its impact to them, and resources 

used in completing the said projects. 

Finally, the empowerment of UST’s partner communities is measured using Harvey, 

Baghri, & Reed's (2002) stages of development intervention vis-à-vis Arnstein's (1969) ladder of 

citizen participation. According to Harvey, Baghri, & Reed's (2002), the stages of development 

intervention are: (1) needs assessment (expressing opinions about desirable improvements, 

prioritizing goals, and negotiating with agencies or external organizations), (2) planning 

(formulating objectives, formulating goals, and assessing plans), (3) mobilizing (raising awareness 

in the community about needs, establishing or supporting organizational structures within the 

community), (4) training (activities to enhance communication, construction, maintenance, and 

financial management skills), (5) implementing (engaging in management activities), and (6) 
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monitoring and evaluation (appraisal of work and recognizing improvements that can be made) 

(pp. 177-178).  On the other hand, actual involvement of people at these different stages of 

development interventions is measured using Arnstein's (1969) ladder of citizen participation. As 

shown in Figure 1 below, the ladder has eight rungs that correspond to different levels of 

participation. 

 

Figure 1. A Ladder of Citizen Participation (Arnstein,1969)  

According to Arnstein (1969), the bottom rungs of the ladder are (1) Manipulation and (2) Therapy. 

These two rungs describe levels of “non-participation” where the real objective is not really to 

empower people to participate in planning or conducting programs, but to enable external 

development actors to “educate” or “cure” the participants so people would support a project 

designed by a third party.  Informing, Consultation and Placation occupy the middle rungs of the 

ladder and are termed as “tokenism.” In here, people are allowed to express their views but are not 

allowed to make decisions. Although Placation is  a higher level of tokenism because people’s 

presence are required in decision making,  the power to make final decisions still rest on external 
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development actors.  Further up the ladder are levels of citizen power where true and meaningful 

participation takes place, that is, people at this level are allowed to make decisions. In the 

Partnership level, the people from the community are able to negotiate and engage in trade-offs 

with external development actors. On the other hand,  Delegated Power and Citizen Control 

enables people from the community to obtain the majority of decision-making seats or have full 

managerial power respectively.   

In order to understand well the interplay between the stages of development interventions 

and levels of ciizen participation, the participation matrix is a useful guide. As shown in Table 2, 

the participation matrix is a tool to identify how different internal and external stakeholders are 

involved in the different stages of development interventions.  

Table 2. Participation Matrix 

Stages of 
Participation 

Levels of Participation 

Manipulation or 
Therapy 

Informing Consulting Placation Partnership Delegated 
Power 

Control 

1 2 3 4 5 6 7 

Needs 
assessment 

       

Planning        

Mobilizing        

Training        

Implementing        

Monitoring and 
Evaluation 

       

 

Methods 

This research is a case study of the CWTS and LTS projects of the University of Santo Tomas 

(UST) and delves into the social impact of such projects on communities that benefitted from it.   
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This study primarily gathered data through the use of comprehensive documents and records 

review for 4 school years starting SY 2014-2015 up to SY 2017-2018. Documents and records 

subjected for review were official documents and records from the Simbahayan Community 

Development Office (UST SIMBAHAYAN), which is the central public mission and community 

engagement office of UST. The documents and records consisted of monitoring fieldwork reports, 

Kamanlalakbay proceedings, and annual terminal reports on community development.  Aside from 

this, data from this study have been drawn from the in-depth knowledge of the author as a 

participant observer where he has been part of the public mission and community engagement of 

UST for the past 10 years and currently heads the UST SIMBAHAYAN since SY 2015-2016.   

 

Results 

UST CWTS and LTS Projects 

As depicted in Table 2 below, records review show that for four SYs (2014-2015 until 2017-2018), 

the LTS and CWTS components of UST NSTP have been implementing an average of 18 S-L 

projects every year. Such projects consist each of a series of fieldwork sessions that neatly falls 

into the different social transformation programs of UST SIMBAHAYAN conducted in different 

partner communities. However, projects that fall under Leadership, Organizational Development, 

and Good Governance, such as community organizing and its related activities, are not included 

here since they are conducted by NSTP Facilitators without the direct involvement of students.   

 

 

 



 15 

Table 2. Average Number of UST NSTP (CWTS & LTS) Projects with Average Number of 
Fieldwork Sessions vis-à-vis Involved Partner Communities and NSTP Classes per Social 
Transformation Program from SY 2014-2015 until SY 2017-2018 

Social 
Transformation 
Programs 

 
NSTP Projects 

Average No. of 
NSTP Projects 
(with Average 

No. of Fieldwork 
Sessions) 

Average No. 
of Partner 

Communities 
Involved  

Average No. of 
Involved NSTP 
Classes with 32 
Students Each 

Health and 
Wellness 
Development 
(HWD) 

CWTS: Yellow Kitchen 
Feeding Program for 
malnourished children  

1 (16) 7 56 

CWTS: Care for older 
persons in geriatric 
institutions  

1 (8) 1 4 

CWTS: Construction or 
rehabilitation of community 
health centers 

1 (12) 1 6 

HWD Subtotal 3 (36) 9 66 
Inclusive and 
Equitable 
Education (IEE) 

LTS: Academic tutorials in 
English, Math, Science, and 
Social Studies 

1 (4) 14 28 

CWTS: Construction or 
Rehabilitation of Library, 
Classroom, Laboratory 
and/or Day Care Centers 

1 (11) 4 22 

IEE Subtotal 2 (15) 18 50 
Employability 
and Social 
Enterprise 
Development 
(ESD) 

CWTS: Livelihood seminar- 
workshops 

1 (8) 1 4 

CWTS: Financial Literacy 
seminars 

1 (8) 1 4 

ESD Subtotal 2 (16) 2 8 
Socio-pastoral 
Ministry and 
Evangelization 
(SME) 

CWTS: Catechism & values 
formation 

1 (3) 4 6 

CWTS: Construction or 
Rehabilitation of community 
chapel 

1 (10) 2 10 

SME Subtotal 2 (13) 6 16 
Culture, 
Heritage, and 
Sports and 
Development 
(CHSD) 

CWTS: Sports Clinics and 
Recreation for children 

1 (8) 1 4 

CWTS: Cultural dialogue 
and learning exchange with 
Indigenous Peoples  

1 (10) 1 10 

CWTS: Construction or 
rehabilitation of community 
multipurpose halls 

1 (10) 2 10 

CHSD Subtotal 3 (28) 4 24 
Environmental 
Sustainability 
and Action 
(ESA) 

CWTS: Tree planting 
activities 

1 (3) 3 4 

CWTS: Coastal Clean-ups 1 (8) 1 4 
CWTS: Sustainable farming 
through aquaponics  

1 (4) 2 4 
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Social 
Transformation 
Programs 

 
NSTP Projects 

Average No. of 
NSTP Projects 
(with Average 

No. of Fieldwork 
Sessions) 

Average No. 
of Partner 

Communities 
Involved  

Average No. of 
Involved NSTP 
Classes with 32 
Students Each 

CWTS: Construction or 
rehabilitation of community 
materials recovery facility 
centers 

1 (8) 1 4 

ESA Subtotal 4 (23) 7 16 
Disaster Risk 
Reduction & 
Management 
(DRRM) 

CWTS: Participatory 
Capacity Vulnerabilities 
Assessment (PCVA) 

1 (3) 7 10 

CWTS: Basic First Aid & 
Rescue training sessions 

1 (3) 7 10 

DRRM Subtotal 2 (6) 14 20 
Overall Total 18 Projects; 

137 Fieldwork 
Sessions; 
x̅ = 7 and Mo = 
8 fieldwork 
sessions to 
complete a 
project 

60 200 

 

It can be seen also in Table 2 that about 95% of S-L projects fall under CWTS with 172 

classes when compared to LTS which consist of 28 classes. Due to its specific nature, LTS classes 

are only involved in conducting academic tutorials in English, Math, Science, and Social Studies. 

Finally, it can be noticed in Table 2 that the number of fieldwork sessions required to complete an 

S-L project ranges from a minimum of 3 (e.g. first aid and rescue training sessions, tree planting 

activities) up to maximum of 16 (e.g. Yellow Kitchen feeding program), with an average of 7 and 

mode of 8. Since CWTS and LTS students are required only to participate in 2 fieldwork sessions, 

this entails that different CWTS and LTS classes are engineered to contribute in the successful 

completion of one S-L project in order to ensure expected community outcomes.  

In addition, as shown in Figure 2 below, each of the social transformation programs have 

an average minimum of two S-L projects, except for those which have an average of 3-4 such as 
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(1) Health and Wellness Development (x̅ = 3), (2) Culture, Heritage and Sports and Development 

(x̅ = 3), and (3) Environmental Sustainability and Action (x̅ = 4).  However, the top three social 

transformation programs which have the highest average number of partner communities involved 

are on the areas of (1) Inclusive and Equitable Education (x̅ = 18), (2) DRRM (x̅ = 14), and (3) 

Health and Wellness Development (x̅ = 9) respectively. When it comes to student participation, 

the top three social transformation programs with the highest average number of NSTP classes 

involved are in the areas of (1) Health and Wellness Development (x̅ = 66), (2) Inclusive and 

Equitable Education (x̅ = 50), and (3) Culture, Heritage, and Sports and Development (x̅ = 24).  

 
Figure 2. Column Graph of Average Number of CWTS & LTS Projects with Average Number of 
Fieldwork Sessions vis-à-vis Involved Partner Communities and NSTP Classes per Social 
Transformation Program from SY 2014-2015 until SY 2017-2018. 
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Social Impact of CWTS and LTS Projects 

Based on the monitoring fieldwork reports, results of participatory evaluation with key community 

leaders during the annual Kamanlalakbay, and community development project terminal reports, 

among the yearly 18 S-L projects that are implemented in partner communities, 7 are directly 

identified to have positive effects on the well-being of individuals and groups in communities. 

These are the (1) Yellow Kitchen Feeding Program, (2) academic tutorials, (3) sustainable farming 

through aquaponics, and the rest are concerning rehabilitation or construction projects such as (4) 

community health centers, (5) public school classrooms, libraries, laboratories or community day 

care centers, (6) community chapels, and (7) community multi-purpose halls. The Yellow Kitchen 

Feeding Program consists of 16 sustained feeding and nutrition education sessions to identified 60 

malnourished children in selected partner communities. Terminal evaluation reports from the 

Yellow Kitchen Feeding program show a 50% success rate in improving the Body Mass Index of 

previously identified malnourished children. When it comes to academic tutorials on English, 

Math, Science, and Social Studies, school principals from partner public elementary schools often 

report that there is a remarkable improvement in the National Achievement Test scores of their 

students who went through the academic tutorial sessions of LTS. Also, they claim classroom, 

library, and laboratory construction or rehabilitation projects of CWTS greatly help in improving 

the educational environment of their school. This same positive feedback is observed among Day 

Care Workers in partner communities who claim that rehabilitation or construction of Day Care 

Centers by CWTS help them in reaching out and attracting more parents in their community to 

have their children undergo through early childhood education. When it comes to sustainable 

farming through aquaponics, selected partner communities who have been recipient of this claim 

that such intervention helped them with their food subsistence needs and the small surplus 
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generated is used to support their household income  Lastly, other rehabilitation and construction 

projects such as health centers, community chapels, and community multipurpose halls often have 

an immediate positive effect of boosting the morale and cohesiveness of communities since they 

now have a social infrastructure that they can use to hold community related activities and services.  

The rest of the remaining 11 S-L projects are generally appreciated by partner 

communities, but the positive effects of which cannot be claimed solely by UST NSTP since these 

are also being addressed and complemented by S-L projects of different academic courses and 

voluntary community outreach projects of various student organizations in the University. In fact, 

as shown in Figure 3, from SY 2014-2015 until SY 2017-2018, CWTS and LTS projects only 

comprise 4% of an average of 507 community development projects conducted per year, while 

that of S-L projects from different academic courses comprise 15% (x̅ = 78) and voluntary 

community outreach projects of various student organizations comprise 81% (x̅ = 411).  

 
Figure 3. Column Graph of Number of UST Voluntary Community Outreach Projects, Non-NSTP 
S-L Projects, and CWTS & LTS Projects from SY 2014-2015 until SY 2017-2018. 
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Looking into financial records disclose that average funding allocated by UST, which 

comes from the NSTP tuition fee and Community Service matriculation fee paid for the by the 

students, for the completion of the x̅ =507 annual community development projects amounts to 

Php 19,000,000.00 or USD 365,000.00. From this budget, Php 6,000,000.00 or USD 115,200.00 

comes from the CWTS and LTS components of UST NSTP. This significant number of projects 

and funding support may somehow explain why key community leaders from partner communities 

during the annual Kamanlalakbay often claim that there have been innumerable gains that they 

have acquired in their partnership with UST, both through the conduct of S-L projects and 

voluntary community outreach projects of Thomasian students. These gains pertain to the 

strengthening of community cohesiveness, improvement of health conditions, start-up of 

livelihood projects, helping marginalized children and youth finish their schooling and education, 

strengthening of communal relationship with God, learning various arts, mitigating environmental 

problems, and adapting with the adverse effects of climate change.  However, as a word of caution, 

most of these mentioned positive impacts were drawn from fieldwork monitoring reports, 

participatory evaluation with key community leaders during the annual Kamanlalakbay, and 

community development project terminal reports, but no quantitative measure has been used to 

establish statistically significant differences of the community’s general well-being before and 

after the implementation of S-L projects. This means that there is no hard evidence that CWTS 

and LTS projects contributed in the overall socio-economic development of partner communities. 

When it comes to measuring social impact of in terms of empowerment, as shown in Figure 

4, latest 2017 data using the participation matrix show that 36 partner communities during the 

annual Kamanlalakbay, whether in the context of S-L projects or voluntary community outreach 
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projects,  rated their participation in the different stages of development interventions to be in the 

level of partnership, except for planning which they rated to be in the level of placation.   

 
Figure 4. 2017 Bar Graph of the Stages of Development Intervention vis-à-vis Levels of Citizen 
Participation of UST Partner Communities (N=36).  
. 

This means that in general, UST partner communities are able to negotiate and engage in 

trade-offs when it comes to needs assessment, mobilizing, training, implementing, and monitoring 

and evaluation of both S-L or voluntary community outreach projects. But when it comes to 

planning the details of the said projects, the final decision-making rests mostly in the hands of the 

students and faculty of the University. This also entails that existing partner communities of UST, 

in spite of numerous development intervention projects, do not yet have the capacity to 

independently create, implement, manage, and evaluate their own community development 

programs and projects. 
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Discussion 

UST CWTS and LTS Projects 

It is presented in this case study that the CWTS and LTS components of UST NSTP, for the past 

4 school years, is able to implement an average of 18 S-L projects which fall neatly into UST 

SIMBAHAYAN’s 8 social transformation programs. The top 3 social transformation programs 

with the greatest average number of partner communities involved in CWTS and LTS projects are 

on the areas of (1) Inclusive and Equitable Education (x̅ = 18), (2) DRRM (x̅ = 14), and (3) Health 

and Wellness Development (x̅ = 9) respectively. These are reflective of the vital needs in the 

communities as studies have shown that education and health interventions are known to be 

important levers in helping address the problem of poverty (Díaz, 2010; Price, Khubchandani, & 

Webb, 2018).  At the same time, the Philippines being ranked 3rd in terms of disaster risk according 

to the 2018 World Risk Index Report and 5th in terms of climate risk according to the  2019 Global 

Climate Risk Index Report, indicate that DRRM interventions are much needed in the country, 

especially in urban poor and rural poor communities that are often vulnerable to the ill-effects of 

natural calamities (Alcayna, Bollettino, Dy, & Vinck, 2016).  

On the other hand, when it comes to student participation, the top three social 

transformation programs with the highest average number of NSTP classes involved, which 

consists of an average of 33 students each, are in the areas of (1) Health and Wellness Development 

(x̅ = 66), (2) Inclusive and Equitable Education (x̅ = 50), and (3) Culture, Heritage, and Sports and 

Development (x̅ = 24). These may mirror the flagship academic programs of the University where 

students are enrolled into, which are on the areas of health sciences (medicine, pharmacy, nursing, 

and rehabilitation sciences), teacher education, and the arts (architecture, fine arts, and musical 

arts) (British Council, 2019; Commision on Higher Education, 2014; University of Santo Tomas, 
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2018a). When it comes to sports, this may be attributed to the excellent reputation of UST in 

excelling in such area since spanning from 1938 to 2018, UST holds the distinction of having the 

most number of overall championships with 61 titles in both senior and junior divisions of  sports 

competitions organized by the University Athletic Association of the Philippines (UAAP) 

(University of Santo Tomas, 2018b). However, in spite of these, the CWTS and LTS components 

of UST NSTP should also consider intensifying efforts on contributing more to the social 

transformation program area on employability and social enterprise development.  Aside from 

education and health interventions, economic development interventions, such as capacitating 

people to be employable or helping them develop sustainable livelihoods, are vital in addressing 

poverty concerns in grassroots communities (Nassar & Biltagy, 2017; Patnaik & Prasad, 2014).  

Findings also show that CWTS and LTS projects ranges to a minimum of 3 up to a 

maximum of 16 fieldwork sessions with an average value of 7 and a mode value of 8 in order to 

complete a project. This indicates that CWTS and LTS projects of UST NSTP are not one-time 

occurrences and makes use of a series of planned interventions in order to ensure the successful 

completion of a development project. Due to the huge number of CWTS and LTS students of UST 

NSTP and given the time that S-L projects are only conducted in the second semester, what can 

only be accommodated is to allow students to experience two fieldwork sessions. Given that 

limitation, completing a CWTS or LTS project is a feat in itself for it would require properly 

engineering different CWTS and LTS classes in order to complete the phases of a development 

project. This is reflective of the TOMAS approach of UST SIMBAHAYAN, since the approach 

would require a series of interventions to achieve community development and empowerment. 

However, this strategy has its own advantages and disadvantages. The advantage is S-L projects 

are geared towards prioritizing addressing community concerns and are results oriented. This 
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addresses the common critique about S-L in the literature that it prioritizes academic pedagogical 

priorities and academic merit of the students’ work over the well-being of community partners 

(Stoecker, Tryon, & Hilgendorf, 2009; Toledano & Lapinid, 2009).  Focusing on S-L project 

completion through a series of development interventions using different S-L classes to fulfill that 

need ensures the likelihood that expected community outcomes can be achieved. This approach, 

according to Stout (2013) and Bahng (2015), is the best way in strategically achieving the balance of 

curricular and community goals, especially when S-L is combined with outreach, capacity 

building, and participatory action research in order to develop students’ civic engagement, and at 

the same time, addressing the partner community’s social justice agenda.  On the other hand, the 

disadvantage of such approach is that limited engagements, as Hondagneu-Sotelo & Raskoff 

(1994) points out, might lead to the formulation of wrong conclusions by students, that is, blaming 

people for their misery due to perceived people’s poor attitudes, rather than seeing structural 

inequalities which can only be grasped in long and sustained community engagements. In order to 

address this, Hondagneu-Sotelo & Raskoff (1994)  recommends that even though it is inevitable 

for community engagements in S-L to be limited, it is important to always process the experience 

of students by asking critical questions that move from the mundane to the abstract, giving 

constructive feedback, and challenging students’ false perceptions and stereotypes. These 

suggestions are important to be incorporated in the systematic reflection of the UST NSTP students 

regarding their S-L experience. 

 

Social Impact of CWTS and LTS Projects 

This case study also bares that CWTS and LTS projects have positive effects on the well-being of 

individuals and groups in UST partner communities. Positive effects of the 11 out of the 18 annual 

S-L projects are directly attributed to as a result of CWTS and LTS project interventions. These 
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are the (1) Yellow Kitchen Feeding Program, (2) academic tutorials, (3) sustainable farming 

through aquaponics, and the rest are concerning rehabilitation or construction projects such as (4) 

community health centers, (5) public school classrooms, libraries, laboratories or community day 

care centers, (6) community chapels, and (7) community multi-purpose halls.  It has been reported 

that the Yellow Kitchen Feeding program had a 50% success rate in addressing children’s 

malnourishment, academic tutorial services led to improved National Achievement Test scores of 

targeted public elementary school students, construction of school classrooms, libraries, 

laboratories and village day care centers enhanced learning environment, and various other 

construction and rehabilitation projects for community use helped boost people’s morale and 

cohesiveness.  

Although generally, the remaining 11 CWTS and LTS projects are appreciated by UST 

partner communities, identifying its positive effects cannot be attributed solely to CWTS and LTS 

projects since they are complemented by the voluntary community outreach projects of student 

organizations and other S-L projects of non-NSTP academic courses. As shown previously, CWTS 

and LTS projects only comprise 4% of an average of 507 community development projects 

conducted per school year, while that of S-L projects from different academic courses comprise 

15% (x̅ = 78) and voluntary community outreach projects of various student organizations 

comprise 81% (x̅ = 411). This means that in UST, there are more voluntary engagements in 

conducting community development projects versus those that are required in the curriculum. This 

phenomenon might be reflective of the nature of Catholic schools in terms of voluntary community 

engagement as seen in other studies that there is high participation among college students in 

community outreach projects among faith-based institutions of higher learning (Dalton, 2007; 

Daniels & Gustafson, 2016). Also, significant funding allocated by UST in support of the 
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completion of S-L and voluntary community outreach projects, which amounts to Php 

19,000,000.00 or USD 365,000.00 annually, may indicate the strong commitment of UST to fulfill 

its “Catholic mission of service” as stipulated in St. Pope John Paul II's (1990)  Ex Corde Ecclesiae. 

The said Apostolic Constitution serves as a “Magna Carta” for all Catholic higher educational 

institutions (HEI) that defines Catholic mission of service into four components, namely: (1) 

service to the Church and society, (2) pastoral ministry with the preferential option for the poor, 

(3) Christian dialogue with different cultures and religion, and (4) evangelization. However, it 

must be noted that this strong commitment to the Catholic mission of service is also largely shared 

for by the UST students since they are the ones who pay for the completion of S-L projects and 

voluntary community outreach projects through their tuition fees and matriculation fees. UST on 

the other hand seems to be successful in managing properly the funds and making sure that students 

are able to avail and maximize its use for various student-led community development projects. 

Given the numerous S-L projects and voluntary community outreach projects with 

significant funding support that partner communities are able to avail from UST, findings uncover, 

using Arnstein's (1969) ladder of citizen participation, that UST partner communities enjoy a level 

of partnership in areas pertaining to needs assessment, mobilizing, training, implementing, and 

monitoring and evaluation. But when it comes to planning the details of the said projects, the final 

decision-making rests mostly in the hands of the students and faculty of the University. This is 

perhaps because given the numerous community development projects that are being 

implemented, planning together project details with partner communities might be cumbersome 

due to the difference of time availability between students and key community leaders. Somehow, 

such limitation is being addressed through the annual Kamanlalakbay where general project plans 

are formulated together with key leaders of partner communities. This practice of the annual 
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Kamanlalakbay is a good example of holding community forums, which according to Steiner et 

al. (2011), is the right approach since it successfully prioritizes community voices and balances 

the academic discourse of rigor with the collaborative discourse of community development. 

Nevertheless, the challenge is for S-L projects and voluntary community outreach projects to spend 

more time in helping partner communities achieve what Arnstein (1969) calls the levels of 

delegated power or ultimately, citizen control. Since UST adheres to the principles of community 

development, as exemplified through its TOMAS approach, Griffiths (1974) points out that the 

ultimate aim and objective of community development is community action, that is, the ability of  

people from the community to come together to take collective action and generate solutions to 

their common problems. This would require the presence of a strong and active local people’s 

organization or core group in the community that can initiate and sustain  community-based 

initiatives (Adamtey & Frimpong, 2018).  Thus, ultimately, all S-L projects and voluntary 

community outreach projects should lead to the formation of grassroots organizations that have 

the capacity to plan, implement, monitor, and evaluate their own community development projects, 

avoiding the pitfalls of becoming highly dependent on externally initiated development projects. 

 

Conclusion 

This case study looked into the CWTS and LTS projects of UST and delves into the social impact 

of such projects on communities that benefitted from it.   Based on the results of the study, the 

CWTS and LTS components of UST NSTP is able to implement a yearly average of 18 S-L 

projects that neatly fall into UST SIMBAHAYAN’s 8 social transformation programs which are  

on the areas of (1) health and wellness development, (2) equitable and inclusive education, (3) 

leadership, organizational development, and good governance, (4) employability and social 
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enterprise development, (5) socio-pastoral ministry and evangelization, (6) culture, heritage, and 

sports and development, (7) environmental sustainability and action, and (8) disaster risk reduction 

and management (DRRM). Among these social transformation programs, UST partner 

communities are mostly involved in CWTS and LTS projects concerning education, DRRM, and 

health respectively. On the other hand, on the side of the CWTS and LTS students, many are 

involved in implementing projects concerning health, education, and cultural and sports 

development respectively. But due to UST’s TOMAS approach, most CWTS and LTS projects 

require a series of development interventions, usually consisting of 7-8 fieldwork sessions, in order 

to complete a certain project.  Since CWTS and LTS students are only required to undergo two 

fieldwork sessions every second semester, such strategy entails properly engineering different 

CWTS and LTS classes in order to complete the phases of an S-L project. Due to this, the study 

reveals that CWTS and LTS projects are able to positively contribute to the well-being of 

individuals and groups in UST partner communities.   

As shown in the research findings, specific S-L projects on the Yellow Kitchen Feeding 

program had a 50% success rate in addressing children’s malnourishment, academic tutorial 

services led to improved National Achievement Test scores of targeted public elementary school 

students, construction and rehabilitation of school classrooms, laboratories, libraries and village 

day care centers enhanced learning environment, and various other construction and rehabilitation 

projects for community use (e.g. health centers, chapels, multipurpose halls) helped boost people’s 

morale and cohesiveness. But generally, many of the CWTS and LTS projects cannot be isolated 

from the complementary role of voluntary community outreach projects of student organizations 

and other S-L projects of other academic programs in UST. These projects are made possible 

through significant funding support drawn from the NSTP tuition fee and community service 
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matriculation fee that are paid for by the students.  The combined efforts of CWTS and LTS 

projects, voluntary community outreach projects, and other S-L projects of other academic 

programs have resulted to innumerable gains that partner communities have acquired in their 

partnership with UST. These gains translate to partner communities claiming to be empowered in 

terms of being able to negotiate and engage in trade-offs when it comes to needs assessment, 

mobilizing, training, implementing, and monitoring and evaluation of both S-L or voluntary 

community outreach projects. But when it comes to planning the details of the said projects, the 

final decision-making rests mostly in the hands of the students and faculty of the University. This 

significantly points to the importance on focusing more on S-L projects and voluntary community 

outreach projects that should foster community action and strengthen community social capital 

through the formation of grassroots organizations in partner communities that can plan, implement, 

monitor, and evaluate their own community development projects.  

However, as a word of caution, most of the aforementioned mentioned positive effects in 

this study were drawn from fieldwork monitoring reports, participatory evaluation with key 

community leaders during the annual Kamanlalakbay, and community development project 

terminal reports, but no quantitative measure has been used to establish statistically significant 

differences of the community’s general well-being before and after the implementation of S-L 

projects. Thus, it is recommended that future research endeavors focus on measuring quantitatively 

the social impact of the CWTS and LTS S-L projects of UST NSTP. It will be also good to 

investigate on the social impact of S-L projects of other institutions of higher learning in order to 

build an ample number of case studies on local practices and varied contexts of S-L in the 

Philippines. 
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