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A Proof-oriented Model of
Evidence Teaching

Andrew Palmer*

The “new evidence scholarship”, which has revitalised evi-
dence research and teaching in North America in the last
thirty years, still seems to have had very little impact in
Australia.1 The key feature of this new scholarship is a
transformation of evidence “from a field concerned with the
articulation of rules to a field concerned with the process of
proof”,2 “a shift away from the rules of evidence towards the
process of proof and the way inferences should be drawn
from a mass of evidence”.3 In Australia one can point to
scholars4 such as Richard Eggleston,5 David Hodgson,6 David

* Senior Lecturer, Law School, University of Melbourne; Barrister, Vic-
torian Bar. I would like to acknowledge the helpful comments made
by my wife Madeleine, by my colleagues Andrew Kenyon and Ian
Malkin, by the anonymous referees, and by the Editor, on drafts of
this article; responsibility for the views expressed is, of course, my
own.
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1 For a general overview of the “new evidence scholarship” see J Jack-
son, Analysing the New Evidence Scholarship: Towards a New Con-
ception of the Law of Evidence (1996) 16 Oxford Journal of Legal Studies
309; as Jackson notes, the phrase “new evidence scholarship” derives
from R Lempert, The New Evidence Scholarship: Analyzing the Pro-
cess of Proof (1986) 66 Boston University Law Review 439.

2 Lempert, supra note 1.
3 Jackson, supra note 1.
4 The names which follow are not intended to be exhaustive!
5 See R Eggleston, Evidence, Proof and Probability 1 ed (London:

Weidenfeld and Nicolson, 1978); R Eggleston, The Probability Debate
[1980] Criminal Law Review 678; R Eggleston, Evidence, Proof and Proba-
bility 2 ed (London: Weidenfeld and Nicolson, 1983); R Eggleston, Fo-
cusing on the Defendant (1987) 61 Australian Law Journal 58; R
Eggleston, Wigmore, Fact-finding and Probability (1989) 15 Monash
University Law Review 370; and R Eggleston, The Philosophy of Proof
(1991) 65 Australian Law Journal 130.

6 See D Hodgson, Probability: The Logic of the Law—A Response
(1995) 15 Oxford Journal of Legal Studies 51; D Hodgson, The Scales of
Probability: Probability and Proof in Legal Fact-finding (1995) 69
Australian Law Journal 731; and D Hodgson, The Mind Matters: Con-
sciousness and Choice in a Quantum World (Oxford: Clarendon Press,
1991).



Hamer,7 and Andrew Ligertwood,8 as having published
work which falls somewhere on a spectrum that ranges
from actively engaging with the new evidence scholarship,
to applying its insights, to sharing its concerns. For most
published Australian evidence scholarship, however, Lem-
pert’s description of evidence as a “field concerned with the
articulation [and critique] of rules” remains apt.9 Given the
minimal impact of the new evidence scholarship on evi-
dence research in Australia, it would be surprising if the
new evidence scholarship had had a significant impact on
the teaching of Evidence in Australian law schools, and a
cursory examination of a range of Australian evidence
teaching texts confirms an almost exclusive focus on the
rules of evidence, and a corresponding neglect of the pro-
cesses of proof.10

Undeterred by my own lack of published “new evi-
dence” work, however, I have recently been involved with
others in a redesign of the evidence courses at the Univer-
sity of Melbourne in a manner which entailed a shift in
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7 See D Hamer, The Civil Standard of Proof Uncertainty: Probability,
Belief and Justice, (1994) 16 Sydney Law Journal 506; D Hamer, The
Continuing Saga of the Chamberlain Direction: Untangling the Cables
and Chains of Criminal Proof (1997) 23 Monash University Law Review
43; D Hamer, “Chance would be a fine thing”: Proof of causation and
quantum in an unpredictable world (1999) 23 Melbourne University
Law Review 557; and D Hamer, “Hoist with his own petard”? Guilty
Lies and Ironic Inferences in Criminal Proof (2001) 54 Current Legal
Problems 377.

8 See A Ligertwood, Australian Evidence 3 ed (Sydney: Butterworths,
1998) ch 1 and Australian Evidence: Cases and Materials (Sydney:
Butterworths, 1995) ch 2.

9 Supra note 1.
10 See, for example, PK Waight & CR Williams, Evidence: Commentary

and Materials 5 ed (North Ryde, NSW: LBC Information Services,
1998); M Aronson & J Hunter, Litigation: Evidence and Procedure 6 ed
(Sydney: Butterworths, 1998); S McNicol & D Mortimer, Evidence 2 ed
(Butterworths Tutorial Series, Sydney: Butterworths, 2001); and my
own Principles of Evidence (Sydney: Cavendish Publishing Australia,
1998). This is not intended to suggest that these texts or the courses
which rely on them are narrowly “black letter”; it is not necessary to
focus on the processes of proof to be innovative or exciting: see, for
example, J Hunter & K Cronin, Evidence, Advocacy and Ethical Practice:
A Criminal Trial Commentary (Sydney: Butterworths, 1995), and
J Hunter, Teaching Plumbing with Periclean Ideals: Should it be
done? Can it be done? Advocacy and Courtroom Scholarship (1996)
30 Law Teacher 330. Ligertwood’s texts, supra note 8, clearly do pay
some attention to the processes of proof; and see also K Mack,
Teaching Evidence: Inference, Proof and Diversity (2000) 11 Legal Edu-
cation Review 57, discussed in more detail infra, text accompanying
note 53.



focus away from the rules of evidence, and towards the pro-
cess of proof.11 The particular orientation which the redesign
described in this article took was to attempt to develop stu-
dents’ skills in factual analysis; the aim, then, was to adopt
an approach first championed by Wigmore in the Science of
Judicial Proof,12 and subsequently expounded by Anderson
and Twining in their Analysis of Evidence.13 This is a
proof-oriented model of evidence teaching, in the sense that
the emphasis is on teaching students how to go about prov-
ing the facts in issue in litigation. The “new evidence schol-
arship” is a broad church,14 however, and there are any
number of ways in which an Evidence course could be rede-
signed along “new evidence” lines.15 The particular redesign
discussed in this article is not, therefore, being put forward
as the last word in Evidence courses (it is not even the last
word in Evidence courses at the University of Melbourne,
which have continued to evolve since the completion of this
article), but it is hoped that it might stimulate some thought
about the ways in which we teach Evidence in Australian
law schools. The article falls into two main parts: the first
describes the redesign in some detail; the second deals with
some of the objections which might be made to it.

Steps Towards a Proof-oriented Model of
Evidence Teaching

Evidence in the LLB at the University of Melbourne is gen-
erally taken as a final year subject, taught over one semester
in two or three streams. Prior to its redesign, it might more
accurately have been called “The Law of Evidence” than
“Evidence”, because its focus was almost exclusively on the
rules of evidence. That said, the course was not entirely tra-
ditional in its approach. In particular, it used a problem-
based methodology, rather than focussing on the reading
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11 This ongoing process of redesign has been a collaboration with my
teaching colleagues, Dr Andrew Kenyon & Dr Jeremy Gans.

12 JH Wigmore, The Science of Judicial Proof: As Given in Logic, Psychology
and General Experience, and Illustrated in Judicial Trials 3 ed (Boston:
Little, Brown and Company, 1937); see also Wigmore, The Principles
of Judicial Proof: As Given by Logic, Psychology, and General Experience,
and Illustrated in Judicial Trials (Boston: Little, Brown and Company,
1913).

13 T Anderson & W Twining, Analysis of Evidence: How to do Things with
Facts (London: Weidenfeld and Nicholson, 1991).

14 See Jackson, supra note 1.
15 See, for example, Mack, supra note 9.



and analysis of appellate judgments,16 but its focus was nev-
ertheless almost entirely on the exclusionary rules. The high
enrolment and low staff/student ratios in the LLB course
did not make it an ideal environment for experimentation,
however.

A better environment for experimentation with the intro-
duction of a proof-oriented teaching model was provided by
a new law program, the Juris Doctor, or JD. This is a
fee-paying graduate law degree where the intake is limited
to 24 students. The introduction of the JD at the University
of Melbourne was used as an opportunity to trial the
proof-oriented model of teaching evidence, before introduc-
ing it into the LLB. At the time of writing, the new Evidence
course has been taught four times on the JD, and twice on
the LLB. What follows, then, is a description of the JD Evi-
dence course, followed by a discussion of the differences in
approach required when the proof model was introduced
into the mass-enrolment LLB Evidence course.17

The JD Evidence course

The JD is taught over two years, in six trimesters, in each of
which the students are required to take four subjects. Evi-
dence is taught in the first trimester, along with Legal Re-
search and Method, Criminal Law, and Procedure. This
placement is in direct contrast with the majority of LLB
courses, where Evidence (or Litigation) is typically taken in
the final or penultimate year. An obvious consequence of its
placement in the JD is that students do not bring much ex-
perience or knowledge of the law, or bodies of legal rules,
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16 The reasons for this can be briefly set out. First, our aim in the course
was to provide students with a good grasp of basic principle, rather
than the ability to construct the kind of argument about the scope or
operation of an exclusionary rule that might be made on an appeal in
the High Court. Secondly, being a later year subject, we felt entitled
to assume that the skills to be gained from reading, analysing and
synthesising case law – important as they are – are skills which stu-
dents should already have learnt in earlier subjects, and which they
should not need to be taught again in Evidence; cf AG Amsterdam,
Clinical Legal Education – A 21 Century Perspective (1984) 34 Journal
of Legal Education 612, 618: “… why do we need to teach case reading
and doctrinal analysis to the same students twenty-nine times sub
nom. torts, contracts, criminal law, admiralty, antitrust, civil rights,
corporations, commercial law, conflict of laws, trusts, securities regu-
lations and so forth?”

17 During the same period a new specialist LLM subject, Proof in Litiga-
tion, which is concerned solely with the process of proof, has also
been developed; this subject is not, however, discussed in this article.



to Evidence. A less obvious consequence, is that students
take to later subjects the awareness of, and sensitivity to,
factual issues, that they develop in Evidence: “how would I
prove that” has apparently become a question students
learn to ask of the elements of the causes of action they en-
counter in later year subjects.18 The discussion of the Evi-
dence course falls into three parts, dealing respectively with
teaching methods, course content, and assessment.

Teaching Methods

There are twelve classes in the course, each of three hours
duration; typically these take place once a week. The course
is divided into 12 units, corresponding to these classes. Stu-
dents are provided with course materials, which together
with the text Principles of Evidence,19 constitute the primary
teaching resources for the subject. The materials for each
unit fall into two distinct parts:

• The Information section details the objectives and reading
for the unit. All the essential reading is marked with an
asterisk. Almost all of the essential reading is provided in
Principles of Evidence or the subject materials.

• The Materials section of each unit contains an outline of
the points that will be considered in seminars through
mini-lectures and class discussion. The Materials section
commences with an Introduction, including instructions
about what students should read and prepare before class.
The Materials section also includes a series of problems
and questions for each week of the subject, some of which
will be dealt with in class, others of which are there to
provide students with the opportunity for further exercise
and reflection. In some units, the Materials section also in-
cludes selected legislative provisions, case extracts and ar-
ticles. These are the minimum required reading for each
unit. One of the units, which covers criminal investigation
and procedure, has an extra section headed Lecture Notes,
which provides a basic outline of the law relating to the
topics dealt with in that unit, which are not covered in
Principles of Evidence.

The materials are also made available via the Evidence
Subject Homepage which includes downloadable versions
of all these subject materials (excluding some article and
case extracts), and online links to some of the listed reading.
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18 According to the teachers of some of the later subjects.
19 Palmer, supra note 9.



There is, however, no attempt to systematically cover the
material contained in each unit through lectures. Rather,
“mini-lectures” on selected topics within the unit are inter-
spersed with the discussion of problems designed to high-
light some aspect of the material under discussion, or to
provide an opportunity to apply a rule which has just been
expounded. The problems are typically taken from reported
cases, often from the leading cases in the area, with students
not being told how the court decided the case until after they
have completed their own analysis (the aim in approaching a
case in this way is to provide the students with the basis for
a critique of the court’s decision because they form their own
views about how the case should have been decided before
being exposed to the court’s actual decision).

The usual method of dealing with problems is to require
students to discuss the problem with their immediate neigh-
bours first (ie student-selected small group discussion), be-
fore the problem is discussed by the group as a whole, led by
the teacher. The reason for the initial small group discussion
is to ensure that each student has the opportunity to actively
engage with the problem through debate and dialogue with
a peer. This may then provide them with the confidence to
contribute to the discussion of the problem by the group as
a whole, but even if it does not, it ensures that all students
have the opportunity to discuss the problem, and that no
student is able to sit back and passively rely on the contri-
butions of others.

Most of the problems are sufficiently short that they can
be done in class whether or not students have prepared them
prior to coming to class, but where the problem is particu-
larly lengthy, preparation will be required. Sometimes, for
example, in order to expose students to the primary materials
out of which evidential arguments must be constructed, a
problem will be based on lengthy extracts from records of in-
terview, depositions, or the examination and cross-examination
of witnesses on a voir dire. Such problems have to be pre-
pared in advance. Given the non-systematic nature of the
coverage of material in class, however, an onus is also
placed on the students to complete the readings set out in
the materials, and to raise any points of obscurity or interest
in class.

Course Content

As noted above, the course is divided into 12 units. The fi-
nal week is a revision unit and covers no new material. The
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law of evidence is covered in eight weeks, in units 4 to 11.20

Obviously covering the law of evidence in only eight weeks
requires a certain amount of squeezing; I will discuss the
justifications for, and acceptability of, doing this in the sec-
ond part of the article. It is, however, the first three units
which are the crucial ones for present purposes. These first
three weeks of the course are basically a “law-free zone”, fo-
cusing only on the skills of factual analysis, with evidence
being analysed without any regard to its admissibility.
Before describing the course content further, it may be use-
ful to define precisely what it is that is meant by “factual
analysis”.

Anderson and Twining offer a useful definition, turning
on the distinction between “legal” and “factual” analysis:

Legal analysis ordinarily requires analysis of the facts, but
customarily this analysis is limited to selection and varia-
tion and to identification of facts needed and lines of in-
vestigation to be pursued. Which of the given facts are
likely to be (or should be) perceived as important by the
court? How can the facts be structured to make it clear
that the case at hand falls clearly within the rule for which
the student or practitioner contends? What additional
facts are necessary to determine the principles to be ap-
plied? Although facts are crucial in law analysis, the facts
are ordinarily treated as given and are used to manipu-
late and test the scope and applicability of legal rules.

Factual analysis is different. It is more familiar to practi-
tioners than to students. The skills necessary are those re-
quired to organize and analyze a mass of raw data – the
evidence actually or potentially available – and to determine
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20 Those weeks are currently – the process is ongoing and likely to re-
main so for some time – divided as follows: 1. Introduction to the law
of evidence. This is an “omnibus” unit, which introduces students to
the main sources, principles, techniques, terminology and concepts of
the law of evidence in Australia; and outlines the main methods for
adducing evidence, including the limitations on the availability of evi-
dence imposed by the law of privilege and immunity. 2. Criminal in-
vestigation: the gathering of evidence. This deals with investigative
powers, suspect’s rights, including the right to silence (and silence at
trial), and the public policy discretion. 3. Criminal investigation: inter-
rogation and confession. This deals with the admissibility of admis-
sions and confessions in criminal proceedings. 4. Hearsay: the
exclusionary rule. 5. Hearsay: exceptions to the rule. Previous at-
tempts to teach both aspects of the hearsay rule in one week have
proved consistently unsuccessful, with students requiring more time
to assimilate the rule. 6. Opinion evidence. 7. Tendency and coinci-
dence evidence. 8. Credibility evidence.



the inferences that can properly be drawn from that data
in relation to the ultimate facts in issue in a case. To illus-
trate the distinction, factual analysis ordinarily assumes
that the applicable legal principles are given. Agreed jury
instructions for a trial, an indictment, or the settled plead-
ings would be examples. From these the lawyer can de-
termine the ultimate factual propositions that must be
proved if the plaintiff or prosecutor is to win. The ana-
lytic and reasoning task for the lawyer then becomes de-
termining whether the factual data available as evidence
support inferences that can be ordered to frame a compel-
ling argument that the elements of the ultimate proposi-
tions have or have not been proven according to the
applicable standard of proof. Although the principles of
logic are involved in both legal analysis and factual anal-
ysis, the application of these principles in factual analysis
differs from their application in legal analysis.21

It is, then, the skills of factual analysis which the first
three units of the course aim to teach students. The reason
for introducing factual analysis before admissibility is to pre-
vent the exclusionary rules dominating student thinking. In
this author’s experience, if the exclusionary rules are intro-
duced first, students can tend to be blinkered by the question
of admissibility in a way which prevents them from both
thinking creatively about the ways in which they might at-
tempt to use a particular item of evidence, and thinking criti-
cally about whether the rules help or hinder the trial process.
Indeed, once students know the exclusionary rules, they can
too quickly rule evidence out of their consideration by as-
suming that it will be inadmissible. The rules of evidence
are deferred, then, until after the students been exposed to
the principles of proof, and when they are introduced they
are represented as being of secondary importance to the
“main process”: that of using evidence as part of the process
of attempting to prove or disprove a case. Indeed, the first
assessment task (currently worth 25% of the marks for the
course) requires the students to analyse a brief of evidence
without any consideration of admissibility issues at all.

Even in the admissibility units, the focus on proof is
maintained, with the problems consistently requiring stu-
dents to both construct case theories and to see items of evi-
dence in the context of an overall case. The reading of
appellate decisions is generally avoided because in such
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21 Anderson & Twining, supra note 12, at xx.



cases the “facts” have already been “found”; approaching
cases on the basis that the “facts” themselves are not neu-
tral, and are actually the main point of controversy between
the parties, sometimes appears to be a startling concept for
students who take Evidence near the end of their degree, as
the LLB students do. For the JD students, having this aware-
ness from the start will hopefully inoculate them against the
fallacy that “the facts” are indeed “facts”.

Teaching for the three proof units of the course currently
revolves around a progressive analysis of a hypothetical ho-
micide brief, R v Smith, which is loosely based on the facts
in Wilson v R (1970) 44 ALJR 221. Homicide was chosen be-
cause of its inherent fascination, and because it allowed for
the presentation of a complex body of information, includ-
ing a variety of different kinds of witnesses, a variety of dif-
ferent kinds of evidence (including things like hearsay and
propensity evidence), and a variety of possible outcomes.
The reading materials for these units are drawn from a vari-
ety of sources of varying degrees of difficulty.22

The first of the three proof units is called “Introduction
to the Analysis of Evidence”, and the objectives for the unit
are that students completing it should:

• understand the role played by evidence in litigation;
• be able to identify the facts in issue in a case;
• be able to prepare a chronology;
• be able to identify matters requiring further investigation;
• be able to develop a theory of the case;
• be able to state that theory in the form of a narrative;
• be able to anticipate an opponent’s theory of the case; and
• be able to identify the issues which are likely to the subject

of genuine dispute in a case.

The students’ analysis of the Smith brief begins with the
preparation of a chronology. The ability to organise a mass
of information according to time of occurrence is an obvious
and basic pre-requisite to the development of both investiga-
tive strategies and a theory of the case, which is essentially
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22 Including Wigmore (1937), supra note 11; Anderson & Twining, supra
note 12; D Schum, Evidential Foundations of Probabilistic Reasoning
(New York: John Wiley & Sons, 1994); D Schum, Evidence and Inference
for the Intelligence Analyst (2 volumes, Lanham: University Press of
America, 1987); and D Binder & P Bergman, Fact Investigation: From
Hypothesis to Proof (St Paul: West Publishing, 1984). These will soon be
replaced by a new text by the author: Proof and the Preparation of
Trials: How to do things with evidence (Sydney: LBC, 2003).



an extended factual allegation which satisfies the proof re-
quirements of the cause of action or criminal offence in
question, or which rebuts the same.23 On the investigative
side, the chronology reveals gaps in the information cur-
rently available to the student, which suggests areas requir-
ing investigation. On the case theory side, the chronology
provides the materials out of which a “story”, or case the-
ory, can be constructed. The mere sequence of events is
likely to suggest relationships between facts which might
not otherwise be apparent. The students “homework” is to
return the following week with a narrative of what hap-
pened, and the reasons for believing that that is what hap-
pened, in the form of the kind of address they would like,
as prosecutors, to be able to deliver to a jury at the close of
the trial.

The second week – “Analysing Individual Items of Evi-
dence” – is, as its name suggests, concerned with the micro-
scopic analysis of the individual items of evidence contained
in the brief. Its objectives are that students completing it
should:

• be familiar with the main classes of evidence, according to
both the source of the evidence and the relationship it
bears to the facts in issue; and

• have developed the ability to analyse individual items of
evidence and to identify issues of fact, including the abil-
ity to:
– identify information and inferences which could be used

to prove or disprove the facts in issue in a case;
– describe the specific use or uses for which information

is or might be relevant; and
– articulate, and represent, any chain of reasoning which

shows information to be relevant (or not).24

The first of these objectives involves familiarising the stu-
dents with the main classes of evidence, according to both
the source of the evidence and the relationship it bears to the
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23 See, inter alia, S Lubet Modern Trial Advocacy: Analysis and Practice
(Notre Dame: National Institute for Trial Advocacy, 1993), Chapter 1;
E Imwinkelried, The Development of Professional Judgment in Law
School Litigation Courses; The Concepts of Trial Theory and Theme
(1986) 39 Vanderbilt Law Review 59; and E Ohlbaum, ‘Basic Instinct:
Case Theory and Courtroom Performance’ (1993) 66 Temple Law Re-
view 1.

24 With acknowledgement to Kathy Mack of Flinders University, whose
objectives were partly used as the basis for these: see Mack, supra
note 9, at 58.



facts in issue.25 The second is concerned with developing stu-
dents’ abilities to construct arguments about evidence. The
aim of teaching students to be able to “represent” chains of
reasoning is a pre-cursor to the evidential charts dealt with
in the third week of the course. An important component of
this unit is an emphasis on the role of generalisations in in-
ductive reasoning.26 The underlying premises of this unit are
that fully articulating the reasoning which makes evidence
relevant also exposes the weak links in a chain of reason-
ing,27 and that being able to do this is useful in relation to
the evidence being adduced both by oneself and by one’s
opponent.

If the second unit was about pulling the brief to pieces,
then the third unit, “Organising Complex Masses of Evi-
dence”, is about putting it back together again. Its primary
objective is that students should:

• have developed the ability to analyse complex masses of
evidence, including the ability to:
– draft a narrative statement of a theory of the case and of

the evidence and inferences which could be used to sup-
port that theory;

– use the outline method to organise the evidence in a
case;

– use the chart method to organise the evidence in a case;
and

– evaluate the strengths and weaknesses of opposing
cases.

The fundamental objective, then, is to help students to
develop the ability to organise the complex masses of mixed
evidence which are typical of litigation. Three main meth-
ods are offered: the narrative method, the outline method
and the chart method. The key point that each of the meth-
ods has in common, is that students are required to identify
what it is that they will have to prove in order to succeed in
the litigation (ie the facts in issue, and the subset of that, the
facts genuinely in dispute), and to explain how they will go
about proving it.
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25 Based on the taxonomy of evidence in Schum (1994), supra note 21, at
115, where evidence is classified according to two dimensions: first,
its source, real or testimonial; and secondly, its relationship to the
facts in issue, direct, circumstantial or ancillary (which includes, for
example, evidence relating to the credibility of a witness or authentic-
ity of an item of real evidence).

26 See, for example, Schum (1994), supra note 21, at 86-92.
27 As well as those links which depend on biased or unfounded gener-

alisations, assumptions or beliefs: cf Mack, supra note 9.



The narrative method,28 which is the one which comes
most easily to students, really just requires them to explain
in prose what they have to prove, and how they will prove
it. The outline method is a more rigorous version of the kinds
of outlines sometimes used by lawyers.29 The outlines stu-
dents are required to develop are essentially a nested series
of factual propositions descending from the facts in issue to
the actual sources of evidence, setting out all intermediate
inferences and necessary generalisations. The chart method
taught in the course is a modified version of that described
by Anderson and Twining in Analysis of Evidence, which is it-
self based on the method expounded by Wigmore in The Sci-
ence.30 The major drawback to Wigmorean charts – as anyone
who has ever seen one will know – is that they are forbid-
ding to look at, and all but impossible to decipher. This obvi-
ously limits their usefulness. The charts which students are
taught to prepare in the course instead rely on modern flow
charting or argument mapping software which permit stu-
dents to include text in the chart.31 This means that a chart
can include all of the information contained in an outline
which – at least for those with a preference for information
to be presented in a more visual form – can be an aid to the
comprehension of the case.

All of the methods serve the same fundamental purposes.
In particular, they enable the student to identify all of the ele-
ments of the charge and any defences; the evidence available
to prove each such element; any gaps in the evidence; as well
as the areas which are not in dispute, and those where there
is a conflict of evidence. By doing this, students will be able
to identify the evidence they need to adduce from their own
witnesses, and should be able to identify appropriate aims
for the cross-examination of their opponent’s witnesses.

The Assessment

As Ramsden has pointed out, from “our students’ point of
view, assessment always defines the actual curriculum”.32 It
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28 So called, because it is very loosely based on Wigmore’s “narrative
method”: see Wigmore (1937), supra note 11.

29 See, for example, Binder and Bergman, supra note 21.
30 See Anderson and Twining, supra note 12, at 108-155.
31 A number of products have been tried by students including

Microsoft Visio, MindManager (available from http://team-link.org)
and Reason!Able (available from http://www.goreason.com). The lat-
ter has proved the most popular, in part because it is available free of
charge to University of Melbourne students.

32 P Ramsden, Learning to Teach in Higher Education (London: Routledge,
1992) 187. See also, D Rowntree, Assessing Students: How shall we know



was essential therefore that the new assessment actually set
out to assess whether students had acquired the skills in fac-
tual analysis specified in the objectives. It also seemed a
good idea to try to move towards a form of assessment
more closely modelled on the kind of task lawyers have to
perform in practice. As Gibbs has argued in relation to the
transferability of skills:

It is necessary to bring elements of the world of work into
the classroom, to confront students with situations and
problems which resemble those they will eventually have
to tackle, and to allow them to learn the necessary skills in
work-like contexts, tackling the problems in the way they
will eventually have to tackle them outside academia.33

In the legal context, this is often referred to as a “clinical”
approach to legal education.34 According to Amsterdam, such
an approach includes the following characteristics:

1 Students were confronted with problem situations of
the sort that lawyers encounter in practice. The situations
might be simulated … or they might be real …

2 The problem situations were: (a) concrete, that is, tex-
tured by specific factual detail; (b) complex, that is, they
required the consideration of interacting factors in a num-
ber of dimensions – legal, practical, institutional, personal
and (c) unrefined, that is, they were not predigested for
the student through the medium of appellate opinions or
coursebooks, but were unstructured, requiring the stu-
dent to identify “the problem[s]” or “the issues[s]”.

3 The students dealt with the problem in role. They bore
the responsibility for decision and action to solve the
problem. They had to (a) identify the problem; (b) ana-
lyze it; (c) consider, formulate and evaluate possible re-
sponses to it; (d) plan a course of action; and (e) execute
that course of action.35
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them? Rev ed (London: Kogan Page, 1987) 1; and M Le Brun & R
Johnstone, The Quiet (R)evolution: Improving Student Learning in Law
(Sydney: Law Book Company, 1994) 178-183.

33 Gibbs, supra note 46, at 4; quoted in S Kift, Lawyering Skills: Finding
their Place in Legal Education (1997) 8 Legal Education Review 43, at
54.

34 See, generally, K Mack, Bringing Clinical Learning into a Conven-
tional Classroom (1993) 4 Legal Education Review 89.

35 Amsterdam, supra note 15, at 616-617 (emphasis in original).



It was fairly clear that the traditional law school final ex-
amination did not have any of these characteristics, not least
because of the time limitations inherent in the format, which
make it almost impossible to present problem situations
which are “concrete”, “complex” and “unrefined”. Even just
in terms of admissibility, “spotting issues” in such an exam-
ination, while no doubt a difficult task, is very different
from the task demanded of practising lawyers. Where a sin-
gle examination problem might be crammed with an enor-
mous number of issues – and the students will know from
experience that this is going to be the case – in a legal file
the admissibility issues are likely to be spread over numer-
ous, often lengthy, witness statements or other documentary
material, and the lawyer will have no idea in advance of
how numerous or complex the issues are likely to be. For
the appellate lawyer, the task of finding an issue on which
to base an appeal may be even more challenging, requiring
the close scrutiny of an enormous number of pages of
transcript.

So what kind of realistic task might the students be set?
It is suggested that the main evidential tasks required of a
lawyer fall into the following categories:

• fact investigation and the gathering of evidence;
• organisation and analysis of the evidence in preparation

for trial;
• making arguments about the admissibility of evidence; and
• the adducing of evidence at the trial itself.

The first of these seemed too removed from the trial and
the issues of admissibility to provide an appropriate assess-
ment task; this left a choice between the other three tasks.
Romero has suggested that it is the third and fourth tasks
which should be assessed in an Evidence course which uses
a clinical method:

Instead of asking a student what [evidentiary] objection
might be made, the clinical method requires the student
to make the objection. Instead of asking what foundation
is required to admit an item of evidence, the clinical
method requires the student to lay the foundation by call-
ing the necessary witness … and then asking the neces-
sary questions.36
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36 L Romero, Integration of Clinical Methods into an Evidence Course,
distributed at Association of American Law Schools Annual Meeting
January 1989; quoted in Mack, supra note 34, at 91.



Romero’s description of what can actually be tested us-
ing this clinical approach, however, suggests a course still
dominated by the law of evidence (what objections, what
foundations for admission etc). Moreover, the highly
performative nature of the fourth task in particular – the
mechanics of actually adducing evidence – makes it difficult
to teach and assess in a mass-enrolment subject (so therefore
unsuitable for transfer to the LLB), and arguably means that
it is better left for specialist advocacy courses. In any case,
the quality of a student’s trial presentation can only be as
good as the quality of their pre-trial preparation: technical
proficiency in the examination of witnesses, for example, is
fairly empty if the student has not first identified, through
detailed analysis of the case, the points that they need to
make through their own witnesses and in the cross-
examination of their opponent’s.

This left the second task: analysing the evidence in prep-
aration for trial. To assess this, students are provided with a
brief of evidence as a take-home examination. The brief is
based on a real brief (with any identifying details changed),
and students are assigned a particular standpoint such as
counsel for the prosecution or counsel for the defence. The
proceedings are criminal for two reasons; first, because a
brief in a civil proceeding would not test the students’ abil-
ity to apply a number of important rules of evidence; and
secondly, because the criminal law is in any case the only
body of law which JD students have all been taught. As
with most real life briefs, the brief provided to the students
both contains a mass of irrelevant material, and fails to
cover every point of significance.

Students are required to write an Advice on Evidence,
which is essentially a counsel’s analysis of the evidence in a
case, and therefore a realistic task of the kind with which
lawyers will be confronted in practice.37 The instructions
given to students are, however, fairly specific. In particular,
students will be instructed to perform a combination of the
following tasks (the precise combination will depend, inter
alia, on the role assigned to students):

• Draft a statement (in narrative form, akin to an opening or
closing address) of the case theory or theories likely to be
relied on by either or both of the prosecution and defence;
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this statement should also include (where appropriate) the
student’s reasons for preferring one theory of the case
over another. In doing this, students should also identify
the real issues in the case.38

• Identify the evidence to be relied on, and articulate or rep-
resent the reasoning to be used, in attempting to persuade
the court to accept the student’s theory of the case.

• Analyse the strengths and weaknesses of the opposing
cases.

• Indicate how the student intends to run the trial in order
to advance his or her theory of the case; in doing this stu-
dents would be expected to indicate how they would deal
with any evidence which was inconsistent with their case,
as well as to address issues such as their aims in the
cross-examination of their opponent’s witnesses, and
whether they would be likely to call the accused to testify
in his or her defence.

• Discuss the admissibility of any potentially inadmissible
items of evidence likely to be relied on by either the prose-
cution or defence. It is here that the students’ knowledge
of, and ability to apply, the law of evidence is assessed;
depending on the problem, between 40-60% of the marks
for the examination might be allocated to this component.

• Indicate, in light of the above, the likelihood of conviction.
• Append a chronology of events.
• Append either a chart or an outline of either or both of the

prosecution and defence cases.
Such a form of assessment obviously places a premium

on factual analysis. The fact that the brief, like any brief, is
unlikely to cover every possible issue of relevance also means
that students are required to think creatively about what
kind of evidence they might need to adduce in addition to
that contained in the brief. In relation to admissibility, this
form of assessment also provides, in many ways, a more
challenging and realistic task than a traditional examination.
Because students are provided with a large body of mate-
rial, admissibility issues are simply not flagged in the way
that they almost inevitably are in a three hour examination.
Instead they really have to be spotted, and can easily be
missed.

As already noted, as well as the final assessment described
above, students are also required to complete an earlier
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piece of assessment (worth 25% of the marks for the sub-
ject). The main differences between the final assessment and
the first assessment task are that the earlier assessment task
does not require students to consider the admissibility of
any of the evidence analysed; and that the earlier assess-
ment task is usually done in “syndicates” of four, whereas
the final assessment is done by students on their own.

Students taking this form of assessment have exhibited a
high degree of sensitivity to factual issues, as well as a de-
gree of savviness and sophistication. For example, asking
the students to consider whether they would be likely to call
the accused to testify requires them to take into account
matters such as the extent of inconsistency between any
prior statements made by the accused, the degree to which
the conduct of the defence is likely to expose the accused to
prejudicial cross-examination about prior criminality, and
whether the defence is one which relies on facts about which
only the accused could give evidence. The fact that such a
question looks forward to the trial seems to lead students to
a better understanding of the issues surrounding testimony
from the accused than does a backward-looking question
about whether the asking of particular questions or the giv-
ing of particular evidence had resulted in the “shield” being
lost.

The LLB Evidence Course

Transferring the proof model to the mass-enrolment envi-
ronment of the LLB proved far less difficult than had been
anticipated. The course content described above was, with
some simplification and reduction of reading material, repli-
cated in the LLB. The same general teaching approach was
also taken so that the classes comprised a similar mixture of
mini-lectures and problems. The problems were also ap-
proached in the same way as on the JD; that is, the problem
would first be expounded to students, who would then be
given the opportunity to discuss it with whomsoever they
happened to be sitting near, before being invited to contrib-
ute to the public discussion of the problem by the class as a
whole. Smith was retained as the vehicle for teaching the
same three units on proof that had been taught in the JD. A
slightly simpler methodology for analysing the brief was,
however, developed. This involved the following main steps:

• Reading the brief.
• Preparing a chronology.

A PROOF-ORIENTED MODEL OF EVIDENCE TEACHING 125



• Drafting a narrative statement of the prosecution theory of
the case, in the form of a closing address.

• Identifying all the facts in issue which needed to be
proved.

• Broadly identifying the evidence which would be used to
prove each of these facts in issue.

• Analysing as much of this evidence as class time allowed
in greater detail, including identifying all necessary gener-
alisations and inferences from the evidence to the facts in
issue.

In effect, this involved teaching the second and third units
in a slightly different order, although the end “product”
was essentially the same. The assessment used in the JD was
also transferred, with some significant modifications to the
LLB. The new assessment, developed by my co-teacher,
Dr Andrew Kenyon, involves the online presentation of a
brief in a criminal proceeding, under the name “Evidence
Briefcase”. The material includes statements from potential
witnesses, transcripts of police interviews, photographs of
an alleged crime scene, and audio and video files, such as a
videotape of a police interview with the accused person.
The web-based format aims to create a learning environ-
ment which simulates legal practice. Students are able to
make and store their own notes about the potential evi-
dence, and to communicate with each other and with the
teachers through an online forum (which has been used ex-
tensively). Students are given a set period (for example, a
week) to complete an Advice on Evidence of the kind de-
scribed above in relation to the JD assessment. During this
period, the Briefcase software also captures a certain
amount of data in relation to each student’s use of and in-
teraction with the brief, which provides some measure of
protection against cheating.

There was an extensive evaluation program of the intro-
duction of the project. The evaluation included an online
survey of students, which achieved an 80% response rate
and provided detailed quantitative and qualitative data.
This evaluation will be developed by Andrew Kenyon into
an academic article, but it is notable that 89% of students re-
plied “yes” or “to some extent” to the question: “Evidence
Briefcase better assessed my learning to date in this subject
than a problem or essay-style question in a traditional law
exam”. Only 11% replied “no” to this question. The overall
response was consistent with the views of the examiners that
the analysis of a brief of evidence and the requirement to
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complete an advice on evidence were a better method of as-
sessing Evidence than a traditional three hour examination.

While Briefcase was being trialled, however, and then
awaiting approval as the sole assessment for students in Ev-
idence, students were also required to complete a final ex-
amination. The examination took the format of what might
be called a “mini-brief”, or perhaps more accurately, a sum-
mary of a brief. As with the other forms of assessment, a
substantial proportion of the marks for the examination
were allocated to factual analysis. Nevertheless, none of the
evidence teachers involved regarded this as the ideal form
of assessment for the subject, given the difficulty of digest-
ing, and then analysing, such a large amount of information
in so short a space of time. Although, the answers produced
were generally of a good standard given the difficulty of the
task – so that the marks awarded suffered no drop in com-
parison to previous years – there was a degree of student
dissatisfaction with the form of assessment. Indeed, the cor-
ollary of the results of the Briefcase evaluation reported
above, are that an examination in this form would not have
been regarded by students as an equally satisfactory form of
assessment to the kind of assessment represented by the
Briefcase project.

Two Objections to a Proof-oriented Model of
Teaching Evidence

While numerous objections could no doubt be made to the
teaching model described above, I intend to deal with just
two of them: that there is no room in an Evidence course for
factual analysis, and that the development of skills in factual
analysis is appropriately left to specialist courses.

There is No Room for Factual Analysis

Like most other subjects, Evidence often feels overcrowded:
too many topics, not enough time. This is particularly true
when Evidence is taught over one semester – as it is at Mel-
bourne – or is incorporated into a larger subject such as Liti-
gation. With so many topics already crammed in, and so
many important ones possibly already left out, how can
room be made for additional material? The answer to this
objection – if there is one – is perhaps that it is never possi-
ble to teach students all of the rules of evidence anyway,
and that the drawing of any line between the essential and
the inessential is a fairly arbitrary process, determined as
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much by the number of teaching weeks available as any-
thing else.39 Although the Council of Legal Education’s list
of the topics which have to be taught in a university Evi-
dence course in order for it to be recognised for the pur-
poses of professional admission40 might appear to impose
breadth of coverage requirements on a course, it is perhaps
worth pointing out that this list says nothing about the
amount of class time which has to be devoted to each topic.
Teachers are, in any case, given the option of abandoning
the list and teaching “topics of substantial equivalence in
breadth and depth”;41 this flexible alternative requirement
clearly leaves a great deal of discretion in the hands of indi-
vidual teachers.

With these thoughts in mind, Evidence teachers might
feel sufficiently emboldened “to slaughter the dragon ‘cov-
erage’”,42 and to so reduce the depth and/or breadth of their
coverage of currently taught topics in order to make room
for material on factual analysis.43 But the fact that coverage
can be reduced is not in itself sufficient reason to do so: the
case for the inclusion of material on factual analysis within
an Evidence course must still be made.

Factual Analysis belongs in Specialist Courses

A second objection to a proof-oriented model of teaching
evidence is that factual analysis is already, and adequately,
and indeed appropriately, dealt with in specialist subjects
such as advocacy, trial practice, or other clinical courses:
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there are twelve topics for twelve weeks; where Evidence is taught
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40 Namely, “1. Introduction. 2. Competence and compellability. 3. Privi-
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prior determination. 11. Hearsay: -the exclusionary rule; - the com-
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criminal cases. 13. Illegally obtained evidence and confirmation by
subsequent fact. 14. Res gestae. 15. Corroboration.”
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ity of evidence, including rules concerning the burden and standard
of proof and technical rules concerning such matters as hearsay, ad-
missions and confessions, illegally obtained evidence and res gestae.”

42 Cf W Twining, Legal Skills and Legal Education (1988) 22 Law Teacher
4, at 12.

43 See supra note 19, for a list of the topics currently taught at Melbourne.



that being so, there is no need to include factual analysis in
Evidence. What follows are some reasons for believing that
factual analysis might well be sufficiently important to war-
rant a place in the compulsory and quasi-compulsory core
of subjects which all students are required to complete,44

and for believing that the appropriate place for it in that
core is in an Evidence course.

First, any list of the skills required of lawyers is bound to
include skills in factual analysis.45 These skills are generally
rated by the legal profession as very important to the prac-
tice of law.46 Given that Evidence is a subject required for
admission to practice (but not, generally, for the award of a
law degree), it does not seem unreasonable that an Evidence
course might make some attempt to provide students with
the skills they will need in practice. Furthermore, whereas
the law of evidence has a limited sphere of operation – ap-
plying only in courts, and in practice, not even in all of
them – the skills of factual analysis are equally applicable in
jurisdictions where the rules of evidence do not apply at all
(such as administrative tribunals), or are rarely, or only par-
tially, applied in practice (such as most civil proceedings or
the Magistrates’ Court). Restricting the contents of “Evi-
dence” to the law of evidence does nothing to prepare stu-
dents for practice in jurisdictions such as these.

Factual analysis is not only central to litigation, however;
it is also an important component of any career which re-
quires the marshalling and evaluation of the evidence and
arguments for competing claims. Factual analysis thus fits
the definition of a “transferable skill”, of relevance in a wide
variety of employment situations. The checklist of transfer-
able skills compiled by Gibbs et al, for example, includes
“information gathering”, which consists of skills such as
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to be admitted to practice.

45 See, for example, N Gold, Are Skills Really Frills? (1993) 11 Journal of
Professional Legal Education 1, at 6 which describes ten necessary law-
yering skills, including both “fact analysis” and “fact management”.
See also N Duncan, Why Legal Skills – Whither Legal Education?
(1991) 25 Law Teacher 142, at 144, which refers to “casework skills”.

46 See, for example, J de Groot, Acquiring Basic Legal Skills and Knowl-
edge: What and Where? (1994) 12 Journal of Professional Legal Education
1, which compares the results of a survey of senior members of the
solicitors branch of the Queensland profession, with surveys con-
ducted in Chicago and Montana. See also T Anderson & W Twining,
Analysis of Evidence, in N Gold, K Mackie & William Twining eds,
Learning Lawyers’ Skills (London: Butterworths, 1989) 216.



“locating information sources, evaluating sources and data,
extracting relevant information, interpretation of data, pre-
sentation of data”;47 in short, factual analysis. That factual
analysis is a transferable skill is significant, given the high
proportion of law graduates who will ultimately pursue a
career outside the legal profession.

A second reason for including factual analysis in Evi-
dence is that if a course in “Evidence” is to live up to its la-
bel, then it should include a consideration of evidence as
evidence, and not just an analysis of that evidence from the
point of view of admissibility.48 This is because the question
of admissibility is only one aspect of the evidential analysis
required as part of trial preparation, and it is most certainly
not the most important aspect. Before the question of admis-
sibility even arises, a lawyer must carry out a number of
tasks which require some analysis of the evidence currently
available to him or her. In the early stages of litigation, a
lawyer may be required to develop investigative strategies
based on the information presented to him or her by a cli-
ent.49 At subsequent stages the lawyer might be required to
draft pleadings or other documents containing factual alle-
gations.50 Closer to, and during a trial, the lawyer will have
to prepare opening and closing addresses and plan the ex-
amination and cross-examination of witnesses.

All of these tasks require the development of a theory of
the case, and they require a detailed analysis of all of the ev-
idence available, or potentially available, to the lawyer. Part
of that process of preparing for trial – but most decidedly
only part of the process – is a consideration of the admissi-
bility of the items of evidence which the lawyer or his or her
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47 G Gibbs et al, Developing Students’ Transferable Skills (Oxford: Oxford
Centre for Staff Development, 1994) 9.

48 But see F Martin, The Integration of Legal Skills into the Curriculum
of the Undergraduate Law Degree: The Queenland University of
Technology Perspective (1995) 13 Journal of Professional Legal Education
45, at 54-55, where factual analysis is treated as an element of several
other skills such as mooting, ADR, communication and fact gathering,
all of which are taught progressively through the degree.

49 See, inter alia, Binder and Bergman, supra note 21; F Vincent, ‘Prepa-
ration of a Criminal Trial’ in G Eames ed, Criminal Law Advocacy
(Adelaide: Legal Services Commission of South Australia, 1984); and
P Tillers & D Schum, ‘A Theory of Preliminary Fact Investigation’
(1991) 24 University of California, Davis Law Review 931.

50 Such as, for example, the summary of prosecution opening and de-
fence response required by the Crimes (Criminal Trials) Act 1999 (Vic),
or Crown Case Statement, required by the practice directions for Su-
preme Court Criminal Trials in New South Wales: see Hunter &
Cronin, supra note 9, 418-9.



opponent is likely to attempt to lead. But a lawyer can only
carry out this analysis if he or she has first identified this
evidence, and this evidence can only be identified when the
lawyer’s case theory has been developed, and the likely case
theory of the opponent considered.51

A third reason for including factual analysis in an Evi-
dence course is that, in this author’s experience at least, it
can be difficult for students to understand the purpose and
operation of the rules of evidence when they are divorced
from the process of proof. Indeed, teaching admissibility
without teaching proof can arguably be likened to teaching
someone the road rules without also teaching them how to
drive. Like the road rules, the question of admissibility only
has meaning when one bears in mind the underlying objec-
tive: that one is attempting to get from point A to point B.
In the case of evidence, the journey from A to B is obviously
the aim of proving one’s case by means of evidence; like
driving, this too is subject to certain restrictions and obsta-
cles, and like driving those restrictions and obstacles only
have meaning as a component of a larger process with its
own objectives.

Moreover, there are a number of exclusionary rules
whose scope and operation depend on the purpose for or
manner in which the evidence is being used. These rules do
not prohibit categories of information, but specific uses of
information.52 This is most obviously true of the hearsay and
tendency and coincidence rules, but it is also true of the
rules regulating the use of opinion and credibility evidence.
Unless students are able to analyse the way in which these
kinds of evidence are being used – which depends on their
skills in factual analysis – they will be unable to determine
whether or not the evidence is admissible. In other words, a
greater emphasis on factual analysis will develop an im-
proved capacity to deal with questions of admissibility.

A fourth reason for including factual analysis in an evi-
dence course, is that just as an emphasis on factual analysis
can enhance students’ ability to apply the rules of evidence,
so can it open the door to the introduction of critical insights.
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Kathy Mack has, for example, recently described an Evi-
dence course in which a focus on the “fundamental eviden-
tiary questions of relevance and the logic of proof” is used
as a vehicle to explore issues of diversity and “to investigate
how we think and why we think a certain way, and to ex-
pose unacknowledged assumptions, beliefs and idea”.53

Close attention to the way in which we reason about, and
from, evidence is thus a powerful tool for exposing preju-
dices, biases and assumptions embedded in the way we
think; to take a simple and obvious example, a defence of
the relevance of sexual history evidence is likely to founder
when the generalisations upon which the relevance of such
evidence depend are exposed to view.

Conclusion

The shift towards a more proof-oriented model of teaching
Evidence is now well entrenched. Its fundamental aim has
been to increase students’ skills in factual analysis, such skills
being important to the practice of law, transferable, and es-
sential to a proper application of many of the exclusionary
rules of evidence. The change in approach has gone hand in
hand with a change to the assessment, so that students are
now presented with a task much more akin to that which
they are likely to encounter in practice, namely the analysis
of a brief of evidence in a criminal proceeding and the com-
pletion of an advice on evidence based on that analysis. An-
ecdotally, students have reported that the focus on factual
analysis has improved their general thinking and arguing
skills; more formal evaluation has confirmed that students
are satisfied that the new assessment provides a better mea-
sure of their abilities than the assessment it replaced.

132 LEGAL EDUCATION REVIEW

53 Mack, supra note 9, at 57-58.



An Integrated Approach to Information
Literacy in Legal Education

Robyn Carroll* & Helen Wallace**

Part A – Information Literacy and Legal Education

One of the many essential skills of a lawyer is the ability to
research the law. It has been recognised for some time that
the skills required to research the law should be taught at
law school.1 Greater emphasis in higher education on the im-
portance of teaching generic skills has coincided with discus-
sion of the need for skills education for lawyers generally.2

The increasing interest of universities in the development of
the “life long learner” has focused attention on methods of
training students to be independent learners.3
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Debate about the appropriateness of legal research skills
training in the law degree has been part of the academic
and professional library literature for decades but particu-
larly during the 1980s.4 A survey of legal research courses in
Australia in 1991 revealed that most law schools were offer-
ing research skills as a subject or part of a subject:

Overall, two faculties had no formal course, and two of
the new faculties did not yet have settled curriculum. Of
the remaining 17 law schools, nine were reported as hav-
ing separate research subjects, seven said research train-
ing was a component of another subject and one was
reported as being part of a skills workshop. Where re-
search was taught as part of another course it was invari-
ably a segment of the first year subject Introduction to
Law or its equivalent.5

The classes generally followed the format of traditional
bibliographic instruction which Murdock described as
“short range, library centered, print-bound instruction”,6

with electronic resources being gradually introduced.
A comparison of Law graduates who completed their de-

grees in 1991 and 1995 showed that although overall use of
legal research skills did not increase, the frequency of use
did.7
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Table 1: Frequency of Use of Legal Research Skills
by Law Graduates8

Used
frequently

Used sometimes
% of graduates
who use legal
research skills

1991 50% 34% 84%

1995 54% 29% 84%

During the 1990s the term “information literacy” entered
education discourse and was taken up by educational insti-
tutions at all levels. One of the earliest exponents of infor-
mation literacy in Australia is Christine Bruce, who has
defined information literacy as “the ability to locate, evalu-
ate, manage and use information from a range of sources for
problem solving, decision making and research”.9 Informa-
tion literacy is critical to lifelong, independent learning in an
era of rapid expansion of information technology. During
the last decade the concept of information literacy has be-
come embedded in library programs across all disciplines
because of the emphasis on the need for graduates to be
skilled in the use of information resources.

At the same time, by the mid 1990s the teaching method-
ology in law had changed noticeably from bibliographic in-
struction to skills training and recognition of the “process of
research”.10 This change was driven by the rapid develop-
ment of information technology: hardware and software
products were constantly being upgraded and new electronic
information resources were keeping pace. It was no longer
possible to “instruct” law students in the use of a particular
product and expect it to be available in the same format af-
ter they had graduated. Students needed the skills to adapt
to new electronic information products. They also needed the
ability to transfer these skills from one application to another,
across subject boundaries, and from their student environ-
ment to their career environment. The information literacy
discourse has formed, not surprisingly, the basis for reassess-
ment of legal research programs in Australian law schools.11
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The issues facing law schools have arisen from two direc-
tions. On the one hand the demand on universities to pro-
duce graduates with the generic skills to enter a profession,
and on the other, the demand from the legal profession for
the skills to keep pace with the burgeoning development of
electronic legal information resources.12

Defining “skills” is no easy task and we will not attempt
that here.13 We are using the term broadly to equate with in-
formation literacy. The QUT classification of graduate attrib-
utes14 is helpful to our understanding of the place of
information literacy in legal education. These graduate at-
tributes have been described as discipline knowledge, ethi-
cal attitude, communication, problem solving and
reasoning, information literacy and interpersonal focus.15

Applying Bruce’s definition of information literacy to the
study and practice of Law, it is the ability to:

• locate legal materials (primary and secondary] using ap-
propriate retrieval tools and techniques;

• evaluate the relevance, applicability, and value of the lo-
cated materials to the task at hand. This will include as-
sessing the relevance, precedent value and other factors af-
fecting the authority of the material;

• manage the information, that is, to sort, categorise and
rank the information; and

• use the information for the task at hand, such as advising
on the law, formulating a policy argument or identifying
theoretical perspectives presented in the materials.
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Information literacy is as much an attribute of the pro-
cess of “lawyering” as are discipline knowledge and the
ability to problem solve and engage in legal reasoning. Not
surprisingly it will be difficult at times to draw a line be-
tween the information skills16 involved in locating and know-
ing how to use the law (information literacy) and the mental
skills17 involved in applying the law (discipline knowledge,
problem solving and reasoning). In each case there is an ele-
ment of problem solving.18 In practical terms, when we aim
to train the “whole lawyer” we would expect there to be a
high level of interface between these different attributes.
Typically, the specialised nature of legal research tools has
meant that reference librarians have become involved in the
legal research aspect of legal education. The more we focus
on the interface between the various graduate attributes, the
more obvious becomes the need for close cooperation be-
tween law and library “teachers”.

In 1994 a study commissioned by the National Board of
Employment, Education and Training noted the benefits de-
rived from librarians working closely with academic staff to
develop information retrieval skills in students.19 This Re-
port refers to a number of submissions that explore the role
of the library in developing lifelong learning skills. More
generally with respect to legal education, Christensen and
Kift have argued that we will produce better law graduates
if we adopt programs that integrate both conceptual knowl-
edge and transferable generic and legal skills.20

A number of programs have been developed in Austra-
lian Law Schools that aim to improve information literacy of
law students through integration of legal research skills

AN INTEGRATED APPROACH TO INFORMATION LITERACY 137

16 R Carter, A Taxonomy of Objectives for Professional Education (1985)
10 Stud Higher Educ, at 135; reproduced by Kift, supra note 13, at 48.

17 Id.
18 Flynn argues that one way of identifying the legal research skills that

we expect our graduates to possess is to reflect on the nature of the
problem solving process. For his discussion of the skills needed to
problem solve see M Flynn, Legal Research Skills: What are they? When
Should They be Taught? How can they be Taught? And what About the
Other 34 Skills that Law Graduates Frequently Use?, paper presented at
the Conference of the Australasian Law Teachers’ Association (Canberra:
2000) <http://www.law.ecel.uwa.edu.au/ab358/martin/alta.htm>

19 Candy, Crebert & O’Leary, supra note 3.
20 Christensen & Kift, supra note 2, at 213; C Bruce, The Seven Faces of In-

formation Literacy, (Adelaide: Auslib Press, 1997) 41; Bruce & Candy,
supra note 12, at 6-7; D Chalmers & R Fuller, Teaching for Learning at
University: Theory and Practice (London: Kogan Page, 1996).



teaching into the law curriculum. One example21 has been
Monash University’s integration of Legal Research and
Methods (LRM) into alternate years of the undergraduate cur-
riculum.22 At Queensland University of Technology a range of
generic skills have been integrated into the curriculum. Le-
gal Research and Writing is a discrete first year unit rather
than being placed in the context of the areas of law being
studied.23 At Flinders University a range of generic skills
have also been incorporated into the curriculum. The foun-
dations of legal research skills are taught in a compulsory
first year unit, Legal Method. These skills are then rein-
forced at each level of the degree by identifying their appli-
cation in conjunction with other skills such as interviewing
and mooting.24 In 1994 Bott reported on the Bond University
program in which library research skills are taught as part
of the “Introduction to Law” unit, with the Law Library staff
playing a direct role in the planning and delivery of the
library skills program.25

In Part B of this paper we describe a program recently
introduced jointly by the Library and Law School at The
University of Western Australia. In designing our program,
we have drawn on the literature to identify the ideals‚ on
which an integrated legal research skills program should be
based. We have also identified the ideals evident in other
law school programs and those that we set out to achieve in
our own. These ideals include, that:

• programs should be designed so that graduates will be
able to use current technologies and effective strategies for
the retrieval, evaluation and creative use of relevant infor-
mation as a lifelong learners;26

• an integrated legal research skills teaching program will
draw on the knowledge of law held by the academic staff
of the Law School and the knowledge of information re-
sources and research skills held by librarians;

• legal research is recognised as an integral part of the pro-
cess of solving legal problems;
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• information literacy is relational27 to the discipline in
which it exists and therefore legal research skills are best
placed in the context of the areas of law being studied;

• as student learning largely is driven by assessment, the ac-
quisition of research skills need to be assessed in some way;
and

• research skills will be improved if they are developed, and
reinforced, from a level of basic competency level in first
year through to advanced skills at the point of graduation.

Other writers have commented on the difficulties com-
monly encountered in teaching skills in the law curriculum.28

Wade identifies the following frustrations and challenges to
teachers attempting to incorporate skills into law units:29

• the shortage of time available for students to undertake
practical exercises;

• the lack of a systematic curriculum structure that provides
for revision and reinforcement of skills acquired in one
unit in subsequent units;

• the lack of commitment within and without the law school
to skills teaching;

• insufficient resources to teach skills effectively, for exam-
ple by the presence of experienced instructors to model
skills and provide instant feedback;

• the superficiality of the experience of the majority of stu-
dents in skills exercises (which he suggests may relate to
lack of time and overcrowding in the curriculum30);

• students may not be motivated to learn unless they have
opportunity to apply their skills to “real life” experiences,
which is difficult to achieve in the absence of “real” clients;

• the form of snobbery that labels teachers who articulate
goals of acquisition of skills and also incorporate adult ed-
ucation methods into the learning environment as engaged
in “mere” training (original emphasis);

• the labour intensive nature of skills training;
• the teaching burnout that often results from the complex

nature of teaching skills;
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• the structural and institutional disincentives to choosing
skills teaching as a career path;

• the frequent foundering of pilot programs due to lack of
institutional foundations of resources, personnel, cultural
acceptance and incentives once the dynamism of the pro-
gram founder is gone;

• the interference of skills teaching with coverage of sub-
stantive topics;

• the lack of credibility of law academics to teach practical
skills;

• the vagueness of the assessment criteria in assessment
methods commonly used; and

• the lack of adequate teaching materials.

Wade’s list is comprehensive, and paints a daunting pic-
ture for law schools seeking to incorporate skills training in
their curriculum. In addition, a number of other challenges can
be identified that have particular application to an integrated
approach to teaching legal research skills. These include:

• As researching electronic legal information resources re-
quires a level of information technology skills, disparities
in student access to computers and their ability to use the
technology has posed difficulties for library teachers. Li-
brary staff have observed, however, a significant increase
in “starter skills” of students in recent years;

• As students begin their studies with different levels of re-
search skills and experiences, there are inevitable difficul-
ties in pitching the teaching at a level that engages all the
students in the group;

• Avoiding overlap or gaps in the training in various law
units;

• Measuring and evaluating improvements in student learn-
ing outcomes;

• Balancing the amount of online and face-to-face instruc-
tion;

• Supporting a culture shift from reference librarians being
seen as bibliographic experts to being seen as process edu-
cators;

• Resourcing programs that increase the contact time for li-
brary staff teaching students;

• Identifying the specific aspects of information literacy that
are essential to law students and which aspects need to be
addressed in the law school curriculum;

• Facilitating and sustaining cooperation with numerous
members of faculty;
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• Creating enough room in the teaching program for more
research activities; and

• Identifying assessable outcomes and the means to assess
them.

In what follows we describe the program offered at
UWA prior to 2000, the reasons for change, and the steps
taken to create an integrated legal research skills program
from 2000 in which we have endeavoured to capture the
ideals set out above. In Part C of this article we review our
experiences and the many challenges to integrating the
teaching of legal research skills into the curriculum.

Part B – Integrating Legal Research Skills into the
UWA Bachelor of Laws Courses

Background to the Research Skills Integration Program
Until 2000, our Law students received six hours of instruc-
tion in legal research methods by library staff during the
first year of their course in the unit Legal Process. Library
classes were given on Citation, Case law, Legislation and
Secondary Sources. Attendance at these classes was compul-
sory and five percent of the assessment for Legal Process was
allocated to a research journal prepared and presented by
students with the major written paper they submitted for
the unit. Prior to 2000 this was the only compulsory legal re-
search skills instruction that students received during their
law studies. Academic staff teaching in some compulsory
and elective units increasingly were making arrangements
for the reference librarians to provide instruction to students
in their units to assist student with research papers for
assessment.

Many of the students in a Bachelor of Laws degree are
enrolled in five-year combined degrees. This has a number
of implications. First, the level of instruction they are able to
absorb in first year is unlikely to equip them for the more
demanding research expectations placed on them in later
years of the degree. This is possibly the most significant rea-
son to spread research skills instruction across the degree.
At UWA, approximately three quarters of the students en-
tering into the degree are school leavers or non-graduates.
Students study only two law units in their first year at uni-
versity, the balance of their studies being in the other fac-
ulty in which they are enrolled. Consequently, students take
two years to complete the four “first year” law units. There
is then a further year in which second year units are taken
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in which limited demands are made for independent library
research.

Second, there are limited opportunities for students to
use all the areas of competency in the first and second year
law units. There is a limit to the amount of independent re-
search for assessable work that can be expected of students
during semester. There are also difficulties setting common
research tasks for large groups of students because of the
limited facilities of the library. Third, students who select
electives where the assessment is largely examination based
rather than based on independent research may evade any-
thing other than rudimentary instruction in the first year of
the degree. Fourth, the growth of computer based research
resources has meant that what students learn about in first
year will often need to be updated within a few years.

Indications that there was a wide range in the level of re-
search skills of UWA LLB graduates, and the fact that some
graduates apparently did not have essential research skills31

prompted the Law School in late 1998 to review the ability
of the current program to achieve an acceptable level of
competency.32 The library staff reported that it was impossi-
ble to achieve the necessary coverage of even basic research
materials under the existing arrangement. A meeting of the
staff concluded that greater emphasis should be placed in
the curriculum on legal research skills. To this end, in May
1999, the Faculty appointed a member of academic staff as
Research Skills Co-ordinator, to work with the library and
academic staff to develop an expanded legal research skills
program.

In October 1999 the Law School and the University
Library were granted funds under the University of Western
Australia Teaching and Learning Initiatives Scheme to
“develop and implement a collaborative strategy for im-
proving information literacy through integration of legal re-
search skills instruction into law units at all levels of the
LLB”. The objectives were to:

• achieve a higher and more consistent level of student legal
research skills competency;
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• enhance existing and develop further collaborative prac-
tices relating to research skills instruction between the
Law Faculty and the Library;

• develop instructional material that facilitates integration of
legal research skills instruction into law units;

• improve legal research skills education of law students by:
– increasing the amount of legal research skills instruction

provided to law students
– teinforcing the legal research skills taught in the first

year of the degree
– increasing the number of opportunities to practice legal

research skills over the course of the degree
– offering legal research instruction in a timely manner

and at an appropriate stage of the LLB degree.

A Working Group comprised of the Research Skills
Co-ordinator, the Law Librarian, two reference librarians
and an Instructional Designer met on a regular basis be-
tween October 1999 and March 2000 during the design and
planning phase, and have met since then during the imple-
mentation and evaluation phases.

Design and Implementation of the Research Skills
Integration Program
During the early stages of the project, the Working Group
identified five key strategies to achieve the project objectives.

Strategy 1 – To determine the areas and levels of skill
competency that students should acquire during the
degree and an outcome statement of those skill levels.
The areas of skills competency specific to legal research
were identified as Citation, Case law, Legislation and Sec-
ondary Sources. The levels of skills competency were identi-
fied as Basic, Intermediate and Advanced. A Table of Core
Competencies was developed by the library staff in consul-
tation with members of the academic staff. This Table pro-
vides an outcome statement that students can use to
monitor their level of skills and against which the effective-
ness of the research skills program can be evaluated. A copy
of the Table (updated for 2001) is included as Appendix A.

Strategy 2 – To identify the year levels and compulsory
units in which research skills might be taught.
These units were selected by applying various criteria, in-
cluding whether informal arrangements already existed, the
assessment structure in the unit, and timing within the
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degree structure. Six compulsory units were selected, (in ad-
dition to Legal Process where library classes have been held
for many years). As a result of integrating legal research
into seven compulsory units, the amount of instruction each
student receives has increased from six hours to more than
twelve hours.

Until 1999, classes in the compulsory units were aimed
only at achieving basic and intermediate levels of compe-
tency. In 1999 an effort was made by the library staff to
cover all levels of competency in the first year unit Legal
Process. At the same time some ad hoc arrangements were
made between the library staff and some academic staff to
provide further research skills training in two other first
year units, Torts and Criminal Law.

Table 2 shows the formal arrangements for legal research
skills instruction in 1999. This can be contrasted with the
formal arrangements put in place in 2000 as a result of the
project.

Table 3 shows the areas of skills instruction, the skills
level and the units in which the teaching program includes
legal research skills learning activities from 2000.

The effect of the integration program is to postpone in-
struction at intermediate and advanced levels until later
years of the degree. The benefit of this arrangement is that
there can be greater certainty that students will have ac-
quired and retain advanced research skills at the time they
graduate.

Strategy 3 – To explore with co-ordinators of the compul-
sory units in which legal research skills would be taught
the best ways to integrate that instruction into the unit.

To assist that process, a detailed planning checklist was
created.

The reference librarians worked closely with the unit
co-ordinators of the selected compulsory units to generate
the instructional materials used in library classes and re-
search activities. In this way it was possible for the law staff
to provide the library staff with research tasks that are rele-
vant to the materials being studied in the unit and that stu-
dents are likely to encounter as graduates. The instruction
methods adopted by the library staff in the various compul-
sory units ranged from

• a combination of lecture and activities in dedicated library
classes with groups of 15 (Legal Process)
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Table 2: Legal Research Skills Integration – 1999
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Table 3: Legal Reseasrch Skills Integration – From 2000

Legal Process
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• lectures during scheduled class time in regular teaching
venues with law staff present (Criminal Law, Equity, Proce-
dure)

• lecture/demonstrations during scheduled tutorial times in
the Law Library electronic training room (Administrative
law)

• self paced exercises carried out in student’s own time
(with assistance from library staff as and when needed)
(Torts, Constitutional Law 2).

The specific integration methods adopted in 2000 were as
follows:

Legal Process
Classes on using the library and specific research tools for
citation, case law, legislation and secondary sources were
conducted by the library staff (as in previous years). The
classes aimed at giving students a basic level of competence
in these areas. Attendance was compulsory and students
were required to complete a written exercise for each of the
four classes. Failure to successfully complete each of the ex-
ercises would result in a fail grade.33 Students were also re-
quired to submit a research Journal with their second
semester Legal Process assignment, explaining the process
undertaken when researching a nominated topic and draw-
ing on what they had learnt in their library classes. Ten per
cent of the marks for Legal Process were assigned to the
Journal.

Criminal Law
Criminal Law classes consist of about 35 students. Library
staff conducted a class for each group during the usual class
time in first semester, just after students received their first
Criminal Law assignment. The classes aimed to assist stu-
dents to prepare their research assignment, due early in sec-
ond semester. The materials presented were developed in
consultation with the Criminal Law lecturers and focused on
researching Criminal Law sources.

Torts
Students were given a self-paced exercise during first se-
mester. The Torts lecturers provided the library staff with
the information they wanted the students to locate. The
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librarians devised a series of questions that required stu-
dents to use sources specified by the Torts lecturers. The aim
of the exercises was to provide students with practise using
particular research tools before they commenced work on
their research assignments. The material discovered during
these exercises was part of the reading required for discus-
sion in the following seminar class. Students might be asked
to locate, for example, a recent unreported case, or the tran-
script of an application for special leave to appeal to the
High Court.

In second semester students were required to submit a
research journal as part of their research assignment, worth
five per cent of the assessment for the unit. The journal re-
quired students to demonstrate that they had reflected on
the process of research. Students were expected to docu-
ment how they developed and executed their research
strategy.

Equity
Two lectures were given to the class by the reference librarians
during the scheduled class time in week ten of first semester.
Although the lecture primarily focused on secondary sources
relevant to the areas that students might be expected to re-
search, some coverage of case law and legislation research
was included at the unit co-ordinator’s request. Students
were given prepared handouts. Attendance at class was com-
pulsory.34

The coverage in the lectures was linked to the 100 per
cent examination at the end of semester. Prior to the library
class, students were given a handout that detailed the areas
that would be the subject of essay questions in the examina-
tion. Students were told that they must answer one essay
question in the examination, that the questions would be
based on the published essay areas and that marks would be
given for demonstrated understanding of an area through
materials other than those published on the unit reading list.
Students in the unit were also provided with a one hour tu-
torial on what was expected of them in an essay question in
an examination.
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Administrative Law
Classes were held during the scheduled tutorial time at the
beginning of semester two for groups of 15 students in the
library electronic training room. The topic researched by the
class was delegated legislation. The administrative law prin-
ciples concerning delegated legislation had been covered
and assessed in first semester. Attendance was voluntary and
about 60 per cent of the class attended.

Constitutional Law 2
Students were encouraged to complete a worksheet in their
own time in this second semester unit. The exercise was not
compulsory and there was no formal contact with the library
staff. There is no record of how many students completed the
exercise, although a questionnaire circulated at the end of se-
mester would suggest that it was not a high proportion. The
content of the questions in the worksheet focused on re-
searching legislation that was central to the case discussed
in the first tutorial. The questions were compiled by the unit
co-ordinator and the library staff added instructions to the
worksheet on how to use electronic sources to answer the
questions. The worksheet was not directly linked to the as-
sessment in the unit.

Procedure
The library staff gave a 30 minute lecture to students follow-
ing the scheduled class during week two of first semester.
The content of the lecture was based on an interview with a
recent graduate who had considerable experience with li-
brary work. The unit co-ordinator attended the class and in-
terspersed the lecture with comments about the ways
students would use the various research tools in their work
in the unit.

Strategy 4 – Generation of teaching materials for each law
unit
To prepare teaching materials for each new class by the li-
brary staff. The library staff consulted the Instructional De-
signer for the Faculties of Economics, Commerce, Education
and Law for advice on the design of these written teaching
materials. The planning also took into account how WebCT
could be used in this area of teaching. A considerable amount
of time was spent preparing the teaching materials neces-
sary to extend the research skills classes into the additional
law units. These materials provide a record for students of
the legal research tools and problem solving methods used

AN INTEGRATED APPROACH TO INFORMATION LITERACY 149



during class and other research activities. Towards the end
of 2000 the library staff developed and piloted the use of
WebCT to teach Citation. Further use has been made of this
software in 2001.

Strategy 5 – Creation of a Student Manual

To create a Student Manual. This strategy evolved as the
planning progressed. It became clear that we needed some
way for students to understand the ongoing nature of the
integrated legal research skills program. The Working
Group identified a number of objectives in creating the Stu-
dent Manual. These included:

• raising the profile and reinforcing to students the impor-
tance of legal research as a key aspect of legal education
and legal practice;

• providing students with a physical resource in which they
could organize and retain relevant legal research skills
documents;

• encouraging students to collect useful material over the
duration of their degree;

• assisting students to take responsibility for their own in-
formation literacy;

• increasing student awareness of legal research skills as a
life-long skill.

The Manual consisted of an A4 two-ring binder and was
distributed to all first year students at the beginning of first
semester 2000. The purpose of the Manual and the impor-
tance of legal research skills were explained to students at
that stage. The Manual contained an introduction and over-
view of the integrated program of research skills instruction
they would receive during their degree. A copy of a chapter
on legal research from a leading text35 in the area was in-
cluded. The teaching material for the first library class in Le-
gal Process was also included.

Evaluation of the Program

As the integration program will take effect over five years it
will be difficult to evaluate its overall effectiveness until the
students who entered the Law School in 2000 graduate, in
2003–2005. With this in mind, the Working Group identified
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two levels of evaluation to form the basis of evaluation of
the project in 2000 and on an ongoing basis.

Overall effectiveness of the program
The Working Group decided during the planning stage to
find a way to measure whether this objective had been
achieved. As the integration program will not be fully im-
plemented until 2004, it was decided to devise a means of
collecting data that measures the learning outcomes during
the five years it will take to be fully operational. Conse-
quently a 20 question “test” was devised by the reference li-
brarians and administered to the students in Legal Process,
Torts, Equity and Procedure in March 2000. A preliminary
reading of these results indicates that, on average, second to
fourth year students have a basic to intermediate level of
competency in legal research skills. The “test” was adminis-
tered again at the beginning of 2001 to students in the same
units. This process will be repeated until 2004. We hope to
observe an overall improvement in the average level of
competency in later year units. (We would not expect any
change to the result in Legal Process.)

Review of instructional material, teaching activities and
student manuals
The evaluation at this level has taken into account the per-
ceptions and comments of the three key groups involved in
the integration program, namely students, library staff and
academic staff. These perceptions and comments have been
collected via:

• oral and written feedback from academic staff;
• biannual written reports prepared by the library staff for

the Library;
• written student evaluation of library classes in Legal Pro-

cess
• written student evaluation of the Student Manual;
• A questionnaire administered to students in Constitutional

Law II;
• informal oral feedback from students; and
• a half day review and planning meeting conducted by the

Working Group.

Evaluation by students
Student Manual. Student evaluation of the Legal Research
Manual was very positive. Students completed a feedback
sheet placed in the back of each Manual (Appendix B). A total
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of 188 responses were received. (Approximately 80 per cent
of students commented on Question 1. There was a dra-
matic decrease to about 30 per cent for Questions 2 to 5.) A
summary of the results for Question 1 of the survey are out-
lined in Table 5 and presented in graph form in Table 6.

Table 5: Evaluation of
Student Legal Research Skills Manual – 2000

Question Strongly
Agree

Agree Disagree Strongly
Disagree

Manual was a
useful resource for
my study

40 126 20 2

Content of Manual
well
structured/easy to
follow

61 122 5 0

Materials supplied
for inclusion
appropriate

47 141 0 0

Manual helped me
feel confident about
finding information
resources I need for
my study

36 125 23 4

Written responses to Questions 2, 3, 4 and 5 provided
useful feedback to the librarians about the materials con-
tained in the Manual, and the length and timing of the li-
brary classes in Legal Process. A majority of respondents
found the Manual to contain relevant and useful information
and stated that they had no difficulty using it. A common
suggestion for improvement was to reduce the physical size
of the folder that contains the Manual. It was also suggested
that students should have more “hands on” exercises to re-
inforce learning.
Unit activities. The librarians arranged for a Student Percep-
tion of Teaching (SPOT) survey of the library classes held in
Legal Process. Comparison of the 1999 and 2000 SPOT results
demonstrates a favourable increase in the students’ percep-
tion on a range of matters. This improvement is attributed
by the librarians to changes made between 1999 and 2000 as
a result of the integration project. Table 7 provides a com-
parison of 1999 and 2000 SPOT results.
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Table 6: Legal Research Skills Student Manual Feedback
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Table 7: Comparison of SPOT Survey Results – 1999 to 2000

Question
1999
mean

2000
mean difference

I have improved my
research skills in this field

4.01 4.06 0.05

The teacher seems to have
been well informed on the
material presented

4.48 4.43 -0.05

The teacher has been
approachable

4.29 4.41 0.12

Material has been
delivered at the right pace

3.65 3.75 0.10

Sufficient time has been
given to complete work in
class

3.50 4.09 0.59

Good use has been made
of examples and
illustrations

3.99 4.08 0.09

There has been a good
balance between theory
and application

3.83 4.01 0.18

The amount of material
covered has been
reasonable

3.64 4.04 0.40

These classes have been a
valuable part of this unit

3.89 3.97 0.08

Handouts and notes have
helped me understand the
material

3.99 4.39 0.40

A review of the written comments on the SPOT survey
by the librarians established that the comments were gener-
ally positive, with most students writing that they believed
the classes were worthwhile and the exercises effective. Other
comments included that the librarians conducting the classes
were friendly, the handouts useful, the classes well organ-
ised and the coverage good.

A questionnaire was administered to students in Consti-
tutional Law II evaluating the exercise set in that unit. The
number of completed forms was low, although this can be
attributed to the fact that the exercise was not compulsory
and the questionnaire was not administered until the end of
semester. (The exercise took place early in the semester.)
The comments received have been useful though in review-
ing the exercise in 2001. Of the 207 students enrolled in the
unit there were 64 returns. Of these, 37 students answered
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yes to the question whether they had completed the exer-
cise. The general tenor of the comments from these students
was that they found the exercise very useful because of
what they learnt about researching legislation. Other com-
ments included requests to make the instructions to follow
easier to understand and that some credit be given for com-
pleting the exercise or at least some feedback on the exercise
in class.

A number of students who attended the Procedure class
commented that the presentation and written handouts
were very useful. Some of the students reported that they
were concerned about how difficult they found it to answer
the questions in the “test” that was administered at the be-
ginning of the class, and that this encouraged them to pay
attention during the class. This suggests that the “test” may
serve a dual purpose: as an evaluation tool and as a teach-
ing device.

Evaluation by Library Staff
Student Manuals. The librarians found it helpful to be able
to refer to the reference material in the Manual. It was ob-
served that the students had some difficulty with the size of
the folder and staff noted to use a slimmer folder in 2001
(which has been done).
Unit Activities. The library staff perceived their teaching in
Legal Process in 2000 to have been far more effective than in
previous years because they were not trying to cover as
much in that unit as they had before. They no longer at-
tempted to teach advanced level skills, as they had in 1999,
knowing that instruction at this level will take place later in
the degree course.

Evaluation by Academic Staff
Student Manual. Although no general survey of responses to
the use of a Student Manual by members of the academic
staff has been undertaken, favourable comments have been
received by the Research Skills Co-ordinator from a number
of staff members. Members of the academic staff involved in
teaching first year units and the Law School Teaching and
Learning Committee decided in February 2001 to expand
the Student Manual to include materials on Legal Writing.
This is an endorsement of the concept of a Manual that
straddles the compulsory units of the degree.
Unit Activities. There is strong support by the academic
staff teaching the compulsory units in the integration pro-
gram for the teaching activities that have been developed
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and the involvement of the reference librarians. Each of the
unit co-ordinators involved in the integration program in
2000 has agreed to continue with the arrangements made
last year. In some cases, for example Equity, there was ex-
tensive consultation in 2001 between the library staff and
the unit co-ordinator to reduce the administrative burden
associated with the initiative in that unit and, at the same
time, to improve the learning outcomes for the students.

The Legal Process unit co-ordinator in 2000 commented
favourably on the standard of the research journals com-
pleted by Legal Process students as part of their second se-
mester assignment. The Equity unit co-ordinator reported
that the quality of essays in the Equity end of semester ex-
amination far exceeded that in the previous year, there be-
ing clear evidence of independent research and analysis of
the materials researched. She also commented that, disap-
pointingly, the research did not seem to translate into a
better quality of problem answer in the examination. The
unit co-ordinator reported that the feedback obtained from
the students in that unit on the library lectures was, by and
large, very positive. She also reported that some comments
were made about the level of sophistication of the first lec-
ture given by the librarians, and suggestions made by stu-
dents for possible ways to accommodate these comments.

The Criminal Law unit co-ordinator reported that students
found the classes very useful for the preparation of their 2000
first semester assignment. The unit co-ordinator also reported
a higher incidence of plagiarism in these assignments and
suggested that greater efforts need to be made to instruct
students how to use and cite the sources they research.

The Administrative Law and Procedure unit co-ordinators
have reported that the classes in their units were timely and
well presented to students. They each reported the materials
presented to students to be at an appropriate level and rele-
vant to the unit.

Arguably, the activity in Constitutional Law II was the
most closely linked to a class activity and was the most dif-
ficult to structure. The aim of the unit co-ordinator was to
combine learning and application of the search process with
learning about and understanding the constitutional law is-
sue. Consideration is still being given how to achieve this
level of integration in a way that is workable, taking into ac-
count the student’s desire for “reward for effort” if they
complete the exercise, the small number of staff involved in
teaching the unit, and the limited teaching time to cover the
substantive topics.
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New Developments and Future Directions

During the planning and implementation stages in 2000 a
number of possibilities presented that would supplement or
augment the program. These are described briefly below.

Use of WebCT

The most significant development in 2001 is the use of
WebCT, a software program that enables students to com-
plete self paced exercises online. These exercises can be re-
peated by a student as often as they wish until they submit
their work for automatic assessment by the program. This
will save the library staff manually marking the students
tests as in previous years. The mark that is recorded is avail-
able to staff in a report in a spreadsheet generated automati-
cally by the program. WebCT will be used this year in Legal
Process and Equity. In Equity, compulsory completion of a
WebCT exercise has replaced compulsory attendance at the
library skills lectures. The staff involved in using this pro-
gram for the unit Equity believe that is a good step, but there
have been many time consuming “bugs” in the system.

Online publication of the Student Manual

The Working Party proposes to make the material in the
Manual and library teaching materials available online later
this year.

Legal Writing Skills materials included in the 2001
Student Manual

In 2001 a new section was inserted in the Student Manual
on Legal Writing. This section was prepared in consultation
with the co-ordinator of Legal Process, and other first year
unit co-ordinators. Only a small amount of material on legal
writing was included this year, but it is hoped that greater
use will be made of this part of the Manual, now called the
Legal Research and Writing Skills Manual, in future years.

Part C – Comments and Conclusions

Key Features of the UWA Program

The key features of the program we have introduced at
UWA are:

• Legal research skills instruction is integrated into seven
compulsory units at all year levels throughout the degree.
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There is no dedicated legal research unit in the degree,
but classes and exercises are integrated into the units. This
enables us to refresh and reinforce the skills taught in ear-
lier years and to emphasise the transferable nature of the
skills.

• The legal research skills instruction is provided by library
staff in close collaboration with the academic staff respon-
sible for the compulsory units.

The Library has deliberately been pursuing a policy of in-
volving reference librarians in training rather than provid-
ing ad hoc assistance to students. This policy is consistent
with a view that legal research is a process rather than a
static knowledge base. The ultimate goal therefore, is for
students to become independent researchers. The Student
Manual is a key strategy to achieving this goal, with stu-
dents being expected to refer to their previous training in-
formation to answer their research inquiries. Despite the
primary emphasis on training, the reference staff remain
available to assist students with research inquiries.

Perhaps the most significant feature of the program is
that it aims to address the fourth element of information
literacy, namely the “use of information” which in law in-
cludes writing skills – “the lawyer’s ultimate goal – the clo-
sure, the end of the research process?”36 Hutchinson and
Fong have pointed out that a narrow view of legal research
predominates in the literature.37 Arguably, the broader per-
spective of information literacy will break through this re-
strictive view.

One of the most rewarding aspects of the program for
all staff involved has been the opportunity for collabora-
tion between library and academic staff. The library staff
have appreciated the support provided by the academic
staff, and believe it has had a significant impact on stu-
dent attitudes about the importance of research skills to
their legal education.

• The Student Manual is a resource that reinforces the inte-
gral nature of the skills training and the incremental na-
ture of learning.
The Student Manual was an innovation for the UWA Law
School in that it is not directly associated with any partic-
ular unit in the degree. The Manual is progressively com-
piled following instruction by both academic and library
staff, and through a combination of lecture, demonstration
and practical classes over the course of the degree. The
potential value of the Manual as a resource while at Law
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School and in the workforce is explained to students at
the beginning of their studies.

Difficulties and Challenges

Many of the difficulties outlined in Part A have been en-
countered at some stage and some of them continue to pose
difficulties for the program. In our view, the most signifi-
cant challenges we face are:

• Lack of resources to fund the program

Additional teaching means additional salary costs. Whether
the salary is funded by the Law School or the Library,
competing demands for scarce funds means that there is
constant pressure to reduce staff costs.

• Impact on other roles and initiatives by the Library

Clearly there are implications for the library staff from the
integration program. The nature of their role has changed
from regularly advising on a one off basis to a training
role. There are other implications too. Concentration of
training in the compulsory units has reduced the avail-
ability of library staff to run research sessions in elective
units. A number of academics had arranged in previous
years for special classes to assist students with their re-
search projects in areas like Comparative Law and Public
International Law. It is a considerable challenge for the li-
brary staff to cover these areas within the compulsory
units (even with the expanded training program) suffi-
ciently to meet the research needs in specialized areas of
law. As ever, the critical resources of staff and time mean
that limits are imposed on what is covered (as in all areas
of the curriculum). An important part of the evaluation of
the program over time will be to determine whether the
research skills acquired by students in the compulsory
units is sufficient for the research tasks students encounter
in their elective units.

• Availability of key personnel

The nature of the program is that it requires a consider-
able amount of coordination. There has been a minimum
of eight academics involved in the program and two ref-
erence librarians. While these staff members are commit-
ted to the program, not all of them will be involved in
teaching every year and heavily stylised activities may
not suit the staff who replace them. Essentially, maintain-
ing the impetus and enthusiasm for a program so that it
outlives the people who put it together is a major challenge.
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We have sought to address this issue mainly by creating
materials in the early stages of the program that make it
easier for new staff to continue along similar lines.

Conclusions
The demand on universities to produce graduates with ge-
neric research skills applicable to print and electronic re-
sources, and the demand from the legal profession for
graduates with the skills to be able to keep pace with new
electronic information resources, has in combination
prompted many law schools to review their legal research
teaching methods and programs. Influenced by this demand
for information literate graduates, equipped as life long
learners, there has been a discernible shift of emphasis in li-
brary classes from the traditional bibliographic instruction
method to skills training and recognition of research as a
process. At the same time, there has been a movement in
many law schools to integrate skills training into the curric-
ulum. In this paper we have presented a program recently
developed at The University of Western Australia that aims
to produce information literate law graduates through a
program of research skills training that is integrated into all
years of the curriculum and is taught collaboratively by li-
brary and academic staff. Early evaluation indicates that
there will be positive outcomes from this program, but that
there are many challenges to be met.
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Appendix A: Legal Research Skills 2001

Competency Resources

B
A

SI
C

Citation

• Student will be able to correctly identify the elements of a case citation
• Students will be able to read a case citation

_ What do the abbreviations mean?
_ Is the citation for a reported or unreported case?
_ When is it appropriate to use square or round brackets?
_ Is the citation for an electronic or print version of the case?

• Students will be able to locate a case citation when
_ only party names are given
_ the given citation is incorrect or incomplete
_ an alternative citation is needed

• Australian Case Citator – hard copy &
CD-Rom

• Donald Raistrick, Index to Legal Citations
and Abbreviations 2nd ed

• Colin Fong & Alan Edwards, Australian
and New Zealand Legal Abbreviations 2nd
ed

• Australian Guide to Legal Citation
Melbourne University Law Review

Case Law

• Students will know the differences between authorised and unauthorised reports
• Students will be able to locate a State, Commonwealth or UK case in print using a

reported case citation
• Students will know the differences between reported and unreported cases
• Students will be able to locate a State, Commonwealth or UK case in electronic

form using an unreported or electronic case citation on ScalePLUS, AustLII, or
Butterworths Online

• Students will be able to find whether a case has been judicially considered using
the Australian Case Citator

• Students will be able to find cases by subject using Casebase

• State & Commonwealth Law Report
series – hard copy

• UK Law Report series
• AustLII – WWW
• ScalePLUS – WWW
• Unreported Judgments – CD-ROM &

Butterworths Online
• Casebase – CD-Rom
• Australian Case Citator
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Competency Resources
B

A
SI

C
(c

on
t’d

)

Legislation

• Students will be able to identify legislative material and their uses
_ Bills; Explanatory Memoranda; Hansard; Acts; Delegated Legislation.

• Students will be able to identify the differences between Reprinted Acts,
Numbered Acts and Consolidated Acts

• Students will be able to correctly identify the main elements of an Act
_ Act Name; Act Number; Assent Date; Short Title, Commencement;

Interpretation; Main Body; Tables.
• Students will be able to successfully locate an Act in hard copy or electronic form

_ By Act Name
_ By Act Number
_ By Subject

• State & Commonwealth Legislation - print
• AustLII - WWW
• ScalePLUS - WWW
• State Law Publisher - WWW
• Wicks Subject Index - print
• Index to WA Statutes - print and WWW

Secondary Sources

• Students will be able to locate journal articles on a particular topic of law
_ Identifying keywords and phrases
_ Searching electronic media

• Students will be aware of and able to use basic sources of secondary material
available for Legal Research
_ Legal Encyclopaedia; Text Books; Dictionaries

• Students will be able to locate secondary material using the basic functions of the
Library Catalogue
_ Author; Title; Keyword;

• Students will be able to locate secondary material on the internet using selected
web sites

• AGIS; APAIS; AFPD; CINCH; FAMILY -
electronic databases

• ILP - electronic database
• Casebase - CD-Rom
• Halsbury’s Laws of Australia
• CygNET - UWA Library Catalogue online
• Various legal dictionaries
• Information Toolbox via CygNET Online

Cont’d
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Competency Resources

IN
T

E
R

M
E

D
IA

T
E

Case Law

• Students will be able to check if a State or Commonwealth case has been reported
using the Australian Case Citator or Casebase
_ Students will be able to locate State or Commonwealth case law on a

specific section of an Act using the Australian Digest or Australian Current
Law Reporter

• Students will be able to find reported and unreported State, Commonwealth and
UK cases on a specific topic of law
_ Determining main keywords and phrases
_ Using Indexes effectively
_ Searching electronic media

• Students will be able to locate High Court transcripts and special leave
applications in electronic form using AustLII and ScalePLUS

• Students will be able to locate UK cases in electronic form using the Court Service
UK site

• Students will know how to correctly cite any State, Commonwealth or UK case

• Australian Case Citator – hard copy &
CD-Rom

• Casebase - CD-Rom
• Australian Guide to Legal Citation - print

or WWW
• Australian Digest & ALMD - print and

CD-Rom
• AustLII - WWW
• ScalePLUS - WWW
• Unreported Judgments - CD-Rom &

Butterworths Online
• Court Service UK - WWW

Cont’d

A
N

IN
T

E
G

R
A

T
E

D
A

PPR
O

A
C

H
T

O
IN

FO
R

M
A

T
IO

N
L

IT
E

R
A

C
Y

163



Competency Resources
IN

T
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E
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)

Legislation
• Students will be able to determine whether an Act is in force. Determining

_ Commencement information
_ Date of Assent
_ Date of Proclamation

• Students will be able to correctly update an Act
_ Latest Reprint
_ Amendments

• Students will be able to trace the progress of a Bill through Parliament using
_ Weekly Digest of Bills (WA) - WWW
_ Bills Tables (Cwth) - print and WWW

• Students will be able to locate a Second Reading Speech in Hansard
_ Parliamentary Debates - WA and Commonwealth
_ WWW Hansard sites - WA and Commonwealth

• Australian Current Law Legislation - hard
copy & Butterworths Online

• ALMD - hard copy & CD-Rom
• Weekly Digest of Bills (WA) - WWW
• Index to WA Statutes - hard copy & WWW
• Commonwealth Statutes Annotations
• WA Parliament site - WWW
• Commonwealth Parliament site - WWW
• Various Hard copy and electronic

versions of Acts and Hansard
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Competency Resources

IN
T
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R
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D
IA
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(c
on

t’d
) Secondary Sources

• Students will be able to successfully search the WWW for Secondary Legal Material
_ Search Engines
_ Online Indexes

• Students will be able to evaluate WWW resources for
_ Currency; Accuracy; Original Content; Informative or Promotional; Hosting

site; Academic or Commercial
• Students will be able to correctly cite electronic material

_ Internet document
_ CD-Rom

• Students will be able to locate secondary material using advanced searching of
the Library Catalogue
_ Subject Searching

• Alta Vista – WWW
• Google – WWW
• Information Toolbox via CygNET Online
• CygNET - UWA Library Catalogue

online
• Colin Fong, Australian Legal Citation: A

Guide, 1998
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Competency Resources
A

D
V

A
N

C
E

D

Case Law
• Students will be able to check if a UK case has been reported using Current Law

(UK)
• Students will be able to locate cases from the US, New Zealand, Canada, Europe,

South Africa, Asia/Pacific region in electronic for

• Current Law (UK)
• Information Toolbox via CygNET Online
• Various WWW sites

Legislation
• Students will be able to understand the difference between Acts and Delegated

Legislation
• Students will be able to identify the differences between Reprinted

Regulations/Rules, Numbered Regulations/Rules, and Consolidated
Rule/Regulations.

• Students will be able to successfully locate a piece of Delegated Legislation in
hardcopy or electronic form.
_ By Name
_ By Subject

• Students will be able to correctly update a piece of Delegated Legislation.
Determining
_ Commencement

• Students will be able to locate legislation from US, Canada, Europe, South Africa,
Asia/Pacific Region in electronic form

• WA Government Gazette
• Various hard copy and electronic versions

of Delegated Legislation.
• AustLII - WWW
• ScalePLUS - WWW
• State Law Publisher - WWW
• Index to WA Statutes - WWW and print
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Competency Resources

A
D

V
A

N
C

E
D

Secondary Sources

• Students will be able to identify and use advanced sources of secondary material
available for Legal Research
_ Loose-leaf services; Reports; Conference & Other Papers; Reference

Materials.
_ Material from other jurisdictions

• Students will be able to locate journal articles on specific cases and legislation.
• Students will be aware of and be able to use Form and Precedent resources

available in print and electronic form.
_ Court Forms & Precedents
_ Other Forms & Precedents

• Various Loose-leaf services
• Law Reform Commission papers
• Annual Reports & Conference Papers
• Law Society Papers
• Halsbury’s Laws of England
• Corpus Juris Secundum
• Casebase - CD-Rom
• AGIS, ILP - electronic database
• Information Toolbox via CygNET Online
• Australian Encyclopedia of Forms and

Precedents - print and Butterworths
online

• Seaman on Civil Procedure - print &
online

• Atkins Court forms - print
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Appendix B
Legal Research Skills Student Manual

Feedback Form

We wish to make this Research Skills Manual as helpful as possible
for future students, so we would appreciate your feedback about
your experience with it. At the end of your library classes on Leg-
islation you will be asked by the Law Librarians to complete this
Feedback Form. Please take the time to complete the Form at that
time and return it to them. Any informal feedback in the mean-
time would be appreciated and can be given to the Law Librarians.

SA = strongly agree A = agree D = disagree
SD = strongly disagree

Please place a ü in the appropriate column

SA A D SD

1 The Research Skills Manual was a
useful resource for my study.

2 The content of the Manual was
well structured and easy to follow.

3 The materials supplied for
inclusion in the Manual were
appropriate.

4 Having the Manual has helped me
feel confident about finding the
information resources I need for
my study.

What part of the Manual do you feel was of most value for your
own study/research this semester?
_____________________________________________________
_____________________________________________________

What part of the Manual was of least value for your own
study/research this semester?
_____________________________________________________
_____________________________________________________

Comment on any difficulties you found in using the Manual.
_____________________________________________________
_____________________________________________________

What suggestions would you make for improving the Manual?
_____________________________________________________
_____________________________________________________

Any other comments?
_____________________________________________________
_____________________________________________________

Thank you for your time.
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Training Needs for Law Teachers: Being
Strategic

Terry Hutchinson & Frances Hannah*

Abstract

The new teaching environment features flexible delivery,
heavy use of technology, increased infusion of skills into the
curriculum, large class sizes and overall, an increasing so-
phistication of the higher education teaching environment.
Even in this environment, Erica McWilliams’ “teaching
tech(no)body”,1 the virtual instructor, needs some of the
old-fashioned teaching skills so necessary for rounded deliv-
ery of knowledge and skills to the students. This article ex-
amines training needs and options for legal academics and
points to effective ways of engendering excellence. The arti-
cle argues that voluntary teaching improvement rather than
accreditation is the more valuable. However, any up-skilling
schemes should not become an institutional or personal bar-
rier to personal diversity in teaching style in the university,
and especially in the Law School.

The Context of Legal Education

All academics have traditionally treasured their intellectual
freedom. This group has always quite rightly viewed any
infringement with concern. However, reality suggests there
has been a mammoth change in many aspects of university
teaching culture.

These changes include firstly, an infusion of skills into
the university curriculum. Law schools have always aimed
to engender lawyering skills such as legal analysis and legal
research into their courses, but modern agendas have driven
this further. A larger number of skills are being taught,

* Terry Hutchinson and Frances Hannah are senior lecturers with the
Law School, QUT. An earlier version of this article was presented to a
Law Teaching Workshop, December 1999, Byron Bay.
©2003 (2002) 13 Legal Educ Rev 169.

1 E McWilliam, No Body to Teach (with)? The Technological Makeover
of the University Teacher (1997) 24 (1) Australian Journal of Communi-
cation 1.



assessed and developed over the course of the degrees. This
emphasis places new demands on legal academics.

Secondly, the larger universities are enrolling unprece-
dented numbers of law undergraduates in their degrees.
First year intakes of six and seven hundred students mean
academics must be skilled in delivering to large groups.
This reflects the shift from “an elite to a mass system of
higher education”.2 Large student numbers have increased
the diversity of the student body in terms of gender, ethnic-
ity, age, disabilities, international status, and study status
including external/part-time/full-time offerings,3 and large
numbers also include a greater range of students with vary-
ing capabilities and learning styles.4 This means that if the
standard of teaching is poor then the less able students will
suffer the most. In addition, more students are studying law
units when English is their Second Language. In this situa-
tion, poor communication from academics can affect student
learning more than would otherwise be the case.

Thirdly, there is the increased use of technology and
on-line teaching. Academics need to be skilled in electronic
mediums to a much larger extent than in the past. They
must become proficient in new skills in order to pass these
skills on to their students. Connected to this is the increased
use of flexible delivery, that is, delivery which will suit the
students’ learning patterns and lifestyles. A feature of this
environment is, apart from on-line teaching, the other
modes of flexible delivery such as print and tapes, the use
of intensive teaching, video and CD Rom. Old ways of do-
ing things can be unhelpful in this environment.5 Three days
of straight old-fashioned lectures for example may be totally
inappropriate when the unit is being run in an intensive
mode although it may have been quite appropriate in the
past when the identical material was delivered for two
hours a week over a 13 week period.
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Fourthly, there is increased sophistication of the second-
ary school learning environment. Younger students are en-
tering universities with different school experiences from
their more mature colleagues. The secondary school envi-
ronment has been placing less emphasis on rote learning
and more emphasis on critical thinking skills and oral pre-
sentations. These skills need to be reflected and fostered fur-
ther at tertiary level.

Fifthly, there are increased government expectations tied
to university funding criteria. Governments are tending to
push educational agendas and policy through their provi-
sion of funding to universities.6 Grants and additional funds
are being provided in areas where the government wants
action, for example, links with industry, and instrumental
research. This has meant that academics are being pushed
into researching and teaching new areas outside their com-
fort zones. In addition, an extensive literature of teaching
and the scholarship of teaching has now been developed.
This wealth of information is available for academics to ac-
cess in dealing with these new factors in their environments,
but will it be accessed by those who need it?

University administrators have noted that the purse
string holders are seeking accountability and quality assess-
ment.7 Peer review has been in place for some time. There
are also standard measures such as university course review
processes, and documentation required for course develop-
ment. Teaching development activities have either been or-
ganised by the university teaching support units, individual
schools or faculties, or combined universities teaching associ-
ations. The take-up on these courses has always been primar-
ily at the individual teacher’s discretion. Peter Coaldrake for
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example has warned that, “Those who provide funding for
higher education, whether they be fee-paying students, busi-
ness or government, are unlikely in the contemporary context
to accept such a laissez-faire attitude as the basis for quality
assurance”.8 The same article noted the move towards more
emphasis on training and use of student evaluations to
judge and quantify teaching effectiveness – “In recent years
there has also been a trend towards the more systematic use
of graduate certificates in teaching and the use of various
forms of quality improvement, including student evaluation
and feedback and peer review.”9

Another commentator, Patricia Cross, has pointed to two
main issues in regard to quality in higher education. Firstly,
there is assessment, and in particular, “How do we know
how much and how well students are learning?” The other
quality-focussed issue revolves around faculty development.
The latter issue raises the question as to “How we help col-
lege faculty become more effective teachers, especially in
working with the new populations”.10 Cross was comment-
ing on the North American scene and noted that many fac-
ulty members had not experienced any preparation for
teaching through recognised training schemes or even
through proof of prior experience.11 However, she also
noted that the trend to large numbers in tertiary institutions
had changed things so that with greater access and in-
creased numbers good teaching was becoming more impor-
tant. As she said, “poor students need good teachers”. Cross
also noted that whereas the higher education rewards sys-
tem has been geared towards rewarding research, things
were slowly changing. Teaching awards were being insti-
tuted. Systems of student evaluations were becoming the
norm. Universities were establishing central organisational
sections to foster good teaching.12 Quality in teaching is
therefore becoming recognised as an important issue.
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A recent ministerial discussion article13 states that the
higher education sector in Australia needs to be value-adding,
learner-centred, high quality, equitable, responsive, diverse, in-
novative, flexible, cost-effective, publicly accountable and so-
cially responsible. Will teacher accreditation in universities
contribute to these desired characteristics? The Draft QUT
Response seems to be moving the debate in this direction:

In terms of enhancing the status and quality of teaching
in higher education, there is an extremely good argument
for academic staff to be professionally prepared for their
teaching role, which may include completing higher edu-
cation teaching qualifications or equivalent. Such a re-
quirement would demonstrate to staff, students and the
wider community that teaching expertise was assessed to
a professional standard.14

This issue is definitely being moved up the agenda. What
is a strategic way forward?

This article examines training needs and options for legal
academics and points to effective ways of engendering ex-
cellence. The article argues that voluntary teaching improve-
ment rather than accreditation is the more valuable.

Defining the Term Accreditation

Most of the intense debate surrounding this issue uses the
term ‘accreditation’. What is accreditation? Dictionary mean-
ings are fairly clear on the matter. It is a process of giving
credit, of authorizing and recognising officially.15 The
Higher Education Research and Development Society of
Australasia (Inc) (HERDSA) in their discussion article on
this particular version of accreditation have used the term to
mean “the formal acknowledgement of professional status
achieved by individual university teachers”. Inherent in this
is an assumption that an organisation would be required to
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manage the programs and keep the register.16 The term ac-
creditation tends to inspire negative overtones in academic
circles. A structured voluntary teaching improvement
scheme may prove more acceptable to many academics. But
will this be sufficient for university administrators?

Accreditation: Threat or challenge?

The arguments in favour of accreditation include:17

• Accreditation will ensure transferability. There are already
some mandatory schemes in place internationally and an
Australian equivalent would provide safeguards for those
moving between jurisdictions.

• An accreditation scheme introduced gradually with the
agreement of academics will pre-empt the inevitable. It
seems more efficient to put in place some acceptable crite-
ria than wait for an externally imposed and possibly disci-
pline inappropriate scheme.

• Accreditation allows for the skilling up of university
teachers to bring them up to date with the changing teach-
ing environment, as well as aiding skills development to
deal with the increasing complexity of academic work.

• Accreditation represents an easily quantifiable quality as-
surance scheme in an era when this is important for fund-
ing purposes.

• Accreditation will improve teaching standards.
Some of the arguments put forward against accreditation

include:

• What proof is there that accreditation will improve teach-
ing? Does the fact that secondary teachers are accredited
in addition to their subject knowledge mean that all such
teachers are effective at teaching? Recent moves for further
accreditation in that sector suggest not.18

• Insufficient assessment has been done of the effect of ac-
creditation in other jurisdictions, such as the UK, where it
has been introduced. Would accreditation really improve
the Course Evaluation Questionnaire results? There is in-
adequate evaluation available of the effects of the process
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where it has already been implemented. Perhaps it would
be best to wait for this to occur in those jurisdictions that
have accreditation so that Australian academics can bene-
fit from other experience. The Centre for Higher Education
Practice at the Open University in the UK, for example, is
undertaking a project to evaluate the effectiveness of a
part-time training programme. The initial results seem fa-
vourable but involve methodological difficulties such as
data being gathered from self-selected samples of teachers
and results being collected from a self-selected sample of
students.19

• Oppression resulting from increasing credentialism of the
workforce will take away valuable time from more pro-
ductive activities including research. Promotion barriers
are rising with many law faculties now requiring a doctor-
ate for promotion purposes. Teacher training could be
viewed as just one more barrier to the workforce.

• An over-emphasis on teaching might lead to a trivialisa-
tion of academic work to emphasise the issue of teaching
rather than research, and expansion of knowledge bound-
aries by students and teachers alike. This may restrict the
meaning of the academic role. As John Gava has argued so
strongly recently, “Instead of reading and thinking and
discussing ideas with their colleagues, academics will be
given another bureaucratic hurdle; they will be required to
waste precious time and energy acquiring superfluous
skills at the expense of doing what really will make them
good university teachers.”20

• Accreditation may therefore lead to the downgrading of
the importance of subject knowledge and skills as the par-
amount concern of university teaching.

• It may also lead to further control mechanisms being put
in place leading to additional encroachment on academic
freedom.

• Generic teacher training is too general for most disciplines
at the tertiary level. There may be a need for more specific
help in some areas. Universities are very diverse and a
general qualification is unlikely to help anyone in particu-
lar.
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• Would teaching accreditation help research, or mean that
more academics would be asked to join community bodies?
What are the primary law school priorities? A credential
only provides a snapshot of skills. Technology develop-
ments and contextual change require continuing updating
and perhaps this is better dealt with by a continuing legal
education process.

Therefore, the list of arguments against accreditation
would seem to be longer than the list favouring implemen-
tation. However, it would also seem that university and
government policy may drive the debate eventually and it is
at that stage that the former arguments may be privileged.

Union Views on Formal Teaching Qualifications
for Tertiary Level Teachers

In Australia, the National Tertiary Education Union (NTEU)
negotiated a position classification standard (PCS) for each
level (A-E) to ensure consistency across the country in re-
gard to qualifications, duties and remuneration. However,
the PCS has no “teaching” qualification/accreditation com-
ponent, the only reference being to teaching experience. The
NTEU in Australia has no formal policy on accreditation at
present. They are very “supportive of institutions assisting
staff to undertake training in teaching” but there is no sup-
port for teaching accreditation being made mandatory.21

There is a concern that once a system of teacher accredita-
tion is put into place then it will, “by default, become a
requirement”.

The New Zealand representative body, the Association
of University Staff (AUS), has formulated a policy on
professional development and the accreditation of univer-
sity teaching.22 The AUS supports “a culture of in-service,
ongoing professional development of staff” in universities,
assisted by the staff development units. However, the AUS
opposes mandatory accreditation of university teachers, and
“would regard with extreme caution any non-mandatory
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formal accreditation scheme” on the basis that “non-mandatory
schemes could lead to mandatory accreditation”.

Accreditation has not gone ahead in Canada. Moreover,
Canadian faculty have not supported any move in that di-
rection. The Canadian Association of University Teachers
(CAUT) condones efforts to promote the value and quality
of teaching, but flatly dismisses any overtures that imply
mandatory certification.23

Accreditation has been introduced in the United King-
dom. The Association of University Teachers (AUT) in the
United Kingdom has formed a view on their preferred
model for accreditation. This model endorses “individuals
completing approved courses successfully” being awarded
“accredited status in teaching by the national accreditation
body”. The Union “will only endorse accreditation schemes
which are properly staffed and resourced and which meet
the requirements of our preferred model and accord with
our professional standards.”24

In addition, AUT’s documentation states that “in so far
as we are contemplating compulsory accreditation at all, it
would only apply in relation to new entrants to the profes-
sion, perhaps linked in some way to probation. Participation
in in-service accreditation schemes would be voluntary.”25

This view also acknowledges however that there must be
“some relationship between career development and profes-
sional accreditation if staff and management are to take it
seriously.”26

The principles guiding the AUT Policy are similar to the
views expressed by the CAUT, the NTEU and the AUS.27

Unions of academics in this context are mainly concerned
with the distinctiveness of university teaching and its
interrelationship with research, the continuation of academic
freedom, and the quality of any accreditation courses offered
to academics.

TRAINING NEEDS FOR LAW TEACHERS: BEING STRATEGIC 177

23 Association of Universities and Colleges of Canada Pedagogy and the
new article chase: today’s instructors find credentials of their own
(1999) June/July University Affairs, at 2.
http://www.aucc.ca/en/uaoindex.html (8/4/02).

24 Association of University Teachers Accreditation of University
Teaching : AUT Policy http://www.aut.org.uk/campaigns/accredita-
tion.htm (18/3/02).

25 Id.
26 Id.
27 Id.



The Current Australian and International
Environment

The West Committee28 recommended in its final report that
“the Government should entrust to the Committee for Uni-
versity Teaching and Staff Development (CUTSD) the task
of promoting an enhanced teaching culture in higher educa-
tion institutions to balance the established research cul-
ture”.29 In particular, the institutions should be encouraged
“to appoint new academic staff on probation until they have
completed a qualification in teacher training”.30 Responses
to this recommendation have been varied. Some institutions
have introduced short courses for new staff,31 some have
full teaching qualification on offer for all staff,32 and some
have no requirements at all.

In Canada, at least 37 universities have “administrative
units dedicated to providing graduate students and faculty
with resources to enhance their teaching skills. And as the
responsibilities of these centres have expanded, at least eight
of them have mounted a certificate program, with more pre-
paring to do so next year.”33 The first Canadian certificate
programs were offered by the University of New Brunswick
and York University, both of which began awarding certifi-
cates in 1993. York now has 270 graduate students taking its
program, reflecting the university’s emphasis on reaching ac-
ademics at this nascent stage of their careers. This is meant to
offset the traditional imbalance where students used to be as-
sessed exclusively on their skills and talents as prospective
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researchers with no comparable assessment of their abilities
as teachers. In addition, graduate students are beginning to
report that certificates of teacher training can be instrumen-
tal in landing a job.34

In the UK, the Report of the National Committee of In-
quiry into Higher Education (Dearing Report) was pub-
lished in July 1997. The Executive Summary states in regard
to training in teaching:35

The main findings from the survey were:

Just over half of academics had received some training in
teaching methods, but the corresponding proportion fell
to a third amongst research-grade staff who also taught.

Two-thirds of those who had received any training had
done so only at the beginning of their careers.

Half of academics had heard of teaching accreditation,
but those in ‘1992’ universities were much more likely to
have heard of it than those in ‘pre-1992’ universities.

Of those who had heard of proposals for accreditation of
teaching competence, just over half favoured it.

The Recommendations included:36

13 We recommend that institutions of higher education be-
gin immediately to develop or seek access to programmes
for teacher training of their staff, if they do not have
them, and that all institutions seek national accreditation
of such programmes from the Institute for Learning and
Teaching in Higher Education.

14 We recommend that the representative bodies, in con-
sultation with the Funding Bodies, should immediately es-
tablish a professional Institute for Learning and Teaching
in Higher Education. The functions of the Institute would
be to accredit programmes of training for higher education
teachers; to commission research and development in learn-
ing and teaching practices; and to stimulate innovation.
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The Government’s response to the recommendations was
published the following year. The responses to Dearing rec-
ommendations 13 and 14 were, respectively:

8.1 The Government agrees with this recommendation, as
noted in Chapter 3, para 3.3.37

8.2 Although this is primarily a matter for the institutions
providing higher education, the Government supports
this recommendation and would like to see the Institute
offer a range of membership or associated membership
possibilities, to which all who teach students can aspire.
The Government’s long-term aim is to see all teachers in
higher education carry a professional qualification,
achieved by meeting demanding standards of teaching
and supervisory competence through accredited training
or experience. It understands that the HE representative
bodies are looking at ways of extending accreditation to
existing staff which it welcomes.38

Thus, the Staff and Educational Development Association
(SEDA) scheme has been developed in the UK. The SEDA re-
jects “a model of accreditation which is external, inspectorial
and purely competency based.”39 Under its scheme, “a
programme will be recognised if it requires teachers to dem-
onstrate the achievement of each of eight objectives and out-
comes, in a way which reflects the six underpinning
principles and values,40 involves an appropriate mix of self-,
peer- and tutor-assessment, is externally examined and/or
moderated, has a procedure for dealing with appeals
against accreditation decisions, and has a procedure for reg-
ular review of the programme.”41
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The eight objectives and outcomes which an accredited
teacher must demonstrate are that they have:

• designed a teaching program or scheme of work from a
course outline, document or syllabus,

• used a wide and appropriate range of teaching and learn-
ing methods effectively and efficiently in order to work
with large groups, small groups and one-to-one,

• provided support to students on academic and pastoral is-
sues in a way which is acceptable to a wide range of stu-
dents,

• used a wide and appropriate range of assessment tech-
niques to support student learning and to record achieve-
ment,

• evaluated their own work with a range of self, peer and
student monitoring and evaluation techniques,

• performed effectively their teaching support and academic
tasks,

• developed personal and professional strategies appropri-
ate to the constraints and opportunities of their institu-
tional setting, and

• reflected on their own personal and professional practice and
development, assessed their own future needs and made a
plan for their continuing professional development.42

Thus, it will be useful to watch the approach taken in the
UK, bearing in mind that any model developed there may
not be entirely suitable for a less centralised system such as
exists in Canada or Australia.43 The outcomes need to be
measured against the effects on already measured success in
the institutions. This is not simply a matter of additional
skills training for academics. There are political and govern-
mental education agendas driven by liberal philosophical
theories steering the debate. Students (and parents) who are
being forced to pay highly for their education tend to be
more demanding than those in a laissez faire public funded
sector. It is also a matter of overturning some basic ideas
prevalent in the universities of their main purpose. Is it to
teach students? Is it to provide cutting edge research? Will
these fairly simplistic accreditation moves change the whole
role of universities? Or has this role been changed in any
case, especially in the new universities sector?
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QUT Approaches in regard to Teaching and
Learning
Some of the factors providing necessary context at QUT are
the need for increased quality assurance, the developing Per-
formance Planning and Review (PPR) process for academic
staff, realistic academic workloads, and the developing im-
portance of generic capabilities for students, and therefore
by extension, for staff.

The Role of the QUT Teaching and Learning Unit
The QUT teaching and learning unit, Teaching and Learning
Support Services (TALSS), is involved in developing semi-
nars and short courses for academic staff. QUT also has an
introduction to tertiary teaching course for new staff called
ENTER, which is highly valued by commencing academics.
In addition, TALSS conducts individual seminars on various
topics which are designed to enhance teaching skills.44 How-
ever, these programs, although valuable, are entirely volun-
tary, and attract relatively small numbers of attendees. This
may be regarded as an argument for the introduction of
some more formalised program of training for academics, but
may equally represent the difficulty academics face in balanc-
ing the multiple demands on their time made by a modern
university. Voluntary programs of teaching improvement
can work, but only if fully supported, not just financially (as
is already the case at QUT), but also with respect to time al-
lowed to undertake the course, and workloads issues.

Links to Performance Planning and Review (PPR)
There is no overt linkage between PPR at QUT and improve-
ment in teaching skills by a staff member. However, the PPR
process is used to alert academic staff to the existence of the
Graduate Certificate in Education (Higher Education) offered
at QUT, and to encourage them to undertake this course.
However, out of a current Law Faculty full-time academic
staff of 68,45 only 3 staff have completed the course,46 and no
staff are currently undertaking the course.
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Role of Student evaluations

One of the operational targets of each Faculty at QUT is to
complete a student evaluation of unit (SEU) for 20% of total
units each year. The Law School (though not the Faculty as
a whole) has consistently met this target since 1998. These
evaluations are used to inform unit teaching teams, and are
required to be commented on to students via each unit’s
study guide. Also available to staff, and very widely used,
are student evaluations of teaching (SET). These evaluations
are used for PPR, personal promotion applications, and for
determining teaching awards each year.

Teaching Awards program in the Law Faculty

The Law Faculty has a teaching awards program which was
instituted in 1998. Two awards are available for teaching in-
novation and excellence each year, one for full-time staff,
and one for casual staff. These awards were developed as a
means of recognising good teaching within the Faculty
which staff had felt was not valued as an activity in itself or
for any purpose, even personal promotion. The criteria for
the award include SEU and SET results in the previous year,
evidence of team leadership in teaching, developments in
curriculum and unit design, efforts to improve teaching in
the Faculty, evidence of scholarship in teaching, and innova-
tion in online and flexible delivery. There is no explicit ref-
erence to the need to demonstrate improvement in teaching
skills via courses or short programs of training.

Role of the Teaching Interest Group (TIG) in the Law
Faculty

The Law Faculty has had a teaching interest group (TIG)
operating for the last 12 years. This group has addressed
many current issues in teaching and learning over that time,
including issues in assessment, curriculum development and
innovation, demonstrations of teaching technique, use of
technology in teaching, skills development, incorporation of
generic capabilities in the curriculum, and reflections from
visiting academics about teaching and learning in their insti-
tutions. However, although the group is valued by staff,
particularly as a means of disseminating interesting innova-
tions from their own classrooms, and encouraging peer
mentoring, it does not represent a structured response to the
need for teaching improvement or training.
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Development of Generic Capabilities for Staff

Generic capabilities are quite separate from good teaching
characteristics.47 However, student focus groups at QUT
have indicated that the development of teaching skills for
academic staff is seen as a priority which has linkages to the
development of a set of generic capabilities for staff.48 QUT
is currently considering a set of generic capabilities for staff,
and has commenced a project to investigate this issue. The
staff capabilities which were at first considered included such
aspects as knowledge and skills pertinent to a particular dis-
cipline or professional area, critical creative and analytical
thinking, and effective problem solving in the teaching of the
discipline as well as student learning, effective communica-
tion in a variety of contexts and modes, the capacity for
life-long learning, the ability to work independently and col-
laboratively, social and ethical responsibility and an under-
standing of the indigenous and international perspectives,
and characteristics of self-reliance and leadership.49

The issue of the connection, if any, between teacher ac-
creditation for university teachers and the development of
generic skills for university teachers is one beyond the scope
of this article. QUT’s own working documents on the issue
certainly confuse the need to develop generic skills in stu-
dents with what teachers need to be able to do themselves.
Is teacher accreditation about good teaching and the specific
skills that support good teaching, about generic (not just
teaching) skills for teachers, about modelling generic skills
for students, a combination of these things, or is it just a
managerial tool to encourage conformity?

The Impact of Accreditation on Law Schools

The question must be asked as to whether the imposition of
teaching accreditation will have an unduly detrimental effect
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47 P Ramsden, Learning toTeach in Higher Education, (London: Routledge,
1992) 89; D Laurillard, Rethinking University Teaching, (London:
Routledge, 1993) 29.

48 G Hart, T Stone, R Daniel, R King, Student Perspectives on the Develop-
ment of Generic Capabilities at QUT (Draft Report, November 2001).

49 The current project, which will continue throughout 2003 is now
gathering ideas for “generic skills for teachers” based on faculty focus
group meetings. The framework supporting these meetings lists desir-
able groupings of teacher capabilities as: managing teaching and
learning, designing teaching and learning, assessing teaching and
learning, engaging learners, improving teaching strategies, and being
engaged in teaching scholarship.



on academics in the law schools. One of the dangers of ac-
creditation is that the schemes developed are trying to be a
one size fits all approach. Different subjects need to be taught
in different ways. Different teachers communicate differently,
and different cohorts of students need to be treated differ-
ently. Mandatory accreditation runs the risk of simply being
a generic qualification and another barrier to academia.

Lawyers have already received a professional accredita-
tion, as well as attaining higher educational qualifications
than might otherwise be the norm for those in the practising
profession. The PhD/SJD moratorium has now been lifted
for the purposes of personal promotion within many of the
universities. This means that many law academics are being
strongly encouraged to enrol in long-term research degrees.
Most academics need to complete much of their research de-
gree study part-time. Are more requirements to be foisted on
this group to add to the already long credentialing period?

What do current law teachers think they need? The most
pressing requirement for law teachers is the attainment of a
doctoral qualification. This has now become the minimum
requirement for promotion and the preferred requirement for
appointment in law schools. Since this qualification demands
total dedication to the writing of a thesis, there would seem
to be little time left to complete a teaching qualification as
well.

In addition, law teachers might specify that they require
assistance with the following, pending changes in the curric-
ulum to include more skills training and use of technology:

• training in technological skills that includes the pedagogi-
cal aspects of websites as well as the organisational and
administrative aspects,

• assistance in determining the most meaningful use of teach-
ing aids so that there is value adding through use of tech-
nology (eg PowerPoint), rather than simply another format
for using overheads,

• help in dealing with teaching English as a Second Lan-
guage students especially in regard to assessment and semi-
nar participation,

• more guidance in respect of the increasing emphasis on
contextualisation and the types of teaching styles condu-
cive to cope with critique issues,

• guidance in the differences of approach and techniques
needed for large and small group teaching,

• guidance in terms of Mooting and problem setting skills,
and
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• more expert level training on all the skills needing to be
included in law degrees.

These are immediate on the job training requirements,
some of which may be picked up in a teaching course but
some of which are too specific to necessarily be caught in
the generic higher education net.

How are all these requirements to be balanced? Let us not
forget that this group also has workload research commit-
ments that include some published annual research target.
So, academics are working under the need for continuous re-
search output and a timely PhD/SJD completion, as well as
developing skills to enhance students’ skills training. How
will this be prioritised against the need for teaching accredi-
tation? Many will ask whether (and when) academic salaries
might begin to reflect these credentials? Will such unrealis-
tic requirements prompt many academics to return to the
practising profession, where they can command larger sala-
ries, with a resulting loss to the legal teaching cohort?

Recommendations

The Nelson Review does not explicitly address this issue, al-
though it queries how teaching could be enhanced in terms
of quality and value. However, no discussion is advanced
on teacher training or accreditation in the papers attached to
the review.50The discussion of quality in education focuses
on outcomes for students only, and on quality assurance
processes for universities as institutions, but ignores the
strategic value which could be added to the university sec-
tor as a whole by putting effort into skills development for
university teachers.

However, it is clear from the topics explored in this arti-
cle that all tertiary teachers, including those in law schools,
would benefit from some teacher training. As Terry Smyth
points out “who in all honesty, could argue that teaching
and learning could not be improved …”.51 But how is this to
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50 The ministerial discussion paper, Higher Education at the Crossroads
(April 2002) raises the question of how the status and quality of
teaching in higher education can be improved (at Question a2), and
there is some discussion of quality of academics in the subsequent pa-
per, Striving for Quality – learning, teaching and scholarship (June 2002),
but teaching skill development is again not directly addressed. See
http://www.dest.gov.au/crossroads for all the relevant papers at-
tached to the review process.

51 S Rowland and C Byron, Turning academics into teachers? (1998) 3
(2) Teaching in Higher Education 133.



be achieved? How should the “monster of ‘instructional ide-
alism’” be contained?52 The range of choices include:

• mandatory training and accreditation for all staff
• mandatory training and accreditation for new staff
• voluntary training and accreditation for all staff within a

set time frame
• voluntary training (via an accredited program) when time

allows
• ad hoc seminar/training programs
• no training in tertiary teaching.

Which of these options represents a viable outcome? The
academic unions have a united position against mandatory
programs of accreditation. The current climate in higher edu-
cation does not seem conducive to releasing academics so
that they could complete even a one-semester full time teach-
ing course. Demanding that working academics take on addi-
tional part-time study is also burdening a group who are
already stretched because of increasing student numbers and
administrative workloads together with research require-
ments. However, a “no training” position represents no con-
nection to reality. Ad hoc seminars, however well structured
in themselves, do not attract large numbers of attendees,
and do not address sufficiently the issues of refection and
changing practice within a stipulated timeframe.

New staff are already offered training by some universi-
ties.53 This course might constitute a threshold requirement
for those staff. Subsequent courses might be allocated band
levels. Those applying for personal promotion might be ex-
pected to have satisfactorily completed training courses to
the appropriate level.54

Thus, a position of encouragement of voluntary training
in a set time frame represents the best outcome, and one
which may add the most value. But which form of volun-
tary training? Perhaps one answer might be training courses
offered with continuing education points attached. The courses
would need to be refereed and each academic staff member
might be asked to accumulate a number of training points
per year. Perhaps those courses which are more interactive
and have some participation and assessable outcomes would
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constitute more points. These schemes would need to be in-
cluded in initial workload schedules.

The Australasian Law Teachers Association already runs
one week legal education workshops. These too could be
segmented and offered in short courses throughout the year.
These very focussed sessions would serve as adjuncts to
courses run within individual universities.

The Association and the Committee of Law Deans would
be well placed to advance this agenda so as to set in place a
structured and pertinent education process. Good up-to-date
teaching skills are essential. Mandatory higher education ac-
creditation is already to some extent on the agenda.55 It is
time for action and leadership in ensuring that any outcomes
are “fit for the purpose” as far as the law schools and law
teachers are concerned. As a group we need to ascertain
what skills and knowledge are needed and set about mak-
ing certain we have structures in place for our members to
attain those needs in a realistic framework, taking into con-
sideration present workload expectations, and at a level
commensurate with the (education) industry standards. This
would certainly be strategic in the present higher education
environment.
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TEACHING NOTE

Small Group Learning in
Real Property Law

Adiva Sifris* & Elspeth McNeil**

Introduction

In Techniques for Teaching Law, Hess and Friedland express
their enthusiasm for “Seven Principles for Good Practice in
Undergraduate Education” as valuable guidelines for legal
educators.1

1 Encouraging student-staff contact;
2 Encouraging cooperation among students;
3 Encouraging active learning;
4 Giving prompt feedback;
5 Emphasising effective time management;
6 Communicating high expectations and
7 Respecting diverse talents and ways of learning.

As committed legal educators, the authors of this article
are guided by these principles in their teaching practice and
believe that “while traditional legal education emphasised
the acquisition of knowledge or ‘cognitive learning’, today
professional legal education must seek to achieve other
goals”.2 If Law graduates are to be equipped with lifelong
skills and attributes then these goals must include the
growth of interpersonal and communication skills in context
throughout the undergraduate degree.

The learning and teaching of real property law is a chal-
lenge for both student and teacher. In accordance with the
requirements of the Victorian Council of Legal Education, it

* Lecturer in Law, Monash University.
** Assistant Lecturer in Law, Monash University.
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is a compulsory subject in the law degree. Students of Prop-
erty Law, a core, full year subject at Monash University, are
generally in the second or third year of their law degree and
have completed a small number of law subjects.3 It is the
first conceptually difficult subject that students encounter in
their undergraduate degree and, as a result, Property Law
often has the highest annual failure rate in Monash Law.
Anecdotally, students embark on the study of Property Law
with a great deal of apprehension and trepidation.

Traditionally, Property Law has been taught by means of
lectures, supported by tutorials. Students have also been en-
couraged to study in small groups as described below. Al-
though the tutorials provide a forum for interaction,
discussion and problem-solving in a medium-sized group,
the enrolments in each lecture stream and the size of the lec-
ture spaces needed to accommodate them are not conducive
to encouraging students to engage actively with the class and
with the subject matter. Assessment has traditionally been by
examination or by examination and research assignment.

Against this background and in light of their respective
experiences as teachers of Property Law, the authors sought
to improve student attitudes to and the learning and teach-
ing of Property Law as well as the profile of the subject.
They decided to pilot a small group4 learning project that
would implement principles of good teaching practice and
provide a team based, collaborative learning environment in
which students of Property Law could gain confidence and
learn among their peers, engage in active learning5 and ex-
tend their interpersonal and communication skills.
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and Criminal Law and Procedure and have either completed or are
undertaking concurrently the core subjects of Contract and Torts.

4 Leveson, for example, notes that there is “no unambiguous definition of
small group work” but that “there is general agreement that effective
small group teaching and learning is student-centred”. L Leveson Small
Group Work in Accounting Education: an evaluation of a programme
for first-year students (1999) 18 (3) Higher Education Research & Devel-
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based on the idea that learning is a naturally social act in which par-
ticipants talk among themselves. It is through the talk that learning
occurs.” JM Gerlach, Is This Collaboration?, in K Bosworth & S Ham-
ilton eds, Collaborative Learning: Underlying Processes and Effective Tech-
niques (1994) 59 New Directions for Teaching and Learning 5, at 8.

5 McInnis observes that “What makes a small group is the nature of
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talking.” C McInnis, Small Group Discussions, at Centre for the Study



In this article the authors will describe the objectives of
and methodology utilised during the “Small Group Learning
in Real Property Law” project and report on the benefits and
difficulties which both students and teachers encountered.
The results of the authors’ empirical study will be analysed
and when necessary their own observations added. Case
studies will be used to illustrate and support these findings.
Finally the authors will reflect upon the implications flow-
ing from the data and draw some conclusions regarding the
efficacy of small group learning in legal education.

Objectives

Jaques asserts that:

Teaching and learning in small groups has a valuable part
to play in the all round education of students. It allows
them to negotiate meanings, to express themselves in the
language of the subject, and to establish a more intimate
contact with academic staff than formal methods permit.
It also develops the more instrumental skills of listening,
presenting ideas and persuading.6

The authors viewed the small group as the ideal medium
through which to achieve their goals in Property Law. It
would provide the students with an opportunity to work
and interact with one another in small teams and to provide
mutual support. As it was envisaged that the group tasks
would have an oral as well as a written component, provi-
sion would be made for different learning styles.

It was anticipated that administering and guiding the
groups would be particularly challenging given that 435 stu-
dents were enrolled in the course. However it was thought
that the ultimate benefits for the students would far out-
weigh the daunting temporal demands.

The Project

The project was comprised of two components: Self-Learning
Groups and Research Assignment Syndicates.

The tutorial group was used as the vehicle for the pro-
ject. Tutorials in Property Law were conducted weekly.
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Each tutorial group was comprised of approximately 24 stu-
dents. In previous years students had been encouraged to
form small study groups voluntarily from within their tuto-
rial groups. These groups, known as Self-Learning Groups
(‘SLGs”), met fortnightly and discussed problem-based ma-
terial provided by the Property teachers. The authors for-
mally divided each Property Law tutorial group into SLGs
of four to six students. Students were required to register
for an SLG and were given the opportunity either to form
their own group or to be placed in a group with others they
did not know. Prior to registering students were advised
that the SLGs would take collective responsibility for
30 per cent of the assessment of each student in the SLG.

Self Learning Groups

A booklet was prepared with tutorial and SLG problems,
similar to examination questions and divided into weekly
segments. Topics corresponded to those in the subject read-
ing guide issued to all Property Law students at the begin-
ning of the year. Each SLG was expected to meet weekly at
a time and place of its choosing to discuss the week’s prob-
lems. As the problems were on the same topic as those cov-
ered in the weekly tutorials it was intended that the SLG
material would supplement and reinforce the subject matter
covered in that week’s tutorial.

During the course of the year, each SLG was required to
present two problems from the booklet to their tutorial
group, one in each semester. The authors allocated the prob-
lems and each member of the SLG was expected to contrib-
ute to both the preparation and discussion of the designated
problem. Presentations were of approximately 15 minutes’
duration.

Assessment took into account each student’s tutorial at-
tendance (one per cent) and contribution to class discussion
(one per cent) as well as preparation for and presentation of
the two problems (three per cent), a total of five per cent.
Given the number of components that made up this five per
cent assessment, it was highly unlikely that each member of
the SLG would receive an identical mark. The minimal
mark allocation for each component was seen as an educa-
tional tool, encouraging students to attend tutorials and to
participate in class discussion. Attendance at tutorials was
not compulsory, but a record of attendance was kept for
each tutorial group. This record indicated a marked increase
in student attendance at tutorials compared to previous years.
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Research Assignment Syndicates

It was intended that the SLGs would form the basis of Re-
search Assignment Syndicates (”RAS”) of four students. A
number of those SLGs with four members automatically
formed an RAS. Those students who particularly requested
to work with others who were not in their SLG were accom-
modated, provided that any “spare” members of the SLG
were accounted for. In the interests of a harmonious work-
ing relationship between members, in some cases the RAS
were comprised of students across tutorial groups.

In another extensive administrative exercise, the authors
regrouped the “spare” members as well as the SLGs with
more than four members into syndicates7 of four for the
purpose of completing the research assignment. In a small
number of cases, having regard to group dynamics or to
preserve an SLG, syndicates of three or five were formed
and on two occasions special permission was granted for
syndicates with only two members.8

There were two components to the research assignment: a
research strategy report, worth five per cent, describing re-
search methodology and skills and a 2,000–2,500 word writ-
ten assignment worth 20 per cent. The criteria for assessment
of the written assignment were content, presentation, analy-
sis and other legal skills. The students were required to un-
dertake the research work in their syndicates of four, but
were permitted to write and submit the assignment either as
a group of four or in pairs.

Learning objectives
One of the main motivational factors for introducing small
groups was the recognition of the importance of cooperative
working among peers with the resultant enhanced communi-
cation skills and tolerance of divergent points of view. While
these skills and attributes are not specific to Property Law and
are important throughout the Law course, the authors saw the
project as an opportunity for the creation of invaluable
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qualities and skills that would help to equip students for life
in addition to enhancing their studies of Property Law.

Some students may be intimidated by the prospect of
speaking in front of a large group but feel more confident
about offering their thoughts to a small group. Such an en-
vironment can also fulfil a desire for social belonging, fos-
tering motivation and learning.9

Students’ ability to “feed off” one another has both posi-
tive and negative connotations. It encourages the sharing of
ideas and drawing of inspiration from one another. The au-
thors envisaged that the convivial environment of the SLG
would create the appropriate forum for an exchange of
ideas and reflection on the problematic areas of Property
Law. This would in turn assist students in their comprehen-
sion and appreciation of this particularly difficult area of
law. Those students who preferred working on their own
could use the group setting to ventilate ideas and then con-
solidate their views individually. A task might be divided
into a number of components: for example, research, writ-
ing, proof reading and consolidation of the final product.
Each step can draw on the particular skills of different
members and the end result is vastly superior to that which
the individual member could produce in isolation.

On the negative side, the authors envisaged a potential
problem with “freeloaders”10 and the “outsider”. The code
of ethics and work program were intended largely to cir-
cumvent this issue.

Code of Ethics
Once assignment topics became available RAS members were
expected to conduct a preliminary meeting and design a code
of ethics and work program. This document was to be sub-
mitted to the Faculty by a specific date. Students were en-
couraged to discuss difficulties within the group with the
authors. A procedure was designed for use by syndicates
experiencing problems with a member who did not comply
with the RAS' code of ethics or work plan. The participating
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members would be required to complete and sign a standard
letter setting out the breach and advising the non-participating
member of expulsion. The letter would then be posted to
the non-participating member and a copy given to the au-
thors. Subject to compliance with that procedure by a speci-
fied date, an RAS would be authorised to regard the non-
participating student as no longer being a member of the
syndicate. That student would be required to submit a sepa-
rate assignment on the same topic independently and the
expulsion itself would not constitute grounds for special
consideration or an extension of time.

Each member of the RAS was required to sign a written
declaration certifying that they either had or had not made a
relatively equal contribution to the preparation and writing
of the assignment and that they would accept an identical
mark. In the case of those who certified that an equal contri-
bution had not been made an explanatory letter would be
required to accompany the declaration.

Interestingly no students availed themselves of this proce-
dure although the research indicates (see RAS difficulties be-
low) that 10 per cent of the students who responded to the
questionnaire perceived that there had been an unequal contri-
bution from their syndicate members. This is supported
anecdotally as a few students complained informally after hav-
ing submitted their assignment that some group members had
not contributed equally to the work and asked for this to be
taken into account in the assessment of the assignment. Apart
from pointing out to students the important ethical lesson11

that they should not sign a declaration unless they believed
in its truth, there was nothing that could be done at that stage.

It seems from this anecdotal information that the students
in question were not prepared to compromise 25 per cent of
their assessment by raising the issue before submitting their
assignment but were prepared instead to make a moral com-
promise in making the declaration. Other students may have
had different reasons for deciding not to declare and explain
an unequal contribution, but this information did not emerge
from the project.
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Methodology
Throughout the project, it was intended that the authors
would evaluate the ongoing progress of the SLGs and RAS.
After all groups had completed both tutorial presentations
and the research assignment, a detailed questionnaire was
designed with the help of Monash University’s then Centre
for Higher Education Development (CHED)12 and administered
to Property Law students. 268 of the 435 students enrolled
in the subject, that is approximately 62 per cent, attempted
the questionnaire which had separate sections relating to SLGs
and RAS. The questionnaire was voluntary and anonymous.13

The questionnaires were administered with a view to im-
proving student learning and the authors’ teaching as well
as generating ideas for alternative course presentation and
different teaching methods that would aid and enthuse stu-
dents in their study of Property Law. The main aims of the
questionnaire were to ascertain whether:

• law students prefer, enjoy and perceive a benefit from
learning in small groups;

• law students benefit from teamwork and interaction with
other students and

• specific strategies should be developed to assist with small
group/team based learning to cater for different learning
styles.

The questionnaire consisted of 17 straightforward ques-
tions divided into the two sections, relating to SLGs and
RAS respectively, intended to ascertain student attitudes to-
wards small group learning in the two contexts.

Unfortunately, resources did not extend to allowing the
authors to obtain further qualitative research from student
focus groups.

Research Findings
When canvassed informally in tutorials prior to experienc-
ing small group learning in Property Law, many of the stu-
dents seemed to have a positive view of working in small
groups for tutorial presentations. However, fewer students
seemed to feel positive about completing the research assign-
ment in groups.

196 LEGAL EDUCATION REVIEW

12 CHED is now the Higher Education Development Unit (HEDU) of Monash
University’s Centre for Learning and Teaching Support (CeLTS).

13 As the questionnaire was voluntary and anonymous, it is not possible
to determine how many SLGs and RAS were represented by the indi-
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Following completion of the formal questionnaire the re-
sponses were analysed and produced some interesting results.

Self Learning Groups
The success of the self-learning group/tutorial project de-
pended to a large degree on the frequency with which the
groups met. Of the 252 students who responded to this ques-
tion, only 27 (10.71 per cent) stated that they met regularly,
on average once a fortnight. Of those who met more than
twice during the academic year all group members attended
meetings in only 56.76 per cent of cases. This figure would
seem to be indicative of the logistic difficulties that students
encountered and may serve to explain why generally the
SLGs met infrequently. The benefits and difficulties encoun-
tered by the students are examined in further detail below.

Chart 1: Frequency of SLG Meetings

As shown in Chart 1, 70 per cent of the students respond-
ing to this question met only rarely, that is one to four times
during the year, which suggests that a number of SLGs may
have met only to prepare their two tutorial presentations. If
so, this would seem to reinforce the importance of assessment
as a motivating factor in the success of group working.14
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However, it is interesting to note that 79 per cent of the
respondents thought that each member of the SLG should
receive an identical mark for the tutorial presentation. The
most striking reasons for this conviction were:

• Group effort: 27 per cent believed that as the group had
worked as a team, a group mark was required. If marks
were not identical it would defeat the purpose of the SLG
or the SLG would not work well. There was overall recog-
nition that portion of what is assessed is the ability to
work as a team.

• Equality: 19.5 per cent considered that each SLG member
had contributed equally and thus it was essential that all
should receive identical marks, even if they had completed
their work individually. “Freeloading” was regarded as
having played an insignificant part in the workings of the
group and if it existed was insufficient reason for mem-
bers to be allocated different marks.

• Differing contributions: By way of contrast, there seemed to
be a significant concern among respondents (17.5 per cent)
that as the tutor/assessor was unable to determine how
much work each individual member had done behind the
scenes, it was only fair that all members of the group
should receive the same mark. Conversely, 12.5 per cent of
respondents indicated that the only way to resolve differing
contributions was for students to receive separate marks.

When asked how they rated working in SLGs on a scale
of one to ten, ranging from not helpful to extremely helpful,
10.5 per cent of respondents had strongly negative feelings
about working in SLGs and only 2.7 per cent found the
groups extremely helpful. However, a majority of students
indicated that they found SLGs helpful: 73 per cent desig-
nated a rating between four and eight on the scale, with a
noticeable concentration between five and eight. (See Chart 2
on next page.)

Division of work and co-ordination of the presentation
The students were asked to describe the method that their
SLG adopted for the allocation of work and co-ordination of
the oral presentations. All students had been required to
participate actively in the presentation, but each group had
been able to decide the basis on which work would be
allocated to its members. Of those who provided informa-
tion in response to this question, some indicated the
frequency with which work was divided, varying from
35.5 per cent who said that work was always divided
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among the SLG members to 6.5 per cent who stated that
work was never divided up but was undertaken individu-
ally. Other respondents described the basis on which work
was divided, for example to ensure equality of division, to
accommodate group members’ “comfort zones” or accord-
ing to the issues identified in the problem. Yet others de-
scribed both the frequency with which and the basis on
which work was allocated. Observation of the presentations
themselves suggested that some SLGs had divided the prep-
aration and presentation according to the different skills and
learning styles of the group members.

While it was disappointing that 12.3 per cent of the re-
spondents allocated the work haphazardly according to
which SLG members were present at the meeting at which
the division was made, it was pleasing to note the degree to
which the students were concerned to ensure equality and
satisfaction for all members of their SLG.

Benefits
Respondents indicated that they derived a number of bene-
fits from the experience of working in SLGs, 87 per cent
finding at least one benefit associated with SLGs. Nine per
cent of respondents left the question blank and only four
per cent found no benefit.
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The significant benefits were:

• Sharing of opinions/information and understanding: A
clear majority (62 per cent) of respondents benefited from
the sharing of opinions and information, listening to fel-
low students, pooling resources and group discussion.15

Their understanding of the material increased as a result
of exchange of ideas and depth of discussion. Certain
parts of the course were reinforced and revised and tutori-
als were more meaningful.

• Skills: Some students noted an increase in their level of
confidence and 34 per cent of the respondents reported
that they had acquired one or more new skills including:
– Interpersonal skills including the ability to communi-

cate, compromise and co-operate with other group
members. Recognition of different learning styles and
abilities in some cases resulted in frustration manage-
ment.

– Problem solving skills including the ability to analyse a
question, synthesise material and solve a legal problem.

– Enhanced study techniques such as work method, or-
ganisation and self-discipline.

– Improved oral communication skills, including listening.
– Teamwork, including co-operative learning and collec-

tive thinking.
• Interaction: 24 per cent found group working a fun and

enjoyable experience, benefiting from the social and aca-
demic interaction, meeting new people and the creation of
a network of other Property Law students.

• Workload: 16 per cent appreciated the reduction in work-
load and responsibility as a result of sharing.

• Motivation: Realisation of the interdependence of group
members resulted in increased motivation among
eight per cent of respondents. This motivation inspired
preparation, organisation and work that would otherwise
not have been done.

Difficulties
Ninety two percent of the respondents experienced at least
one difficulty while working in an SLG. Difficulties ranged
from “A greater risk of getting the answer wrong because
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there was no supervision” to “having to work at a group
pace eg earlier or slower than would normally do work”.
On analysis of the data the most frequently recurring diffi-
culties fell into a number of categories in the following de-
scending order:

• Logistics, including finding meeting times, getting the
group together and juggling timetables and other commit-
ments, were problematic for 56.7 per cent of respondents.

• Attendance, including lack of motivation, was an issue for
21 per cent of respondents. Not all group members at-
tended SLG meetings or the tutorial presentations or, if
they attended, were very late. This suggested that group
members had different levels of commitment that perme-
ated throughout the meetings and tasks.

• Differences, including differences of opinion, disagree-
ments about the approach to be taken and an inability to
reach a consensus, troubled 18 per cent.

• Unequal contributions to the work of the group were also
mentioned. However, given the potential for inequality,
this is particularly interesting as it ranked fourth in the list
of difficulties and was mentioned by only some 10 per cent
of respondents.16 In fact ‘freeloaders’ received criticism by
only 4.85 per cent.

• Organisation and division of work were a challenge for
some nine per cent of respondents. Some of the SLG
problems allocated were considered to be of insufficient
magnitude to allow each member of larger SLGs to
participate equally and some students found difficulty in
co-ordinating their presentations, resulting in time wasting
and lack of efficiency.
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16 This contrasts with the finding by Zariski in a survey of Law students
undertaking group work that 83 per cent of respondents stated that
all group members had not contributed equally to the project. A
Zariski, Lessons for Teaching Using Group Work from a Survey of
Law Students, in R Pospisil & L Willcoxson eds, Learning Through
Teaching 361-66, Proceedings of the 6th Annual Teaching Learning Fo-
rum 1997 (Perth: Murdoch University, 1997). However, Zariski’s sur-
vey asked the students directly in question 27 to tick “yes” or “no” in
response to the statement that “My experience of group work has
been that all group members contribute equally to the project”
whereas the questionnaire in this study asked students more gener-
ally in question 3(b) to list three difficulties experienced while work-
ing in an SLG.



Chart 4: SLG Difficulties
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Research Assignment Syndicates
One hundred and ten syndicates were formed for the re-
search assignment. Interestingly, even though students were
able to choose the members of their RAS, only 51 per cent of
respondents indicated that they chose all RAS members
with a further seven per cent choosing some members. The
remaining 42 per cent were allocated to an RAS with other
students in their tutorial group.

Separately, students were asked whether all members of
their RAS and SLG were identical. Notably, 48 per cent of
respondents reported that they were not and that students
from different SLGs made up the RAS. Of those, 34 per cent
would have preferred to be in an RAS with members of
their SLG whereas 54 per cent would not and 12 per cent
were undecided. Of those undecided students, the majority
(62 per cent) were of the opinion that the composition of the
group made little difference.

Of those respondents who indicated a preference for a
syndicate comprised of their SLG members the main rea-
sons given were familiarity with members and logistic
arrangements.

The students were also asked how they rated working in
a RAS, again on a scale of one to ten ranging from not help-
ful to extremely helpful. It is interesting to note that the dis-
tribution of ratings for RAS was significantly different from
that for SLGs. A smaller majority indicated that they found
the RAS helpful: 11 per cent of respondents found RAS ex-
tremely helpful while at the other end of the scale 19 per
cent exhibited extreme dissatisfaction with group work in
this form. The other 70 per cent were spread more evenly
along the scale between two and nine. The mean of 4.92
indicates that the student respondents had a negative reac-
tion to the RAS and did not regard them favourably (see
Chart 5.)

Division of Research and the Writing of the Assignment
Only eight per cent of respondents stated that they worked
as a group for both the research and the writing of the as-
signment and read all the material and understood all as-
pects through collaborative discussion. Greater numbers
worked in groups either for the research or the written com-
ponents separately. Nineteen per cent of respondents com-
bined in their RAS for researching the assignment whereas
notably 37 per cent wrote the assignment in groups. Fifty
nine per cent of respondents researched individually and
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43 per cent wrote up the assignment on their own: in some
cases one person alone reported having written the whole
assignment and in others all members wrote separate sec-
tions that were then merged together. The balance of the re-
spondents combined group and individual work throughout
(Chart 6).

The student respondents described five main criteria for
the division of assignment responsibilities and work:

• Issue: 34.6 per cent made the division on the basis of the
issues identified in the assignment question, including ju-
risdiction, or according to primary and secondary source
material.

• Comfort: 21.5 per cent based their allocation on what they
felt most comfortable doing, personal preferences, the
demands of their other commitments or the perceived
strengths or competencies of the group members.

• Equality: 15 per cent endeavoured to ensure an equal divi-
sion of labour.

• Task: 15.4 per cent allocated different tasks to different
group members. In some instances the allocation was
made according to the nature of the task.17 In other in-
stances task allocation was driven by other commitments
such as work, overseas travel and assessment requirements
in other subjects.
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17 For example, in one group two members did the research, one wrote
a draft and the remaining member edited the assignment.
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• None: a disturbing 12.3 per cent again haphazardly divided
the work with no organisation and according to which
group members were present at the initial RAS meeting.

Code of Ethics

Students were asked whether their RAS had adhered to its
code of ethics: 69 per cent of respondents stated that they
did while 31 per cent stated that they did not. Those who
did not adhere to the code gave the following main reasons:

• Irresponsibility: 25 per cent said that despite the code,
some members of their group refused to be accountable
and responsible to the group;

• Priorities: 17 per cent noted that some RAS members gave
the research assignment a lower priority than other activi-
ties, for example other assessment, work and travel, which
made it impossible to enforce the code;

• Other reasons included initial expectations being unrealis-
tic and the complaint procedure being perceived as inef-
fective.

Of those respondents who did adhere to their code of
ethics, 38 per cent found it to be a useful tool in group dy-
namics. The reasons offered for the utility of the code over-
lapped to some extent with the reasons given in relation to
adherence. The main reasons articulated were:

• Incentive (16 per cent): The code ensured that all group
members did equal work, refrained from “slacking off”
and made members consider their responsibilities to the
group and give thought to potential problems before com-
mencing the project;

• Guideline (12 per cent): The code provided a guideline to
which members could adhere and they knew and under-
stood what was expected of them. It could, and in some
cases was, used as a tool to resolve disputes between
members. The preparation of the code also provided an in-
troductory session in working together as a group for
those RAS that were not from the same SLG.

• Moral obligation (two per cent): All members had contrib-
uted to and had agreed with the code and so felt obliged
to follow it and were made accountable for their perfor-
mance;

• Efficiency (one per cent): As a result of group working, di-
vision of labour and collaborative discussion as agreed in
the code, the project was completed more efficiently and
effectively.
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Conversely, 62 per cent of the respondents who adhered
to the code found that it was not useful.18 The main reasons
for this conclusion were:

• Irrelevant and unnecessary (32 per cent): Some students
considered the code to be a formality and submitted one
only because it was compulsory. The tenor of the re-
sponses indicated that the students would have acted or
reacted in exactly the same way with or without a code of
ethics.

• Not adaptable or unworkable: The code was found to be
easy to write before the project but difficult to adhere to in
practice. It was too general for the specific type of problems
encountered. New circumstances that arose during the pro-
ject meant that part or all of the code was irrelevant.

Benefits
The majority of respondents found at least one benefit in
working in an RAS. Eight per cent could find no benefits
and were left with only negative feelings towards group
working and a further 15 per cent failed to give any re-
sponse. For the 77 per cent who responded positively, the
main benefits of collaborative working included:

• Group:19 38 per cent benefited from a number of aspects of
working with other people including discussion, support,
teamwork, group responsibility and co-operation.

• Resources: 34 per cent found that the group had more re-
sources available to them combined than individually in
terms of ideas, opinions, perspectives, research ability and
writing ability.

• Future: 27 per cent gained something from the group
work that would benefit them in the future, including in-
terpersonal; academic, working and organisational skills
and confidence.

• Workload: 24 per cent appreciated the reduction in work-
load as a result of sharing.

• Quality: 18 per cent considered that the quality of their
group assignment was better than an individual assign-
ment would have been.
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19 Zariski also found that, of the objectives of the course co-ordinators
in setting group work, the three that the student respondents re-
garded as most relevant to them were co-operation, dispute resolu-
tion skills and organising. Zariski, supra note 16, at 364.



• Social: 13 per cent found the experience to have a social el-
ement. They got to know new people, met other students
and made new friends. Working in syndicates was an en-
joyable experience for them.

• Property: 13 per cent considered that the experience had in-
creased their understanding of Property Law. They learned
from other members, a broader knowledge base was cre-
ated and they realised their weaknesses in the subject. An
additional bonus for some was the good mark they received
in the subject.

Chart 7: Benefits of RAS

Difficulties

Disappointingly only one per cent of respondents expressly
stated that there were no difficulties associated with work-
ing in an RAS whereas 91 per cent listed at least one diffi-
culty. The six most prevalent difficulties were:

• Logistics: As with SLGs logistic obstacles headed the list of
problems. Fifty-one per cent of respondents encountered
difficulty finding suitable meeting times and venues and
co-ordinating all the members of the group. Inability to
communicate was a major difficulty, as some students did
not have email access.

• Group Dynamics: 46 per cent of respondents found diffi-
culty working harmoniously and as one unit rather than
as individuals. A number of reasons were offered for this
high figure:
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Chart 8: RAS Difficulties
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– Students were unable to work at their own pace and at
times that suited the individual. Group working slowed
down the pace and they found they had to spend more
time than they would have on an individual project.

– The differences of opinion, writing styles and ap-
proaches caused severe constraints in delivering what
some students considered a decent end product. Indi-
vidual work resulted in a fragmented assignment.

– In some instances where the RAS was not the same as
the SLG, to begin with the members did not know each
other and found difficulty working with relative strang-
ers.

– The interaction between members was at times strained
as there was an expectation that members would be po-
lite to one another and diplomatic in their criticisms so
as not to offend a fellow member.

– The inability of the group to accept the views of one
member and having to compromise with the group on
an issue about which a member felt strongly created
negative feelings, stress, migraines, loss of self esteem,
personality clashes and regrettably loss of friendships.

• Inequality: An interesting result, and more in accordance
with expectations (unlike the SLG response), was that 40
per cent of respondents found difficulty in motivating all
the members to contribute equally and at the same stan-
dard. The problems encountered included:
– Some members of the group were described as lazy and

unmotivated. There were different perceptions of the
amount of work involved and the standard of work re-
quired.

– Some students had a clash of commitments and were
not always prepared to put the RAS first.

– The absence of individual assessment meant that some
students did the work of others and all members re-
ceived identical marks whether they deserved it or not.

– Some students realised they had not contributed equally,
resulting in feelings of guilt.
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Case Studies

The following case studies illustrate some of the different
group dynamics, attitudes and challenges that were evident
among the RAS during the project.20

Case Study 1

Anh, Bella and Charlie are three students who all
embarked on their Law studies as school leavers and
are also friends. They attended the same Property Law
tutorial group and formed an SLG. Digby, a mature
age student with other responsibilities in addition to
study, was added by the project co-ordinators as the
fourth member of the SLG. The members of the SLG
also constituted an RAS. The members of the group
worked well together for their first oral presentation
but encountered difficulties with the research assign-
ment. Prior to commencing work on the assignment,
the students had completed a code of ethics setting out
their work plan and ethics.

However, once work started, the younger students
expressed concern about Digby’s participation, claim-
ing that he did not attend group meetings or arrived
late and that if he did complete his share of the work,
it was not of an acceptable standard. In turn, they found
him to be critical of their contributions. The three youn-
ger students seemed anxious that Digby’s perceived
lack of commitment would affect the final product and
assignment result.

An attempt was made by Property teachers to me-
diate between the parties and they were encouraged to
discuss the perceived difficulties. However, unfortu-
nately the situation deteriorated and it became obvious
that the other three students no longer wanted Digby
as a member of the RAS. These feelings were not mu-
tual and he wanted to remain in the RAS. Co-operative
work became impossible and the expulsion procedures
were utilised. Digby was offended when he received

(continued)
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20 The names and some personal details have been altered to preserve
anonymity.



the expulsion notice and thought that the other group
members could have been more understanding of the
other demands on his time. He considered it to be un-
fair that he was then obliged to submit an assignment
on his own. However, it had not been possible to re-
solve the matter amicably within the time constraints
for submission of the assignment.

The final tutorial presentation was made as a
“group” but it was apparent that there were tensions
and the group was fragmented three:one.

Comment
This example of some of the challenges of group work illus-
trates the fact that, while “group work can have a positive
impact on students in a variety of ways”,21 it can lead to
conflict between members and can have a negative impact
on some students.22 While their concerns may have been le-
gitimate, it is also possible that the younger students were
abusing the expulsion procedure and that the mature age
student was treated unfairly.

Was there a better way to handle the situation? Could
the authors have supervised the implementation of the work
plan and group meetings and overseen the work to make
sure everyone was contributing fairly? This was considered
to be too intrusive and as defeating the purpose of team
work and group learning. The authors were also conscious
of the importance of the students taking responsibility for
their own learning. Another consideration was the “domino
effect” and how other syndicates having difficulties would
respond to this intervention. Furthermore, it was considered
that it would be resource intensive and time consuming; the
time could be spent more productively in other ways.23
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Student Perspective in Murray-Harvey and Silins eds, Advancing In-
ternational Perspectives, Proceedings of the Higher Education Research
and Development Society, Volume 20 (Adelaide: Higher Education
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22 Id at 779.
23 Chang asserts that “conflict must be effectively handled if it is not to

be a barrier to progress” and that “conflict is best handled by manag-
ing it and adopting appropriate strategies to bring about a desired
end". V Chang, How Can Conflict within a Group be Managed?, in
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Case Study 2

Emilia and Fergus were friends but, due to time-
tabling, were in different tutorial groups. They re-
quested that they be in the same RAS but had no pref-
erence for the other two syndicate members. Gilda, a
full-time student, and Hans, a mature aged, part-time
student, were added to complete the syndicate.

Shortly after the group’s code of ethics had been
finalised, work commitments sent Hans out of the met-
ropolitan area. While the authors were made aware of
the situation, the other members of the RAS decided
they could communicate with Hans by telephone, email
and facsimile transmissions to complete the assignment.

Unfortunately, however, Gilda suffered a succession
of health problems and was unable to keep pace with
group commitments. The syndicate made every effort
to include her but eventually approached Property
teachers with the problem. In the circumstances it was
decided not to use the formal expulsion procedures.
Gilda was given permission to submit a separate as-
signment and was also granted special consideration.
The long distance arrangement worked for the remain-
ing syndicate members and Emilia, Fergus and Hans
submitted a combined assignment.

Comment

Again there were challenges, but this RAS should be
viewed as a success. The fact that the long distance working
relationship succeeded is a tribute to the determination and
commitment of the three remaining RAS members. One
must question, what was the bonding factor? The two initial
group members were friends, but apart from the code of
ethics and work plan and the fact of having been placed

214 LEGAL EDUCATION REVIEW

“Facilitating independent learning involves increasing students’ re-
sponsibility for and control of their own learning…’Independent
learning’ refers to learning which seeks to substantially increase stu-
dent control of learning and which is substantially independent of
the presence of a teacher. The teacher sets the parameters for learning
and provides required resources while the student, or groups of stu-
dents, controls the time, place and pace of their learning.” G Joughin
& D Gardiner, A Framework for Teaching and Learning Law (Sydney:
Centre for Legal Education, 1996) 60. However, they observe also that
“Staff training in small group skills is often beneficial”. Id at 58.



with Gilda and Hans they owed the other two RAS mem-
bers no allegiance. Arguably it would have been easier for
them to break away and submit their own assignment.
However they chose not to and they worked to complete
the assignment under difficult conditions.

Gilda’s situation was handled with as much sensitivity
as possible. With the additional time and special consider-
ation, she was able to complete not only the assignment but
also the subject Property Law that year. Were it not for the
other group members, staff may not have been aware of the
difficulties and she may simply have “dropped out” of law
school.

Case Study 3

Imran, Jasmine, Katerina and Lee were long-standing
friends in the same tutorial group who formed an SLG
and RAS. While the students were in the throes of
their research assignment, a member of Imran’s family
became critically ill. It was difficult for him to concen-
trate effectively on the task at hand and he foreshad-
owed a possible request for an extension of time. The
other members of the group made a joint decision to
support Imran unconditionally. They provided him with
both practical and moral support and the assignment
was submitted on time.

This syndicate received a high mark for their work.
The assessor had no idea of the history behind the as-
signment. The group members remain friends.

Comment
This is an example of group work at its best. Left to his own
devices Imran may not have submitted an assignment on
time, if at all, and it is unlikely that the work would have
been of the same quality. However, with the support and as-
sistance of his friends and fellow RAS members, the assign-
ment was completed to a high standard and all were very
happy with the result.

Does this mean that a foundation of existing friendship
is necessary for a successful small group or can group mem-
bers who did not know each other previously develop the
necessary skills to cope in such a situation? While friendship
was apparently an important factor in Case Study 3, Case
Study 2 suggests that a small group can operate successfully
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in other circumstances. The team environment allows for the
development of peer support, cooperation and collaboration,
providing reciprocal and mutual benefits for all members.

Reflections

Expectations

When the idea of small group learning was introduced to
students, the information provided was sparing and in gen-
eral terms.24 With hindsight, and with the benefit of the in-
sight provided by the case studies,25 it would have been
preferable for additional and more specific information to be
available to students to provide them with a firmer founda-
tion for drafting of a more detailed code of ethics and for
better mental preparation for the tasks ahead.

Apart from division of the tutorial groups into SLGs and
RAS as described above, minimal structure and direction
was provided for the students. The students were given the
independence, responsibility and flexibility to co-ordinate
the frequency and modus operandi of their own group
meetings.

Feedback was provided to students about the content of
their research assignments and group presentations. How-
ever, the authors offered little input about or evaluation of
the groups’ working as a team or the division of tasks. Stu-
dents were thus offered little guidance on how to operate
within the group rather than as an individual, but generally
seemed to develop the teamwork skills required.

Interaction

The authors believed from the outset that in order for groups
to work effectively a “bonding factor” is required. Generally,
one cannot group four strangers and expect them immediately
to bond and work together.26 The students “must connect to
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aware of the potential benefits and difficulties.

25 See in particular Case Study 1.
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form an effective working group”.27 Therefore the SLGs
were formed to allow the students to become acquainted
and develop a working relationship in preparation for their
tutorial presentations and especially for their research as-
signments. Unfortunately, however, some of the SLGs met
on only one occasion prior to combining for an RAS and in
other cases students were in an SLG and RAS comprised of
different members. The number of SLGs that did not team
up as an RAS but elected instead to undertake the research
assignment with other students surprised the authors.

Case Study 3 illustrates that years of friendship can be
one of the bonds that holds a group together, both as an
SLG and as an RAS. Case Study 2 is more puzzling: perhaps
one can attribute the cohesiveness of the group to a moral
bonding founded on the code of ethics in addition to the de-
velopment of interpersonal and communication skills.

Apart from those few groups in which the expulsion
procedure was utilised, having completed the research work
as a whole group the vast majority of RAS chose to continue
with the writing and submission of the assignment also as a
whole group. Notably only three syndicates elected to di-
vide into pairs for the writing and submission of the
assignment.

In addition to the interaction that the students described
in their responses to the questionnaire, the authors also ob-
served other features. In particular, it was noticeable that
some of the SLGs sat and socialised together in tutorials, ei-
ther as a whole group or as part of a group. This occurred
regularly for some groups and occasionally for others. In
some instances this started from the beginning of the year as
the students were already on friendly terms and had formed
their own SLG, but in other instances this was a phenome-
non that developed as the year progressed and the students
became better acquainted and developed their interpersonal
skills. The social aspect of small groups is recognised as an
important factor in enhancing learning.28

Similarly, the authors also observed some apparent diffi-
culties that were not mentioned in the responses to the ques-
tionnaire. Students were allocated to SLGs (and RAS) without
regard to gender or age, with the result that there were dif-
ferent proportions of male and female or mature-age and
younger students in different groups. Generally this did not
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cause any problems, but Case Study 1 illustrates some of the
tensions that arose when expectations and other commit-
ments differed between a mature-age student and the other
group members who were younger. In one group29 of three
female students and one male student tension developed
along gender lines during the preparation and writing of
the assignment and this carried over into the SLG and was
apparent in tutorials. In other examples, students requested
tutorial changes on the basis of alleged timetable changes,
but it appeared that the real basis was difficulties within
their SLG.

Learning
Pedagogically the small group, team based approach is a
sound one. As the respondents reported, it provides stu-
dents with an opportunity to share information, opinions
and ideas through in depth discussion as well as to interact
and communicate with one another in an environment of
mutual support. This co-operation and pooling of resources
in turn can lead to a greater understanding of the subject
matter and improved study techniques and problem solving
skills. Students can also acquire or develop interpersonal
skills including the ability to communicate, compromise and
co-operate in a group.

Self Learning Groups and Research Assignment
Syndicates: Comparisons and Contrasts
There was some commonality between the top SLG and
RAS benefits identified by the students: sharing of opinions
and discussion; sharing of workload; acquisition of interper-
sonal and academic skills; social interaction; and increased
understanding of Property Law. The difficulty that stands
out for both forms of small group work is logistics and is
one of the variables encountered in group work that are
generally beyond the control of the teacher.30

However, overall students had a more positive view of
SLGs than the RAS. Perhaps the relative weighting of these
two components of the year’s assessment was significant. While
only five per cent was attributable to tutorial participation
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and the SLG oral presentations, it was apparently enough to
induce the students to participate in their SLG at least twice
throughout the year. The more motivated students, perhaps
in more successful groups, met more frequently and argu-
ably experienced more of the benefits of small group
learning.

The RAS were a different matter and elicited more ex-
treme reactions from the students. The authors believe that
an important factor in this was the relatively large propor-
tion of the year’s assessment that depended on the perfor-
mance of the RAS. As the case studies show, this brought
out both the worst and best in syndicate members.

Some Concluding Comments

Le Brun and Johnstone describe “[t]he consequences of
commodifying education” and the potential drawbacks to
which this exposes the university system.31 A delicate bal-
ance is thus required between pedagogical considerations
and catering to student demands.

After considering the research findings and student reac-
tions and affirming the “Seven Principles for Good Practice
in Undergraduate Education” with which this article com-
menced, the authors are of the opinion that it is worth con-
tinuing with and promoting SLGs but not RAS.

Notwithstanding the benefits of the RAS identified by re-
spondents, in light of the nature of the difficulties experi-
enced and the relatively high proportion of the students’
annual assessment attributable to this component and given
that the average reaction was negative, it is hard to justify
the continued use of the RAS. Conversely, despite the range
of difficulties associated with the SLGs, in light of the nature
of the benefits gained and given that the average reaction
was more positive, the authors believe that SLGs should
continue.

However, given that administering SLGs and oral pre-
sentations is also extremely time consuming and resource
intensive, it may not be feasible to maintain small group
learning in the form described. Even if it is not possible to
continue with SLGs on a formal basis, students of Property
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Law are still encouraged to form and work in SLGs infor-
mally as before.

The authors remain committed to promoting the benefits
of small group learning and fostering an environment in
which co-operative and collaborative learning32 are encour-
aged.33
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32 Tang distinguishes between co-operative learning, initiated by teach-
ers and collaborative learning, initiated by the students themselves.
C Tang, Effects of Collaborative Learning on the Quality of Assign-
ments, in B Dart and G Boulton-Lewis eds, Teaching and Learning in
Higher Education (Melbourne: Australian Council for Educational Re-
search Ltd, 1998) 102.

33 “To maximise the effects of collaborative learning, teaching should
provide support and create a context to facilitate group learning.”
Tang, id at 120.



TEACHING NOTE

Developing Student Self-reflection Skills
through Interviewing and Negotiation

Exercises in Legal Education

Kathy Mack,* Gerry Mullins,# Jan Sidford*
& David Bamford*

Introduction

The philosophy of education at Flinders Law School
emphasises the acquisition of foundation legal skills, includ-
ing interpersonal communication such as interviewing and
negotiation, in a program which is designed to foster inde-
pendent learning. As part of this commitment, Flinders has
initiated and maintained a project to incorporate self-reflection
as an explicit goal of teaching. Developing a capacity for in-
formed reflection on their own work will directly enhance
students’ learning and enable them to monitor and improve
their performance after graduating and entering the work-
force.

In this paper, we generally use the term “self-reflection”
rather than the more widely used term “self-assessment”,
though both are often used interchangeably. Self-assessment
may (though not necessarily) imply a student actually indi-
cating a specific mark for their work, which may or may not
be incorporated into the grade given by the teacher. The
concept of self-reflection emphasises the student undertak-
ing an informed, supported and explicit critical analysis of
their own experience in interviewing and negotiation, exam-
ining their planning and performance in light of profes-
sional and personal goals and values, and formulating
concrete strategies for improvement. Such self-reflection will
include an evaluative or self-assessment aspect, in a broad
sense, and both terms were used in the teaching program.

At Flinders, structured self-reflection, as an explicit part of
the teaching process, has been incorporated into interviewing
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and negotiation programs as part of the undergraduate law
degree. These programs have been especially designed to take
advantage of the particular opportunity for self-reflection cre-
ated by clinical or skills training, as discussed further below.1

Self-reflection in Higher Education

Increasingly over the past decade or more, educators have
recognised the importance of providing students with the
ability to monitor their own progress, both during the time
they are taking part in formal training and afterwards
when it is hoped they will become “life-long learners”.2

Boud argues that self-reflection can be incorporated into a
wide variety of academic courses and programmes, and
many disciplines now seek to develop the skill of self-
reflection in students. This has produced a considerable lit-
erature in areas such as nursing,3 teacher education4 and so-
cial work.5 Monographs and articles also provide examples
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1 S Kift, Lawyering Skills: Finding their Place in Legal Education (1997)
8 Legal Education Review 43, 67-71. See text at footnotes 17-20. While
there has been considerable discussion about the proper role of
“skills” in law schools, this article is not about skills learning per se,
but about developing a student’s self-reflective capacity in the context
of a particular skills program, and so does not review the general de-
bate about skills teaching in law schools. For a recent discussion of
the role of professional skills training as part of university education,
see S Christensen and S Kift, Graduate Attributes and Legal Skills: In-
tegration or Disintegration? (2000) 11 Legal Education Review 207 at
211-214.

2 D Boud, Enhancing Learning Through Self Assessment (London: Kogan
Page, 1995); D Boud, Problem-based learning in education for the profes-
sions (Sydney: HERDSA, 1985); D Boud, R Keogh & D Walker eds,
Reflection: Turning Experience into Learning (London: Kogan Page,
1985); D Boud, Implementing student self-assessment (Kensington, NSW:
HERDSA, 1986).

3 AM Palmer, S Burns & C Bulman eds, Reflective practice in nursing: the
growth of the professional practitioner (Oxford: Blackwell Scientific Pub-
lications, 1994); BL Paterson, Developing and maintaining reflection
in clinical journals, (1995) 15 Nurse Education Today 211; J Owens, D
Francis, K Usher & J Tollefson eds, Images of Change: A Collection of
Reflective Writings (Townsville: School of Nursing, James Cook Uni-
versity of North Queensland, 1997); M Mallik, The role of nurse edu-
cators in the development of reflective practitioners: a selective case
study of the Australian and UK experience (1998) 18 Nurse Education
Today 52.

4 EG Pultorak, Facilitating Reflective Thought in Novice Teachers
(1993) 44(4) Journal of Teacher Education 288; R Tremmel, Zen and the
Art of Reflective Practice in Teacher Education (1993) 63(4) Harvard
Educational Review 434.

5 K Hinett, C Maughan, B Lee & K Stanton, Managing Change in As-
sessment and Learning in Legal Education: A Tale of Two Cities
(1999) 33 Law Teacher 135, nn 33



from medicine,6 dentistry7 and mathematics.8 While this
work includes detailed descriptions of particular forms of
self-reflection which are not necessarily suited to the teach-
ing of legal skills, it nevertheless provides a useful starting-
point for thinking about ways of encouraging law students
to monitor their own learning.9

In the United Kingdom, The Society for Research in Higher
Education has published several monographs on the subject
of reflective practice in university, discussing the “nuts and
bolts” of facilitating reflective dialogues with students,10 but
there is surprisingly little dealing specifically with legal
training.11

In legal education in Australia, there is a growing litera-
ture on the teaching of skills12 as part of wider research on
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6 S Clark, 2000 On: Equipping Medical Students to Communicate with
Patients of Tomorrow, in R Ballantyne, J Bain & J Packer, Reflecting on
University Teaching: Academics’ Stories (Canberra: Committee for Uni-
versity Teaching and Staff Development, DEETYA, 1997) 347.

7 J Wetherell, G Mullins & R Hirsch, Self-assessment in a prob-
lem-based learning curriculum in dentistry (1999) 3 European Journal
of Dentistry 97.

8 J Cowan, On Becoming an Innovative University Teacher: Reflection in
Action (Buckingham: Society for Research into Higher Education &
Open University Press, 1998) 54-6.

9 For a sceptical response to the question whether developing the abil-
ity to reflect on one’s work is as crucial to students, as it may be to
teachers, see L Morton, J Weinstein & M Weinstein, Not Quite Grown
Up: The difficulty of applying an adult education model to legal
externs (1999) 5 Clinical Law Review 469, especially 521-2.

10 For example, J Cowan, On Becoming an Innovative University Teacher:
Reflection in Action, (Buckingham: Society for Research into Higher
Education & Open University Press, 1998); A Brockbank & I McGill,
Facilitating Reflective Learning in Higher Education, (Buckingham: Society
for Research into Higher Education & Open University Press, 1998); se-
lected works in S Brown & A Glasner eds, Assessment Matters in Higher
Education: Choosing and Using Diverse Approaches, (Buckingham: Society
for Research into Higher Education & Open University Press, 1999).

11 It seems reasonable to expect that more literature dealing with legal
training will emerge in the wake of a three-year project, funded by
the Higher Education Funding Council for England and conducted
from 1996 to 1999, known as the SAPHE project. SAPHE stands for
Self Assessment in Professional and Higher Education. A summary
and evaluation of the project, which concerned three Law Schools in
the United Kingdom, appeared in K Hinett, C Maughan, B Lee & K
Stanton, Managing Change in Assessment and Learning in Legal Ed-
ucation: A Tale of Two Cities (1999) 33 Law Teacher 135.

12 For example, S Christensen and S Kift, Graduate Attributes and Legal
Skills: Integration or Disintegration? (2000) 11 Legal Educ Rev 206; JS
Gilchrist, Reform of Skills Teaching in the University of Canberra
School of Law (1998) 5 Canberra Law Review 233; R Hyams, S Camp-
bell & A Evans, Practical Legal Skills (Melbourne: Oxford University
Press, 1998).



methods to improve student learning.13 Also, law schools are
increasingly focusing attention on students graduating with
generic skills and attributes.14 In the US as well as in Austra-
lia, there has been significant emphasis on a particular model
of experiential learning, especially of legal skills, which in-
corporates an element of reflection.

Work by Kolb15 and others emphasises the role which ex-
perience plays in learning. According to this theory, learn-
ing takes place when students progress through a cycle of
tasks, consisting of direct experience, reflective observation,
abstract thinking and active experimentation.16 This cycle is
also described in the US MacCrate report on legal education
as “theory instruction, performance, critique”17 and in other
legal education literature on skills teaching.18 In simple terms,
this means that students are required to undertake real or
simulated exercises which involve the application of specific
skills, and following this, to reflect orally and/or in writing
on what happened. This method of teaching and learning
has been linked to the influential concept of “reflective
practice”.19

224 LEGAL EDUCATION REVIEW

13 M LeBrun & R Johnstone, The Quiet (R)evolution: Improving Student
Learning in Law (Sydney: Law Book Co, 1994); R Johnstone, J
Patterson & K Rubenstein, Improving Criteria & Feedback in Student
Assessment in Law (Sydney, Cavendish Publishing, 1998).

14 JS Gilchrist, Reform of Skills Teaching in the University of Canberra
School of Law (1998) 5 Canberra Law Review 233, 234.

15 DA Kolb, Experiential Learning: Experience as the Source of Learning and
Development (Eaglewood Cliffs, NJ: Prentice-Hall, 1984).

16 G Gibbs, C Rust, A Jenkins & D Jaques, Developing Students’ Transfer-
able Skills (Oxford: Oxford Centre for Staff Development, 1994) 13
simplify this as “form-plan-do-reflect.” Note that most advocates of
this kind of experiential learning agree that there is no hard and fast
rule about the point at which learners should enter the cycle; rather,
they point out that learners may enter the cycle at any point, but
should then progress in the sequence described by Kolb’s model. See
Kift, supra note 1, 63.

17 American Bar Association, Legal Education and Professional Develop-
ment—An Educational Continuum: Report of the Taskforce on Law Schools
and the Profession: Narrowing the Gap (MacCrate Report) (Chicago:
American Bar Association, 1992) 254 as quoted in D Peters, Mapping,
Modelling, and Critiquing: Facilitating Learning Negotiation, Media-
tion, Interviewing, and Counseling (1996) 48 Florida Law Review 875,
nn 22.

18 For example, AG Amsterdam, Clinical Legal Education - A 21st Cen-
tury Perspective (1984) 34 Journal of Legal Education 612, at 616-7;
Winser, Toe in the Bathwater: Testing the Temperature with Problem-
based Learning (1989) 7 Journal of Professional Legal Education 1; Peters
id.

19 This is particularly true since the publication of Schön’s work: DA
Schön, The Reflective Practitioner: How Professionals Think in Action



However, while experiential learning has become a more
frequent feature of legal education,20 there has been little
written on specific steps that should be taken in order to en-
able students to learn from their professional and personal
experiences, and to develop self-reflection as an essential
learning and professional skill.21

Most of the literature focuses on the goals, not the meth-
odology of clinical teaching. Generally, it categorizes clin-
ical legal education as a ‘skills’ supplement to the broader
curriculum, as a method of teaching professional ethics,
or as an experience-based approach to examining the role
of law in society. Less well-documented are approaches
to evaluation in clinical legal teaching.22

Attempts have been made to provide more detail on the
reflective or evaluative phase of the experiential learning cy-
cle, notably by Ziegler.23 It is still common, however, for au-
thors to focus on the teacher’s skills needed, rather than on
the processes which students require to develop as reflective
learners and practitioners.24 Kift points out that “…in ana-
lysing the literature on experiential methods in law school
teaching, little regard is generally had to the mechanics….”25

This paper is an attempt to fill this gap, by giving greater
emphasis to what the students do, and what they identify as
the elements of the teaching methodology which they find
most helpful in developing their capacity for self-reflection.
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(New York: Basic Books, 1983); DA Schön, Educating the Reflective
Practitioner (San Francisco: Jossey-Bass, 1987) and an article which he
wrote specifically with legal educators in mind: DA Schön, Educating
the Reflective Practitioner (1995) 2 Clinical Law Review 231.

20 For example, see M Meltsner, Writing, Reflecting and Professionalism
(1999) 5 Clinical Law Review 455.

21 AL Tyree & DJ Boud, Self and Peer Assessment in Professional Edu-
cation: A Preliminary Study in Law (1980) 15 Journal of the Society of
Public Teachers of Law 65 and S. Rawson and AL Tyree, Self and Peer
Assessment in Legal Education (1989) 1 Legal Educ Rev 135 discuss
the use of self-assessment of student essays.

22 AL Zeigler, Developing a System of Evaluation in Clinical Legal
Teaching (1992) 42 Journal of Legal Education 575, at 575-6.

23 Id, at 586, nn 68.
24 For example, Tarr uses the process followed by experienced teachers

in critiquing their students’ performances as the model for teaching
evaluation skills. As she points out, “teachers are continuously called
upon to act as role models who have mastered the art of evaluation.”
NW Tarr, The Skill of Evaluation as an Explicit Goal of Clinical
Training (1990) 21 Pacific Law Journal 967, at 989. Tarr stresses the
need to apply these skills regularly throughout teaching programmes.

25 Kift, supra note 1, at 71.



Self-reflection and Skills in the Flinders Law
Degree

The curricular structure we have developed at Flinders Law
School introduces students to skills in the first year, then in-
tegrates skills teaching with substantive law topics, with
more elaborate and demanding skills programs in later year
topics:

• In the first year topic Lawyering: Procedures and Ethics,
exercises in listening, interviewing, drafting, negotiation
and oral advocacy are conducted informally as part of reg-
ular tutorial groups.

• In the second year, students undertake a more elaborate
exercise in oral advocacy or mooting as part of the Con-
tracts topic.

• In the second or third year, students undertake a more
elaborate exercise in legal interviewing.

• A drafting exercise is part of Corporate Law in the third
year.

• In the final or penultimate year, students do a further ex-
ercise in legal negotiation in Resolving Civil Disputes.26

In this paper, we will focus on the interviewing and ne-
gotiation exercises in 1999 in the first year topic, Lawyering:
Procedures and Ethics, and the negotiation exercise in the fi-
nal year topic, Resolving Civil Disputes, also in 1999. By
1999, these programs were no longer new; many of the ele-
ments of the program had been in operation in the first year
since 1997 and in the final year since 1996, and a number of
different staff members have been involved. In 1998, Kathy
Mack was awarded a teaching development grant27 to de-
velop students’ self-reflective capacity in the context of in-
terviewing and negotiation programs and to develop ways
that self-evaluation, when linked to planning, reporting or
discussion, could become part of formal assessment. The grant
enabled us to expand some elements, to refine the programs
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26 The first year topic was previously called Introduction to Law. In
1999, as part of a larger curricular change, the topic was renamed
Lawyering: Procedures and Ethics. Before 1999, the advanced inter-
viewing exercise was part of Criminal Law; now, it is part of Admin-
istrative Law. Corporate Law in the third year was previously named
Company Law, and Resolving Civil Disputes was previously entitled
Litigation.

27 The grant was awarded by the Committee for University Teaching
and Staff Development (CUTSD). The CUTSD scheme was, until
1999, a funding initiative of the Australian Federal government to
support innovative teaching and learning practices.



in light of a wider literature on reflective learning and prac-
tice, and to undertake student surveys to determine what
aspects students found most helpful in developing their
self-reflective capacity.

In these interviewing and negotiation exercises, we ex-
plicitly implemented the basic experiential learning cycle of
preparation, action, and reflection,28 with an especially strong
emphasis on the preparation and reflection phases. This
model of experiential learning requires students to engage
in active self-reflection: to think critically about the ways in
which they learn, the ways in which they might improve
their skill levels, and the values which they intend to carry
into professional practice. This reflection on their own ac-
tions and attitudes is made explicit in classroom discussions
and in written reflective reports.

Preparation

The preparation phase includes several components aimed
at introducing the specific skill of interviewing or negotia-
tion and the “metacognitive” skill of reflection.29

• First, students are assigned readings which include mate-
rial about experiential skills learning generally as well as
specific information about the particular skills of inter-
viewing or negotiation, including planning and evalua-
tion.30

• Next, there is a lecture which includes a video of a simu-
lated interview or negotiation. While showing the video,
instructor comments model the evaluational questions stu-
dents should consider in planning, performing and reflect-
ing on their own activity. In 1999, in the first year inter-
viewing program, students were shown interviews con-
ducted by other students; in the first year negotiation pro-
gram, short excerpts from a professional legal training
video were shown; in the later year negotiation exercise, a
different professional negotiation training video was
shown in its entirety.

• Students then prepare a written plan for the activity, in
the form of a brief outline. This plan is based on guidance
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28 Kolb, supra note 16; LeBrun & Johnstone, supra note 14, at 77-8; Kift,
supra note 1, at 67 “…input or preparation…actual engage-
ment….processing of what has been learned…”.

29 Kift, supra note 1, at 68.
30 See Appendix 1 for examples of reading materials assigned, which

are provided in a course reader.



from the readings about planning for the specific activity31

as well as on materials giving information about the client
to be interviewed or the dispute to be negotiated. For ex-
ample, the preliminary interview information in the first
year topic is quite brief: students may be told that they are
to interview a potential client about an accident in a shop.
Their plan should include the goals for the interview and
concrete actions to achieve these goals, possibly including
a specific questions on key points. For the negotiation ex-
ercises, more detailed facts are provided, including client
instructions and other documents or information. Negotia-
tion plans may contain notes on the goals of each party,
and the strengths and weaknesses of each sides’ case, pos-
sible settlement options, etc.

Action: The Interview or Negotiation Role Play

All the interview and negotiation exercises are conducted as
simulations at the law school, with the students acting in
role as legal practitioners. The interview exercises involve
other students playing the role of clients to be interviewed.
Negotiations are conducted one on one, with a student act-
ing as the legal representative for each party. The first year
Lawyering students conduct their interviews and negotia-
tions in the classroom as part of their tutorial classes. (Tuto-
rial classes contain 12-14 students.) The negotiation exercise
for the final year students in Resolving Civil Disputes are
conducted in specially designed premises in the law school,
which enable observation and video recording of the
negotiation.

Performance in the exercise itself is not marked as part of
the assessment scheme. There are several reasons for this
decision. The central aim of the project is to encourage stu-
dents to form their own evaluative tools, and to find their
own “voices”, rather than to depend on teachers as authori-
tative judges of their performance and progress. Another is
practical constraints on staff and student time, and on avail-
ability of space for the conduct of exercises. As the number
of students participating in each exercise is very large, there
would have to be several different observers, which would
create difficulties in terms of (apparent) subjectivity in
marking. One way to address these concerns might be to
award only a “pass” or “fail” grade to students, but this is
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somewhat meaningless, as virtually all students would pass
and it is generally believed that students may put in less ef-
fort and/or do not perform as well when graded on a pass/
fail basis.32

Reflection

The reflective aspect of the exercise involves several com-
ponents:

• After the interview or negotiation, each student provides
short written responses to two sets of questions.33

– One set of questions, called the “Self-Assessment
Guide”, stimulates the student’s own self-reflection. Stu-
dents are asked specific questions about their own per-
formance and the student must explicitly link the
student’s perception of his or her own performance to
the planning before the exercise. The student must also
identify concrete strategies for future improvement.

– The other questions, called “Feedback from Partner”,
elicit written feedback to the other student interviewer
or negotiator. Giving feedback requires each student to
recall, analyse and reflect on the process from the per-
spective of the other participant. Receiving the feedback
enhances self-reflection by giving a basis for confirma-
tion, comparison or moderation of the student’s percep-
tions of their own performance.34

• In the negotiation exercise in Resolving Civil Disputes,
students are videoed during their exercises and have a
short meeting with an instructor/observer who provides
some feedback. Students complete their self-reflective
guide before hearing feedback from another student or an
instructor.

• Students then write a report on the exercise which re-
quires explicit self-reflection on their planning and their
performance in the exercise. The reflective reports should
evaluate their plans, the process and outcome of the inter-
view or negotiation and consider any feedback from
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Risk Taking and Negotiation Performance (1999) 5 Michigan Journal of
Gender and Law 299, at 308.

33 Examples of these questions for the Lawyering interview exercise are
listed in Appendix 2 and 3. The questions for negotiation in Lawyer-
ing and in Resolving Civil Disputes are similar.

34 Boud, supra note 3 at 15.



others as well as ideas from the assigned readings. Later
year students review the video of their exercise as part of
preparing the reflective report. As this is a new and rela-
tively unusual assignment, especially for the first year stu-
dents, the readings include guidance on evaluation and re-
flection35 and there is a lecture in which expectations for
the report are discussed. The written plan and the reflec-
tive report are handed in and marked as part of the formal
assessment scheme in the topic.36

We expected that these structured self-reflective ele-
ments, especially when linked to written planning and re-
porting requirements as part of formal assessment, would
make the goal of teaching students how to learn from their
own experience more explicit, and create a direct link be-
tween the activity and the self-reflective learning objectives.

Student Perceptions

As part of developing and improving the program, we con-
ducted surveys to learn more about the students’ response
to the focus on self-reflection. Two questionnaires were ad-
ministered in Lawyering, one after the interviewing reflec-
tive report was submitted, and another after the negotiation
report was submitted. In Resolving Disputes, one question-
naire was administered after the negotiation report.

Purposes of the questionnaires included:

• to elicit students’ views of the usefulness of some elements
of our implementation of the experiential learning cycle in
promoting both skills learning and self-reflection; and

• to investigate whether students saw self-reflection as an abil-
ity which could be applied to other learning in law school
and beyond.
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35 See Appendix 1 for examples of reading materials assigned, which
are provided in a course reader.

36 This approach is similar to a method used in the Housing Law clinic
at Saint Louis University Law School which requires students to pres-
ent two written documents, a ‘pre-task report’ and a self-evaluation.
See Zeigler, supra note 23, at 586-8, nn 68, based on the work of M
Meltsner, JV Rowan & DJ Givelber, The Bike Tour Leader’s Dilemma:
Talking About Supervision (1989) 13 Vermont Law Review 399;
KR Kreiling, Clinical Education and Lawyer Competency: The Pro-
cess of Learning to Learn from Experience Through Properly Struc-
tured Clinical Supervision (1981) 40 Maryland Law Review 284; and
RK Neumann, A Preliminary Inquiry into the Art of Critique (1989)
40 Hastings Law Journal 725, 748 nn 70.



The questionnaires mainly included closed ended ques-
tions on the usefulness of the different teaching and learn-
ing strategies, both for learning the specific skill and for
self-reflection. Answer choices were “Very helpful, helpful,
I’m not sure, not helpful, very unhelpful”. Open ended
questions included asking for any other comments on prep-
aration for the exercise and on the exercise itself; asking
about recommended changes, and asking “What advice
about [the exercise] would you give to a student beginning
[the topic]?” Students were also asked if they had “used the
self reflective skills [in this topic] in other law school sub-
jects, in other areas of learning, and in subsequent work or
other activities outside Law School”. If they answered yes to
any of these questions, they were asked to give examples.

To enhance the independence of the survey and to
emphasise the voluntariness and anonymity of the survey,
Dr Gerry Mullins of the Advisory Centre for University Ed-
ucation (ACUE), Adelaide University was responsible for
the survey. Students were given a letter from Dr Mullins ex-
plaining that they were under no obligation to respond to
any questionnaire; that participation [or non-participation]
would have no impact on assessment or grades at all; that
information the ACUE gained was strictly confidential and
would not identify any individual student and that only
general information and statistical summaries were pro-
vided to the Law School. This information was reiterated in
lectures and tutorials. The questionnaires were administered
during a regularly scheduled lecture time, when no teaching
staff were present and the completed questionnaires were
delivered directly to the ACUE for analysis.

The Sample

In Lawyering, the first year class in which interviewing and
negotiation were held, total enrolment was about 165 stu-
dents. The 92 students who responded to the Lawyering in-
terview exercise questionnaire and the 90 who responded to
the Lawyering negotiation exercise questionnaire represent
about 60% of the total students in Lawyering.37
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terviewing and negotiation exercises. All students had access to the
readings and to the lectures in which the videos were presented, all
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self, and virtually all students did so. However, students could sub-
stitute another writing assignment for one of the reflective reports.
The interview exercise was held quite early in the semester; about 120



In Resolving Civil Disputes, the final year class with a
negotiation exercise, total enrolment was about 175, and all
students were required to participate in the negotiation ex-
ercise and to write a report. The 96 students who responded
to the 1999 survey represent about 55% of the total enrol-
ment in this topic.

Female students constitute about 63-68% of the respon-
dents, which is slightly greater than the overall enrolment of
women (about 60%). However, tests for a gender difference
in the data reported in this paper showed no significant ef-
fect. Nearly half of the Lawyering students had been out of
school for no more than one year, and more than half of the
students in Resolving Civil Disputes had only been out of
school for five years, suggesting that mature age students
may be slightly overrepresented in the respondents. Over
94% of respondents are “full-time” in the sense that they are
undertaking at least a full academic load.

Helpfulness of Preliminary Activities for Conducting
the Interview or Negotiation

Students were asked “how helpful” they found the video
and writing a plan for their conduct of the actual interview-
ing or negotiation activity. Their responses (Table 1) indi-
cated that they found preparing the written plan helpful, and
somewhat more helpful for their performance of the task, in
comparison to viewing a video. This positive response to
the plan suggests that students’ own experience confirms
the link, discussed in the literature, between active plan-
ning, such as writing a plan, and skills learning. More first
year students found the interview video (which showed stu-
dent interviews) useful compared to the negotiation video
(excerpts from professional video). In 2000, when we used
excerpts from student negotiation videos in Lawyering, the
percentage of students who found the video helpful or very
helpful increased to 70%, suggesting that first year students,
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students submitted written reports. The negotiation exercise was held
a few weeks later, and about 90 students did a written report. How-
ever, because of the voluntary and confidential nature of the survey,
it is impossible to know whether these are the same or different sub-
sets of students, as there were two different surveys, each distributed
shortly after the exercise was completed. It is also impossible to know
whether all the students responding to each questionnaire wrote a re-
flective report, though we believe that students were more likely to
respond to a questionnaire about an exercise in which they had par-
ticipated more fully.



at least, found that observation of another student’s work
was more useful in developing their own skills.

Table 1: Helpfulness for Conducting the Interview
(Percentage of students responding “Helpful”

or “Very Helpful”)

Lawyering/
Interview
[N = 92]

Lawyering/
Negotiation

[N = 90]

Resolving
Civil

Disputes/
Negotiation

[N = 96]

Video 68 50 56

Writing
a plan

86 73 73

Helpfulness of Preliminary Activities for
Self-assessment or Self-reflection

Students were also asked specifically about the extent to
which the video, writing a plan, and the readings helped
them in the process of self-reflection. Their overall responses
suggested that these elements were less helpful in self-
reflection (Table 2) than in developing the specific skill itself
(Table 1). However, writing a plan was still seen as helpful
for self-reflection by a very high proportion of students, es-
pecially first year students.

Even more helpful for first year students were several of
the readings. For them, the interview readings which were
most frequently rated as helpful or very helpful were those
about planning (A), about skills learning generally (B) and
conducting the interview (C), and the most helpful negotia-
tion readings were those about conducting the negotiation
(E), skills generally (B) and planning (D). For the later year
students, readings were regarded as less helpful than writ-
ing a plan or watching a video. The readings which were
most frequently rated as helpful or very helpful by later
year students were about planning (E), approaches to nego-
tiation (F), and evaluating the process and outcome (G).
(The letters in parentheses above in the table refer to read-
ings listed in Appendix 1.) It is not surprising that first year
students found the readings about skills learning especially
valuable, as this was their first exposure in law school to
structured interactive skills development, whereas the final
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year students would have completed other skills programs
during their degree.

The final year students found the video particularly use-
ful. This may reflect the specific material shown since, as
noted above, different videos were used with the different
groups. Final year students were shown a professional train-
ing video, which may have reinforced their perception of
themselves as entering professional practice.

Table 2: Helpfulness for Self-reflection: Preliminary
Activities (Percentage of Students Responding “Helpful”

or “Very Helpful”)

Lawyering/
Interview
[N = 92]

Lawyering/
Negotiation

[N = 90]

Resolving
Civil

Disputes/
Negotiation

[N = 96]

Video 40 28 68

Writing a plan 76 71 63

Reading most
frequently ranked
“Helpful” or “Very
Helpful”

88 (A) 79 (D) 62 (E)

2nd most
frequently ranked
reading

78 (B) 74 (B) 54 (F)

3rd most
frequently ranked
reading

75 (C) 62 (E) 48 (G)

Note: The letters in parenthesis refer to the readings listed in
Appendix 1.

Helpfulness of Activities After the Exercise

The students were asked about the helpfulness of various
activities following the specific interview or negotiation
task: the two sets of questions answered immediately after
the exercise [the “Self-Assessment Guide” and the “Feed-
back from Partner”]; feedback from an observer or a follow
up lecture [where applicable] and the experience of writing
a reflective report (Table 3).

The importance first year students put on feedback from
their partner suggests that this could be emphasised more
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for the later year students. However, later year students may
have been less attentive to giving and receiving this feedback,
as they knew an instructor/observer would comment. These
feedback questions are designed to be answered, in writing,
immediately after the exercise is completed, within the over-
all time available for the tutorial class or negotiation session.
This imposed time constraints for all students in preparing
the self-assessment and peer feedback forms. Also, the stu-
dents feel considerable urgency to begin discussing the simu-
lation out of role immediately. These factors mean that
written feedback and self-reflection forms were not always
prepared as fully or thoughtfully as we might have hoped.

The preference among first year students for feedback,
even from peers, over self-reflective instruments, suggests
that these students are still fairly dependent learners. The
later year students appeared to find writing a self-reflective
report more helpful than feedback from other sources,
which would be consistent with the more independent
learning style one would hope for in final year students,
many of whom are already undertaking legal work.

Table 3: Helpfulness for Self-reflection: Subsequent Activites
(Percentage of Students Responding “Helpful”

or “Very Helpful”)

Lawyering/
Interview
[N = 92]

Lawyering/
Negotiation

[N = 90]

Resolving
Civil

Disputes/
Negotiation

[N = 96]

Self-Assessment
Guide

67 69 62

Feedback from
partner

90 81 57

Feedback from
observer

Not
applicable

Not
applicable

58

Follow-up
lecture

Not
applicable

Not
applicable

54

Writing a report 74 75 76

Self-assessment of Performance

Students were asked “How would you rate your perfor-
mance” in the interview or negotiation itself, with response
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choices of “Excellent, Good, Satisfactory, Poor, Very Poor”.
Almost all students assessed their performance in the task
as at least satisfactory (Table 4). The first year students in
Lawyering tended to give themselves a better rating than
the later year students in Resolving Civil Disputes. This
may reflect the first year students’ less well developed ex-
pectations of what is required in a Law course, or the more
demanding nature of the task assigned in the later year
class.

The students’ evaluation of their performance was gener-
ally consistent with the overall view of instructors and observ-
ers. Had we been assessing performance on a satisfactory/
unsatisfactory basis, very few students would have been
rated as unsatisfactory. What is impossible to know, of
course, in light of the anonymity of the survey, is whether
any particular student’s self-assessment would be matched
by the instructor’s evaluation. However, the student’s reflec-
tive reports were marked by the instructor who had ob-
served the exercise. A student whose own reflections were
signficantly out of line with the views of the observer would
have been given some feedback to that effect, but this was
rare.

Table 4: Self-assessment of Performance

% of students
responding:

Lawyering/
Interview
[N = 92]

Lawyering/
Negotiation

[N = 90]

Resolving
Civil

Disputes/
Negotiation

[N = 96]

“Excellent”
or “Very
good”

68.4 57.4 52.1

“Satisfactory” 28.3 39.1 41.7

“Poor” or
“Very poor”

3.3 3.5 6.2

Confidence Measures

In the questionnaire, which was administered after the exer-
cise and after the reflective reports were completed, stu-
dents were asked to rate their confidence before and after
the specific exercise, with five response choices: “Excellent,
Good, Satisfactory, Poor, Very Poor”. (Their rating of
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confidence before is a recollection three to four weeks after
the event.)

A striking feature of their responses is the rise in stu-
dents’ confidence following their interview and negotiation
exercises (Table 5). The rise is greater in the first year stu-
dents, presumably reflecting their lower starting level and
the fact that they have less experience with interviewing
and negotiation tasks, especially in role as a legal practitio-
ner. Most gratifying of all is the rise in confidence of those
students, especially in the first year, who indicated very low
levels of confidence before the task.

Table 5: Student Confidence

Lawyering/
Interview
[N = 92]

Lawyering/
Negotiation

[N = 90]

Resolving
Civil

Disputes/
Negotiation

[N = 96]

B
ef

or
e

A
ft

er

B
ef

or
e

A
ft

er

B
ef

or
e

A
ft

er

% of students
responding
“Good” or
“Excellent”

32 75 37 70 45 68

% of students
responding
“Poor” or
“Very poor”

23 2 22 3 18 10

Extension of Self-reflection to Other Activities

Finally, the students were asked to indicate whether they
had used their self-reflection skills in contexts outside the
subject. As we might expect, those who were least likely to
report wider use of self-reflection skills were first year stu-
dents, immediately after their first exercise, for whom the
requirements of explicit reflection on experiential learning
are likely to be quite novel. The proportion is greater after
the negotiation exercise in the first year, and slightly greater
for the final year students (Table 6).

Students who used their skills in an extended context
tended to use those skills in various contexts. For example, of
the students responding positively to this question in the
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Lawyering/Negotiation questionnaire, 13 students responded
positively regarding all three areas, and 20 used self-reflection
skills in at least two areas.

Several students gave examples of using self-reflection to
improve written assignments in other academic work.
Workplace applications included a student learning from
his/her own dealings with customers as a way to improve
performance or reflecting on coping with training for a new
job as a way to identify “what I know and what I needed to
ask about”. An example of a personal development insight
is a student indicating self-reflection as a means of identify-
ing a need to be more assertive in social situations as well as
in tutorials.

Overall, it appears that just over 25% of first year stu-
dents and nearly 30% of final year students use their self-
reflection skills in at least one other context, with some in-
crease in the ability to do so after greater experience with
the emphasis on self-reflection in these programs. While this
is not a high percentage, the level of self-awareness and the
insights required are quite demanding. A student who was
able to generalise the self-reflection skill, as elicited in these
exercises, to other contexts, would be displaying a very high
degree of cognitive and ethical development, as reflected in
a the widely used scheme articulated by Perry.38

Table 6: Generalising Self-reflection

% of students
who used
self-reflection
skills in:

Lawyering/
Interview
[N = 92]

Lawyering/
Negotiation
[N = 90]

Resolving
Civil
Disputes/
Negotiation
[N = 96]

Other Law
School subjects

17 26 28

Other areas of
learning

23 28 31

Work & activities
outside Law
School

Not asked 25 28
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Conclusion

The survey of students has identified some strengths in our
current teaching strategies, underscored links between our
approaches and the wider literature on reflective practice, and
indicated some important areas where we can improve our
approach to assisting students to develop the self-reflective
skills necessary to become a life-long learner, especially one
who exercises professional judgment in an unsupervised
setting.

Strategies which students regard as especially effective in
eliciting self-reflection include writing a report and, espe-
cially, requiring students to prepare and submit a plan for
each exercise. First year students found peer feedback and
preliminary readings especially valuable, while later year
students found the video more valuable. The significance of
a written plan and a written reflective report is shown by
the large number of students at all levels who found these
elements helpful.

Answers to open ended questions in the survey confirm
the importance of these factors. When asked to give advice
to future students doing these exercises, students strongly
emphasised preparing, and the importance of the written
plan, as well as doing the readings (the specific advice most
frequently given). In the class discussions, students often re-
cognised that the process of developing the plan, and the
discipline imposed by writing it, was valuable, even if the
document itself was not used very much in the actual inter-
view or negotiation. This is consistent with the statistical
findings above, which confirm that students clearly recog-
nise the value of writing a plan, and preparation more gen-
erally, both to performing a task and to reflecting on it
afterwards.

One area requiring further improvement is the selection
and use of appropriate videos to be shown to first year stu-
dents before the exercises. Though most students found the
videos useful for conducting the exercise, only 40% re-
garded the interviewing video as helpful or very helpful for
self-reflection, and only 28% regarded the negotiation video
as helpful or very helpful.

When asked what, if any, changes they would recom-
mend for future exercises, a small number of students sug-
gested that the exercises themselves should be assessed,
while other students wished for more guidance in lectures,
and some mentioned the need for clearer criteria on what
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was expected in the report. We have responded to these com-
ments by explaining why performance is not directly assessed
and developing written criteria for the reflective report.

Of course, some things are still unclear. As with any
methodology, the survey has its limitations. Because we were
unable to survey students who had undertaken the more
elaborate interviewing exercise in the later year subject, for
example, it was not possible to obtain data that might tell us
whether students had gained a sense of their skills accumu-
lating (or whether they failed to make the link between the
various skills exercises offered throughout the degree).

Thus, although students, especially those in their first
year, still desire direct instruction, guidance and evaluation
from others, there was also good acceptance of self-reflection,
even among the first year students. A significant proportion
of students reported extending self-reflection to other activi-
ties This suggests that once students grasp the concept and
method of self-reflection, they are able to generalise it.
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Appendix 1: Assigned Readings
(The letters in parentheses link to Table 2)

INTRODUCTION: LEARNING SKILLS
(B) Susan Campbell, Ross Hyams and Adrian Evans, Practi-

cal Legal Skills (1998) Chapter 1.
Vanessa Merton, The Work of a CUNY Law Student: Simula-

tion and the Experiential Learning Process in Lesnick, In-
finity in a Grain of Sand: The World of Law and
Lawyering as Portrayed in the Clinical Teaching Implicit in
the Law School Curriculum’ (1990) 37 UCLA Law Review
1157.

Sally Kift, Lawyering Skills: Finding Their Place in Legal
Education (1997) 8 Legal Education Review 43, 62-63.

David Boud, Enhancing Learning Through Self-Assessment
(London: Kogan Page, 1995) 13-15.

Skills Performance Standards, from Don Peters, Mapping,
Modelling and Critiquing: Facilitating Learning Negotia-
tion, Mediation, Interviewing and Counselling (1996) 48
Florida Law Review 875.

INTERVIEWING
(A) Susan Campbell, Ross Hyams and Adrian Evans, Practi-

cal Legal Skills (1998) Chapters 2 and 3.

Planning
(C) Jenny Chapman, Interviewing and Counselling (Caven-

dish, London, 1993) 25-30*
Kay Lauchland & Marlene Le Brun, Legal Interviewing: The-

ory, Tactics and Techniques (Butterworths, Sydney, 1996)
70.

The Interview: Structure, Skills, Ethics
(C) Jenny Chapman, Interviewing and Counselling (Caven-

dish, London, 1993) 46-7, 49-57.
Kay Lauchland & Marlene Le Brun, Legal Interviewing: The-

ory, Tactics and Techniques (Butterworths, Sydney, 1996)
48, 50-58, 81-86, 101, 129-132.

Reflecting on the Interview
Kay Lauchland & Marlene Le Brun, Legal Interviewing: The-

ory, Tactics and Techniques (Butterworths, Sydney, 1996)
12-14, 178-180.
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NEGOTIATION
(D) Susan Campbell, Ross Hyams and Adrian Evans, Practi-

cal Legal Skills (OUP, Sydney, 1998) Chapter 5
(E) Planning
H Astor & C Chinkin, Dispute Resolution in Australia

(Butterworths, Sydney, 1992) 87 (“Preparation for
Negotiation”).

H Raiffa, The Art and Science of Negotiation (1982) 126-30,
in L Riskin & J Westbrook, Dispute Resolution and Lawyers
(West Publishing Co: St Paul, Minnesota, 1987) 158-9.

Inns of Court School of Law, Advocacy, Negotiation and
Conference Skills (Blackstone Press, London, 1994) 147-52,
186-8.

(F) Approaches to Negotiation:
Competitive, Cooperative, Positional, Problem-Solving
Mediation and Approaches to Negotiation, from L Boulle,

Mediation: Principles, Process Practice (Butterworths, Syd-
ney, 1996) 46-53.

C Menkel-Meadow, Toward Another View of Legal Negoti-
ation: The Structure of Problem-Solving (1984) 31 UCLA
Law Review 754 at 755-61, 795-801 in Riskin & Westbrook,
Dispute Resolution and Lawyers (1987) 121-9, 173.

L Riskin & J Westbrook, Dispute Resolution and Lawyers: 1993
Supplement to Hardcover Edition (West Publishing Co, St
Paul, Minnesota, 1993) 13-15.

(G) Evaluating the Process and the Outcome
Problems in the Negotiation Process, in N Gold, K Mackie &

W Twining, Learning Lawyers’ Skills (London: Butterworths,
1989) 182.

Common Weaknesses…, in Inns of Court School of Law,
Advocacy, Negotiation and Conference Skills (London:
Blackstone Press, 1994) 147-52, 186-8.

G Williams, Legal Negotiation and Settlement (St Paul, Minn:
West Publishing, 1983) 9-10.

C Menkel-Meadow, Toward Another View of Legal Negoti-
ation: The Structure of Problem-Solving, in L Riskin &
J Westbrook, Dispute Resolution and Lawyers (West Pub-
lishing Co, St Paul, Minnesota, 1987), 123.

Partial List of Factors…, in P Schrag, Terry White: A
Two-Front Negotiation Exercise (1986) 88 West Virginia
Law Review 729, 759-61.
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Appendix 2: Lawyering Interview Peer Feedback
Questions

• Did the interviewer open the interview effectively? How
was this done?

• Did you feel comfortable/uncomfortable talking about
yourself or your situation during the interview? Why? Did
the interviewer do anything which made you more or less
comfortable?

• Did the interviewer obtain most of the relevant informa-
tion from you?

• Was there anything you wished to express, but did not?
What was that?

• Did the interviewer do anything to inhibit you from ex-
pressing yourself as you wished?

• Was the interview different in any way than you ex-
pected?

• What was the most effective thing the interviewer did?
• What was the least effective thing the interviewer did?
• Did the interviewer appear to have any particular diffi-

culty with any aspect of the interview? What difficulty,
with what aspect of the interview?

• Did the interviewer close the interview effectively? How
was this done?

• What words would you use to describe the tone or atmo-
sphere of the interview?
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Appendix 3: Lawyering Interview Self-assessment
Questions

• What were your main objectives for the interview?
• To what extent were your objectives achieved?
• Describe your interviewing style (eg relaxed? formal?).

Why did you choose this approach?
• What questioning techniques did you use? Which were

most helpful and when?
• Did anything happen during the interview that you did

not expect? What?
• Was the interview easier or harder than you expected? In

what way(s)?
• Identify three things you did well in the interview:
• I think that I performed well in the interview because.…
• Identify three areas in which you need to improve
• I can improve in these areas if I …

These peer and self-assessment questions are based, in
part, on material from M LeBrun and R Johnstone, The Quiet
Revolution p 190-193; from AG Amsterdam, D Lunde & KM
Mack, Lawyering Process course materials (unpublished,
1976); Neumann, A Preliminary Inquiry into the Art of Cri-
tique (1989) 40 Hastings LJ 725; and D Tribe Negotiation
(Cavendish, 1993).
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