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Preface

Our primary purpose for this book is to provide the reader with a teach­
ing resource. This collaborative effort, with a great deal of help from our
friends and colleagues, is intended to enhance both teaching and learning
in law school. We hope that TECHNIQUES FOR TEACHING LAW will help
legal educators create challenging and interesting learning experiences for
their students. We believe that better teaching and learning can have a rip­
ple effect-more effective legal education will motivate our students to
become better learners and, eventually, to better serve their clients.

To achieve these ambitious goals, we have included two types of material
in TECHNIQUES FOR TEACHING LAW: (1) foundational principles of higher
education; and (2) specific teaching ideas from a wide range of legal educators.

The foundational principles of teaching and learning are based on the
large body of research and literature on higher education. This literature
is extensive, but worth pursuing. We devoted Chapter 1 exclusively to
models of teaching and learning. Chapters 2 through 12 each begin with
an introduction that applies basic pedagogical principles to legal educa­
tion.

The heart of TECHNIQUES FOR TEACHING LAW consists of 137 teacher­
tested ideas. These ideas were contributed by experienced legal educators
who used them successfully with their students. We hope that the ideas
are sufficiently intriguing to catch the attention of law teachers and clear
enough for educators to quickly and easily implement them with their stu­
dents.

We wish to thank the many people who made this book possible. First,
we appreciate all those dedicated teachers who contributed their ideas to
TECHNIQUES FOR TEACHING LAW. (Of course, the contributors retain copy­
rights in their portions of this book; it was the least we could do!) While
many others contributed to putting this book into print, one person in par­
ticular deserves our appreciation. We are indebted to Paula Prather for
her excellent work in all phases of this book, including discussing the basic
concept, gathering teaching ideas, working with the contributors, and per­
forming a mammoth word processing feat.

Gerry Hess and Steve Friedland
March 1999

xv
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Chapter 1

Teaching and Learning - Theory,
Research, and Applications

This chapter reviews research, theories, and models that provide a foun­
dation for much of what is known about teaching and learning in higher
education. It attempts to provide legal educators with a basic understanding
of teaching and learning so that they can make informed decisions about
their instruction. In addition, this chapter articulates, in general terms,
how the research, theories, and models apply in legal education.

Presented below are four theories of learning and three models of effec­
tive teaching. These theories and models are based on decades of research
and thousands of studies, reported in hundreds of journal articles and dozens
of books. Consequently, this chapter just scratches the surface of these the­
ories and models. Many other theories and models of teaching and learning
exist. (We hope that legal educators will want to pursue more directly the
teaching and learning literature; the list of references at the end of this chap­
ter provides a starting point for that worthwhile quest.)

A. Learning

A central focus of education is student learning. In law school, the core of
student learning includes the substantive content, skills, and professional
values critical to the education of an effective, ethical attorney. If student
learning is central to the mission of legal education, then an understanding
of how humans learn should help law teachers become more effective. Four
types oflearning theories are described below: (1) cognitive psychology, (2)
intellectual development, (3) learning styles, and (4) characteristics of adult
learners.

1. Cognitive Psychology
Cognitive psychology attempts to explain mental processes such as

memory, thinking, problem solving, and decision-making. The goals of
cognitive psychology are to illuminate meaningful, not rote, learning and

3
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to develop theories that explain comprehension and knowledge utiliza­
tion. In describing meaningful learning, cognitive psychology has empha­
sized four areas: (a) information processing, (b) knowledge structure, (c)
thinking about thinking, and (d) social processes.

a. Information Processing

Cognitive research has described the basic operation of the human
memory. Most humans can pay attention to only one thing at a time.
Memory of new knowledge is fragile and can accommodate only a few
new concepts in a short time span. Memory becomes much more stable
once the new knowledge is recorded in long-term memory stores. Con­
sequently, to acquire new knowledge, humans need to attend to the new
information and maintain it until it can be encoded in long-term mem­
ory.

Isolated bits of information that students try to memorize by rote are not
likely to reach long-term memory. Instead, knowledge is much more likely
to be encoded and recalled later if it is meaningful- if the new concepts
can be linked together in a framework. Many students are able to make
sense of new concepts and encode them only after they can see the "big
picture. "

Another key aspect of human information processing is that it is spe­
cialized for both verbal and visual information. Thus, when students en­
counter information both verbally and visually, they are more likely to en­
code and recall it later.

b. Knowledge Structure

Cognitive theory views learning as a constructive, rather than a recep­
tive, process. One theory structures knowledge in three stages: declarative
encoding, proceduralization, and composition. Knowledge is first encoded
as a set of facts. For example, "a complaint must contain a short plain
statement of the claim showing that the pleader is entitled to relief" or
"an environmental impact statement must be prepared on proposals for
major federal actions significantly affecting the quality of the human en­
vironment." Student performance with the new knowledge (drafting a
complaint, for example) is slow at best.

In the next step, proceduralization, students gain familiarity with the
basic concepts and the relationships between concepts. Students integrate
the new knowledge with existing knowledge. Knowledge becomes avail­
able for problem solving and students can more easily translate knowl­
edge into action. For example, students can draft a complaint that states
a claim and can analyze whether an action is likely to require an environ­
mental impact statement.
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Composition is the final step in transforming and using knowledge. Stu­
dents continue to improve their ability to carry out complex cognitive skills.
Composition may occur over many months or years. For example, stu­
dents' ability to make sophisticated and persuasive arguments may develop
throughout law school and the students' subsequent professional careers.

c. Thinking About Thinking

Cognitive psychologists name the process of thinking about thinking
"metacognition," which includes two closely related learning concepts. The
first concept is student awareness of how the student learns. This entails
whether the student knows what strategies (reading, discussion, pedormance,
writing) are most effective for that student to learn particular content or skills.
The second concept concerns student control over learning strategies. Stu­
dent control involves whether the student can plan, monitor, and alter learn­
ing strategies appropriate for the applicable subject matter and teaching style.

Student performance is enhanced when students are conscious of their
learning strategies and they can modify those strategies to accommodate
the subject and teaching style. Teachers can facilitate students' metacog­
nition by drawing attention to the process of learning, modeling differ­
ent ways to approach a problem, and providing feedback to students on
the effectiveness of their learning strategies. For example, when begin­
ning law students brief a case, the teacher can collect the briefs, give oral
feedback to the class on the briefs, provide several samples of effective
briefs, and ask students to evaluate whether their briefing is effective.

d. Social Processes

Many cognitive processes, such as strategic thinking, articulating reasons,
clearly expressing ideas, writing, and speaking, are developed best through
social interaction. Students learn higher-level thinking, problem solving,
and sophisticated argument by observing and working with others. Group
activities can provide immediate feedback on the quality of students' think­
ing, ideas, and expression. More highly skilled thinkers, such as teachers
and advanced peers, model high-level skills. Students working in groups
can collectively reach levels none of them could have reached alone. Fi­
nally, tasks that connect to the real world, such as clinical work and ex­
ternships, create a potent environment for the development of thinking,
speaking, and writing skills in context rather than in isolation.

2. Intellectual Development
Researchers and theorists have constructed several major models of

adult mental development, including Piaget's theory of cognitive devel-
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opment, Erickson's model of psychosocial development, and Kolberg's
stages of moral development. Perhaps the most applicable developmental
theory for legal educators is Perry's schema of intellectual and ethical de­
velopment.

a. Stages ofIntellectual Development

Perry based his schema of intellectual and ethical development on in­
terviews with Harvard undergraduates in the 1960s. The schema emerged
from exhaustive analysis of the ways students described their experiences
and transformations in college. Extensive subsequent research has con­
firmed the schema in adult students of various ages, in a range of colleges
and universities, both in the United States and abroad.

Perry's schema creates four major categories of intellectual and ethical
development: (1) dualism, (2) multiplicity, (3) contextual relativism, and
(4) commitment in relativism.

(1) Dualism

Students at this stage see the world as a set of absolutes: right/wrong,
true/false, goodlbad. Knowledge and truth come from Authorities, such as
teachers, who have Answers. The true Authorities do not disagree-facts are
facts. Different perspectives and disagreements among authorities can exist be­
cause there are both Good Authorities and Bad Authorities. Students see their
role as learning the truth as set forth by Good Authorities. In the law school
setting, Dualists want to identify and commit to memory the Good Law.

(2) Multiplicity

The transition from Dualism to Multiplicity begins as students confront
disagreements among Good Authorities. Students acknowledge that there
is legitimate uncertainty in the world. Knowledge now falls into three cat­
egories: Right, Wrong, and Unknown. During the early phase of Multi­
plicity, students believe that the "Unknown" category is small and might
better be called "Not Yet Known" because through proper procedures
Answers will be discovered over time. In later phases of Multiplicity, stu­
dents believe that the "Unknown" category is large and might better be
called "We'll Never Know For Sure." Thus, in the later stages of Multiplicity,
students conclude that it is more important to know how to think rather
than what to think. On many issues students believe no opinion is any
better or worse than any other opinion and there is no objective basis on
which to decide what is right. In the law school setting, students in the late
Multiplicity stage become adept at making arguments supported by Au­
thorities, but have difficulty evaluating arguments, positions, and opin­
Ions.
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(3) Contextual Relativism

In Contextual Relativism, students see for the first time the self as a le­
gitimate source of knowledge. Authorities such as teachers and books are
viewed as fellow seekers of understanding that have more experience than
students in dealing with the knowledge and uncertainties in their field.
Students recognize that there are many good arguments on most issues,
that there are principles on which one can evaluate arguments in any given
setting, and that they must be able to make tough choices based on those
principles. In law school, Contextual Realists are able to use facts, prece­
dent, and policy to evaluate issues, make persuasive arguments, and ap­
proach complex problems.

(4) Commitment in Relativism

Students at this stage are skilled in analytical thinking and have expe­
rience in evaluating ideas, values, and interests. Students use that skill and
experience as they face personal and professional choices. As students
make professional and personal commitments, they may experience self­
doubt and sadness as they recognize that choices they make foreclose other
choices. Students come to terms with complexity, and take responsibility
for their choices. Many law students will not reach this stage of develop­
ment until after law school; some will never reach it.

b. Implications for Legal Educators

When adults enter new learning situations, such as law school, they
proceed through the Perry schema. Consequently, the Perry schema has
significant implications for legal educators. First, the Perry schema speaks
to the basic nature of education- not the transmission of knowledge, but
the transformation of the learner. This view of education as transformation
is consistent with the dominant conceptualization of legal education, which
consistently identifies "thinking like a lawyer" as a major goal of legal ed­
ucation. Second, the Perry schema helps teachers understand why their
students struggle with what appears to teachers to be basic concepts and
skills. As applied to law school, students may write poor exams not be­
cause of their study habits but because of their stage of development as
learners. Third, researchers after Perry have demonstrated that teach­
ing/learning methods can affect students' developmental progress. For ex­
ample, students can develop analytical skills, critical thinking, and inde­
pendent learning through:

• An environment of mutual respect among teacher and stu­
dents and enthusiasm for the course;

• Variety in methods of teaching, learning, and evaluation;
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• Clear course and class objectives and clear directions for learn­
ing activities;

• Course materials with multiple levels of complexity and dif­
ferent perspectives;

• Examples from students' experiences;
• Active learning, such as field work, group projects, and sim­

ulations;
• Frequent and timely feedback.

3. Learning Styles

"Learning style" refers to the characteristic way a person acquires and
uses knowledge. Four types of models of learning styles exist: personality
models (basic characteristics of the learners), information processing mod­
els (ways of acquiring and processing information), social interaction mod­
els (ways students behave in the classroom), and instructional preferences
(preferred teaching and learning methods). One of the most elaborate per­
sonality models of learning styles, the Myers-Briggs Type Indicator (MBTI),
has been applied in legal education.

The MBTI is designed to assess the ways people prefer to take in in­
formation and to make decisions. The MBTI is based on extensive research
and is used widely in business and education. The MBTI classifies indi­
viduals based on four preferences: Extroversion (E) or Introversion (I),
Sensing (S) or Intuitive (N), Thinking (T) or Feeling (F), and Judgment (J)
or Perception (P). Research indicates that significant percentages of law
students have each of the preferences. Thus, law teachers should antici­
pate that students with each of the preferences will be in their classes and
that those students will learn best through a variety of teachingllearning
methods.

The tables on pages 9 and 10 set out some of the characteristics of
each preference and the teaching/learning methods most appropriate for
each. The Myers-Briggs scheme is quite elaborate; the tables provide a
brief summary.
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Table la. Myers-Briggs Type Indicator Summary

EXTROVERTED TYPES

Characteristics:
• Direct energy and attention primarily

toward the outside world-people and
activities

• Gregarious and talkative; energized by
people and activity

• Prefer to act first and think about it later

TeachinglLearning Methods:
• Small-group interaction
• Active methods such as discussion,

simulation, field work
• Concrete applications of abstract

concepts; problem solving

SENSING TYPES

Characteristics:
• Perceive the world through the five senses
• Interested in facts
• Realistic, practical, concrete
• Accurate, steady, precise, patient
• Like to keep things simple; dislike

complications

TeachinglLearning Methods:
• Clearly stated goals and expectations
• Step-by-step analysis, one topic at a time
• Concrete hands-on experience and many

examples before moving to the abstract
• Opportunity to practice skills to

be learned
• Computer-assisted instruction,

simulations, videos

INTROVERTED TYPES

Characteristics:
• Direct energy and attention primarily

toward the inner world of reflection and
thought

• Exhausted by too many people and
activities; energized by quiet and privacy

• Prefer to think things through carefully
before acting

TeachinglLearning Methods:
• Time to gather thoughts before

patticipating in discussion
• Working with their own thoughts­

listening, reading, and writing
• Opportunity to polish work before

presenting it

INTUITIVE TYPES

Characteristics:
• Perceive the world through intuition
• Interested in possibilities
• Interested in abstract concepts,

implications, relationships
• Creative and innovative; dislike routine

and details
• Work in bursts of energy when inspired

TeachinglLearning Methods:
• Focus on the big picture, theory, and

concepts
• Opportunities to be inventive, solve

problems, be creative
• Assignments that require individual or

small-group initiative
• Discussion, small-group projects
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Table lb. Myers-Briggs Type Indicator Summary

THINKING TYPES

Characteristics:
*Make decisions on the basis of thinking
* Avoid emotions when making decisions
* Logical, rational, analytical, critical
*Need and value fairness

TeachinglLearning Methods:
*Logical, organized presentations
* Debate
* Evaluation and criticism of material
* Feedback of specific, objective

achievements

JUDGING TYPES

Characteristics:
*Approach outside world by attempting

to order and control it
*Make decisions quickly
*Well organized; make and follow plans
*Work steadily on one thing at a time

until finished

TeachinglLearning Methods:
*Provide plans, schedules, organization
* Assignments given well in advance
* Predictabiliry and consistency
* Recognized milestones and completion

points

FEELING TYPES

Characteristics:
*Make decisions on the basis of feeling
*Base decisions on personal values
* Warm, empathetic
* Need and value kindness and harmony

TeachinglLearning Methods:
* Emphasis on human values; examples

with human interest
*Close personal rapport with teachers
* Questions concerning personal opinion
* Feedback that begins with agreement

and appreciation; gentle criticism

PERCEIVING TYPES

Characteristics:
* Approach outside world by gathering

information and adapting to it
* Delay decision; keep options open
*Flexible, spontaneous; not organized
*Work at many things at once; may start

more things than they finish

TeachinglLearning Methods:
* Provide options, choices, flexibiliry
*Allow second chances and changes

in plans
* Student choice in assignments
* Pursue problems in their own way

and draw their own conclusions
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4. Characteristics of Adult Learners

Legal educators can improve their teaching and their students' learning
by understanding basic characteristics of adult learners and shaping their
teaching methods to reflect those characteristics. Four important characteristics
of adult learners are: voluntary, respectful, collaborative, and contextual.

a. Voluntary

Participation in learning is voluntary; adults engage in learning of their
own volition. Adults pursue education because they want to develop new
skills, sharpen existing skills, acquire new knowledge, and gain insights.
Adults are usually highly motivated to learn and are willing to engage in
participatory learning methods such as discussion, simulation, and small­
group activities. However, adults are quick to withdraw their participa­
tion if they feel that the education is not meeting their needs, does not con­
nect with their past experiences, or is conducted at a level they find
incomprehensible. Further, most adults will retreat if they are humiliated
in the classroom. Intimidation does not facilitate adult learning.

b. Respectful

Mutual respect for the self-worth of teachers and students underlies an
effective teaching/learning environment. One of the central features of good
teaching is that students feel that instructors value them as individuals. How­
ever, for students to grow they must develop powers of critical reflection
and accept challenges from teachers and their fellow students to consider al­
ternative ways of thinking and behaving. Therefore, a difficult but essential
task for the teacher is establishing a classroom climate and culture in which
students feel and show respect and are willing to challenge and be challenged.

c. Collaborative

Students and teachers are engaged in a collaborative effort. At differ­
ent times during a course, and for varying purposes, the teacher and stu­
dents can share leadership. Collaboration is appropriate in course and
class design in which both learner and instructor have a voice in choosing
course objectives, teaching/learning methods, and evaluation criteria. Col­
laboration is constant-it involves reordering priorities and refocusing
teaching/learning activities as the course progresses.

d. Contextual

Education involves exploring ideas, skills, knowledge, and attitudes.
But exploration does not take place in a vacuum. Adults learn new concepts,
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skills, and attitudes by assigning meaning to them in the context of their
previous experience. The learning process is cyclical. The learner becomes
acquainted with new ideas and skills, applies the ideas and skills in real­
life settings or simulations, reflects on the experience with these new skills
and concepts, redefines how they might apply in other settings, and then
reapplies them in new situations.

B. Teaching

Legal educators who want to enhance their teaching skills can make
use of a variety of resources and models of teaching excellence. Each year,
dozens of organizations sponsor conferences on teaching in higher educa­
tion and some focus on legal education. Many colleges and universities
have development programs designed to help faculty with their teaching.
Further, numerous periodicals address teaching in college and several tar­
get law school teaching. Moreover, most university libraries contain help­
ful monographs that explore teaching in great detail.

The three models of teaching excellence below have been the subject of
books, articles, conferences, and faculty development seminars: (1) Com­
ponents of Effective Instruction, (2) Seven Principles of Good Practice in
[Higher] Education, and (3) Dimensions of Exemplary Teaching.

1. Components of Effective Instruction

One of the enduring myths of university teaching is, "Nobody knows
what makes teaching effective." In fact, researchers have been exploring
the components of effective instruction since the 1930s. Those researchers
include educational psychologists, sociologists, and developers of teaching
excellence programs for faculty. They have collected and analyzed data
from faculty, from administrators, and from students in different stages of
their university careers and in a variety of disciplines. Although individual
research studies use different nomenclature and reach some conflicting con­
clusions, reviews of the overall body of that research identify common com­
ponents of effective instruction. A leading author on teaching and learning,
Maryellen Weimer, explores five components of effective instruction iden­
tified in a research review. These components are summarized below.

a. Enthusiasm: The Zest for Teaching

Students want to take courses from faculty who enjoy and care about
their teaching. Faculty enthusiasm for teaching must be genuine. Few teach­
ers can fool their students by faking enthusiasm for the entire course. Teach-
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ers should think about issues such as why they are pleased to be teaching
that content, those skills, that course, those students, at that school, in legal
education. If faculty are not enthusiastic about any of those issues, another
line of work is in order. It is not enough for teachers to be enthused-they
must also communicate that excitement to their students. Teachers can begin
by telling students in the first class why they are enthused about the course.
Then throughout the course, teachers can demonstrate their enthusiasm with
tone of voice, gestures, facial expressions, eye contact, movement during class,
and humor.

b. Preparation and Organization

Effective teachers plan and prepare entire courses and individual classes.
When designing a course, faculty should address the following issues and
clearly communicate these matters to students in syllabi or some other way:

• Identify course objectives (what students should be able to
know and do at the end of the course);

• Choose materials (books, articles, videos, computer programs);
• Pick a variety of teaching/learning activities (lecture, discus­

sion, small-group work, simulations, computer tutorials, field
trips, writing exercises);

• Articulate classroom policies and procedures (attendance,
timeliness, academic honesty); and,

• Develop grading and evaluation methods (tests, writing as­
signments, participation).

Each day's class should reflect the teacher's preparation and organiza­
tion as well. Like most other public presentations, a class should have an
introduction, body, and conclusion. Teachers can communicate organiza­
tion to students during class by identifying objectives at the beginning of
class, using visuals such as handouts and overhead transparencies, and re­
iterating key issues at the end of class.

c. Stimulating Student Thought and Interest

The ability to stimulate student thought and interest in the course is an
important part of engaging students in their own learning. Two concepts,
learning styles and active learning, are central to stimulating student thought
and interest. Different students learn best in different ways (reading, listening,
speaking, observing, performing.) Consequently, teachers can help stu­
dents learn by using a variety of teaching/learning methods in the class­
room. Further, many students' preferred learning style is best served by
active learning. Active learning means that the students engage in something
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more than listening, such as discussion, small-group projects, simulation,
interactive computer tutorials, field work, and writing. (Each of those ac­
tive learning methods is the subject of a chapter to follow.) Research shows
that active learning methods facilitate the development of higher-level
thinking (analysis, synthesis, evaluation) and skills acquisition, which are
critical goals for most legal educators.

d. Explaining Clearly

Clear, effective teachers are adept at ascertaining when their students
are confused and at using examples to diffuse students' confusion. One
way for teachers to gauge students' understanding is to look for nonver­
bal cues in the classroom. Indicators of students' lack of understanding
include facial expressions of frustration or confusion and students con­
versing with one another or looking at each other's notes to try to fill in the
gaps in their understanding. Another way for teachers to assess their stu­
dents' confusion is to ask the students expressly, "Do you have any ques­
tions?" For this query to be effective, teachers must genuinely want to hear
students' questions. Teachers demonstrate their interest in students' ques­
tions by maintaining eye contact and giving students at least five seconds
to generate questions before moving on. Teachers also can assess students'
understanding by asking students at the end of class to hand in (anony­
mously) a slip of paper with a question or by inviting students to ask ques­
tions via e-mail.

Examples are an important tool in helping students understand com­
plex concepts. Good examples are clear, appealing, and transferable. Clear
examples are concrete, brief, and include ideas known to students. Ap­
pealing examples relate to the students' experiences and aspirations and are
novel, credible, and realistic. Transferable examples are those that pro­
vide a specific instance that can be generalized to the larger principle.
Teachers can build a repertoire of examples by recording examples as they
occur to the teacher or as the teacher reads or hears about them. Students
are an excellent source of examples. By asking students to provide exam­
ples of a concept, teachers not only get the benefit of new examples, but can
assess students' understanding as well.

e. Knowledge and Love ofContent

Good teachers know and love their subjects. Teachers must understand
the theory, structure, and key details of the subject to be effective in help­
ing students learn. But knowing the content is not enough to be an excel­
lent teacher. In addition, effective teachers love their subjects and com­
municate that love to their students.



Teaching and Learning 15

2. Seven Principles of Good Practice in [Higher]
Education

In 1986, leading teachers and scholars in the movement to improve
higher education in the United States met to identify the key principles
which characterize the practices at educationally successful colleges. Those
teachers and scholars developed seven principles for good practice in un­
dergraduate education. The principles were based on findings from decades
of research on teaching and learning in college. The "Seven Principles for
Good Practice in Undergraduate Education" became the title of the lead
article in the March 1987 issue of the American Association for Higher
Education Bulletin.

The Seven Principles have greatly influenced theory and practice in
higher education. More than 150,000 reprints were requested within six
months of its publication. Subsequently, educators developed a Faculty In­
ventory, Student Inventory, and Institutional Inventory, which are instru­
ments designed to help teachers, students, and administrators to assess
how their courses and campuses reflect the Seven Principles. Numerous
conferences and journal articles have addressed the Seven Principles and
two books review the research behind the principles and describe practi­
cal applications of the principles in college: ApPLYING THE SEVEN PRIN­
CIPLES FOR GOOD PRACTICE IN UNDERGRADUATE EDUCATION and THE
SEVEN PRINCIPLES IN ACTION.

Although the original focus of the educators who developed the Seven
Principles was undergraduate education, the principles have much to offer
legal educators as well. The authors of the principles summarized them as
follows:

Principle 1: Good Practice Encourages Student-Faculty Contact. Frequent
student-faculty contact in and out of class is the most important factor in
student motivation and involvement. Faculty concern helps students get
through rough times and keep on working. Knowing a few faculty mem­
bers well enhances students' intellectual commitment and encourages them
to think about their own values and future plans.

Principle 2: Good Practice Encourages Cooperation Among Students.
Learning is enhanced when it is more like a team effort than a solo race.
Good learning, like good work, is collaborative and social, not competi­
tive and isolated. Working with others often increases involvement in
learning. Sharing one's own ideas and responding to others' reactions
sharpen thinking and deepen understanding.

Principle 3: Good Practice Encourages Active Learning. Learning is not
a spectator sport. Students do not learn much just by sitting in classes and
listening to teachers, memorizing pre-packaged assignments, and spitting
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out answers. They must talk about what they are learning, write about
it, relate it to past experiences, and apply it to their daily lives. They must
make what they learn part of themselves.

Principle 4: Good Practice Gives Prompt Feedback. Knowing what you
know and don't know focuses learning. Students need appropriate feed­
back on performance to benefit from courses. When getting started, stu­
dents need help in assessing existing knowledge and competence. In classes,
students need frequent opportunities to perform and receive suggestions
for improvement. At various points during college, and at the end, stu­
dents need chances to reflect on what they have learned, what they still
need to know, and how to assess themselves.

Principle 5: Good Practice Emphasizes Time on Task. Time plus energy
equals learning. There is no substitute for time on task. Learning to use one's
time well is critical for students and professionals alike. Students need
help in learning effective time management. Allocating realistic amounts
of time means effective learning for students and effective teaching for
faculty. How an institution defines time expectations for students, faculty,
administrators, and other professional staff can establish the basis for
high performance for all.

Principle 6: Good Practice Communicates High Expectations. Expect
more and you will get it. High expectations are important for every­
one-for the poorly prepared, for those unwilling to exert themselves,
and for the bright and well motivated. Expecting students to perform well
becomes a self-fulfilling prophecy when teachers and institutions hold
high expectations of themselves and make extra efforts.
Principle 7: Good Practice Respects Diverse Talents and Ways ofLearn­
ing. There are many roads to learning. People bring different talents and
styles of learning to college. Brilliant students in the seminar room may be
all thumbs in the lab or art studio. Students rich in hands-on experience
may not do so well with theory. Students need opportunity to show their
talents and learn in ways that work for them. Then they can be pushed to
learn in ways that do not come so easily.

3. Dimensions of Exemplary Teaching

A leading author on teaching in higher education, Joseph Lowman, has
developed a two-dimensional model of exemplary teaching. The quality
of instruction results from a teacher's skill at creating both intellectual ex­
citement and interpersonal rapport with students. Intellectual excitement
and interpersonal rapport motivate students to do their best work. Excel­
lence at either dimension can make a teacher effective with some students
in some courses; excellence at both will make the teacher highly effective
with most students in nearly any setting.

Lowman based his two-dimensional model of exemplary teaching on
three types of research. First, he reviewed the immense body of research
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on student evaluation of college teachers. (Nearly 1,000 such studies were
conducted from 1974 to 1993.) Second, Lowman observed twenty-five ex­
emplary college teachers in the early 1980s. Third, he analyzed over 500 stu­
dent and faculty nominations for teaching awards in 1989, 1990, and 1991.

For both dimensions of the model, Lowman characterizes teachers who
rate high, medium, and low. For each rating, he describes what an outsider
would observe in the classroom and the effects the teacher would have on
students. In addition, Lowman reports the most common descriptive terms
found in the student and faculty nominations for teaching awards. Sum­
marized below, for the highest rated teachers on each dimension, are the most
common descriptors, outsider's observations, and effects on students.

Dimension I-Intellectual Excitement

a. Most common descriptors of exemplary faculty:

Enthusiastic
Knowledgeable
Inspiring
Humorous
Interesting
Clear
Organized

b. Observer's description of teaching:

All content is extremely well organized and presented in clear
language.
Relationships between specific concepts and applications to new
situations are stressed.
Content is presented in an engaging way, with high energy and
strong sense of dramatic tension.
Teacher appears to love presenting the material.

c. Impact on students:

Students know where the teacher is going and can distinguish im­
portant from unimportant material.
Students see connections between concepts and can apply them
to new situations.
Students have little confusion abour material or about what the
teacher has said.
It is easy to pay attention to the teacher (almost impossible to day­
dream).
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Class time seems to pass very quickly, and students may get so
caught up in the ideas that they forget to take notes.
Students experience a sense of excitement about the ideas under
study and generally hate to miss class.

Dimension II-Interpersonal Rapport

a. Most common descriptors of exemplary faculty:

Concerned
Helpful
Caring
Encouraging
Challenging
Available
Fair

b. Observer's description of teaching:

Teacher appears to have strong interest in the students as individ­
uals and high sensitivity to subtle messages from them about their
feelings concerning the material or its presentation.
Teacher acknowledges students' feelings about matters of class as­
signments or policy and encourages them to express their feelings;
may poll their preferences on some matters.
Teacher encourages students to ask questions and seems eager for
them to express personal viewpoints.
Teacher communicates both openly and subtly that each student's
understanding of the material is important to the teacher.
Teacher encourages students to be creative and independent in
dealing with the material and to formulate their own views.

c. Impact on Students:

Students feel that the teacher knows who they are and cares about
them and their learning a great deal.
Students have positive, perhaps even affectionate, view of the
teacher; some may identify strongly with the teacher.
Students believe teacher has confidence that they can learn and
think independently about the subject.
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Chapter 2

Course and Class Planning

Most excellent instructors . .. plan very seriously, fully aware that alter­
native ways oforganizing class sessions are available, which go beyond the
mere presentation of materials to the promotion of active higher-order
learning and motivation. - Lowman

While many people, including law professors, carry planning books and
calendars to help map out their lives, it is rare that law professors possess
the equivalent for their classes. Like Rodney Dangerfield, course and class
planning often get no respect. Instead, there exists an unstated belief that
the creation of a syllabus for a law school class, especially when guided
by the compass of a casebook and its teacher's manual, constitutes more
than sufficient class planning. Furthermore, the thinking goes, discrete and
explicit planning is unnecessary.

Course and class planning, however, is a serious subject worthy of a
law professor's time. Express attention to planning can lead to more ef­
fective teaching methods and, more importantly, better quality of learn­
ing for students. Course and class planning can hdp make the classroom
a more productive and enjoyable place.

So why don't law professors plan and plan hard? The answer proba­
bly lies in a combination of history, culture, and difficulty. A law class gen­
erally is modeled after the law classes the teacher had as a student and de­
signed in a manner consistent with a law school's culture. Improvement
in class, even with planning, is neither easy nor guaranteed. No matter
how hard one seems to try, the same obstacles often appear.

Without planning, though, the "same old way" rarely produces change,
but rather leads down the same road over and over. As time goes on, it
becomes all too easy to defer the responsibility for bad classes to stu­
dents or to conclude that the same type of teaching experience is in­
evitable.

The values of planning are threefold: (1) planning allows teachers to
recognize and identify strengths and weaknesses of the class, (2) planning
encourages teachers to develop strategies and tactics to deal with the
strengths and weaknesses, and (3) planning helps teachers and students
appreciate "the bigger picture," rather than just the immediate task at
hand. For example, creative strategies and tactics for overcoming teach-
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slides do more, I think. They illustrate both significant environmental val­
ues and instances of environmental degradation, so students can see graph­
ically both the successes and the failings of our laws.

After a few years of seeking out those locations which were related to
my course and relatively accessible to me, I can now illustrate for my stu­
dents implementation of the National Environmental Policy Act and a
comparable state statute with slides of a completed project requiring a
federal wetlands permit and state and local approvals for different phases.
We may also read excerpts from an environmental impact statement on a
proposed national forest timber sale and the class can "visit" the site of
the proposed harvest through slides. Our understanding of the complex
water dispute addressed by the Truckee-Carson-Pyramid Lake Water Rights
Settlement Act of 1990 is enhanced by slides taken along the entire wa­
tercourse, including portions providing habitat for endangered species and
the Indian reservation which asserted federal reserved water rights. The
Rio Grande National Forest in Colorado was the subject of a leading case
on the subject of national forest land management plans (Citizensfor En­
vironmentalQuality v. UnitedStates)and I am able to provide students a
visual overview of that forest, its vegetation and topography, and views
of areas devoted to grazing, mining, and wilderness purposes. Other slides
document the effects of recent logging in the Rio Grande, which can be
compared to an area in the same forest harvested a decade ago. Depend­
ing on the topics to be covered in a particular semester, we can see the de­
cline in environmental quality and restoration efforts in the Lake Tahoe
Basin and restoration efforts or habitat for endangered wildlife on refuges
in New Mexico and Colorado.

Showing slides in class may seem a step back to an old technology, but
this medium has several advantages over videotape. First, the images are
more impressive in the classroom. A typical video monitor is small by com­
parison to a projection screen. Slides may be static, but each commands the
audience's attention for the short time it appears.

Second, you can take the slides yourself. Unless one is an experienced
camera operator, many people find it difficult to make a quality video with
a camcorder outdoors. Videotaping outside introduces the challenges of pan­
ning a scene at the right speed, zooming in on objects with some amount
of skill, and deciding what to do about the recording of sound. The re­
sulting tape, even if shot very well, will likely require some editing, which
presents questions about who can do that and with what equipment. By
contrast, taking slides does not require you be an expert photographer.
Modern and fairly inexpensive "point and shoot" 35-mm cameras have au­
tomatic focusing and aperture adjustments and make good-quality images
easy to obtain. A zoom feature, which gives you modest telephoto capa­
bility, is very helpful because you can frame your shot with the push of a
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button. And editing your presentation is simple: just select the slides you
want to present and place them in whatever order suits you.

Taking the slides yourself is desirable because the images should be in­
tegrated into the course and not seem to be just an accessory. This means
you should approach slide presentations with the same degree of planning
and preparation you devote to other aspects of the course. Slides of an
area taken for other purposes on last year's vacation will likely appear in
your classroom to be an afterthought (although I admit to having made
travel plans with the purpose of taking slides for my course well in mind).
You need to know in advance of taking them just what you want to con­
vey with your slides. For example, the oft-cited decision in Sierra Club v.
Morton arose out of the proposal by Walt Disney Enterprises, Inc. to build
a major-destination ski resort in the Mineral King Valley in the Sierra
Nevada Mountains. In my course, we study the controversy as an instance
of early environmental litigation and political effort by modern conserva­
tionists, not just for its contribution to the law of standing. My first visit
to the area was for hiking, not to take slides for my course. When I thought
of using in class the photos I did take on that trip (since a photo lab can
make slides of reasonable quality from prints) they proved not to be use­
ful. On a later trip to Mineral King, I took slides of the valley floor where
the resort was to be located, slopes which would have been groomed for
ski runs, and the hanging valleys where check dams would have been built
to control debris flows. I also took slides of the narrow, winding road to
the valley because the need to upgrade the road provided the basis for im­
portant causes of action in the Sierra Club's lawsuit and the cost of im­
proving access played some role in Disney's ultimate decision to abandon
its plans. None of these things appeared in my first set of photos of Min­
eral King.

In preparing to show your slides, an inexpensive slide sorter (essentially
a piece of translucent plastic with a light behind it) will allow you to quickly
select and organize them. The logistics of the presentation will depend to
some extent on the audio-visual facilities built into your classroom and
the support available from the university or law school audio-visual de­
partment. Consider, however, the advantages of a projector with a wire­
less remote that controls not only the direction of the slide carousel but
focus as well. If you wish to refer to your notes during your presentation,
you will need a small light for the lectern. Finally, identifying for your au­
dience particular aspects of the image on the screen is best accomplished
with a hand-held pointer using a laser beam.

My use of slides in the classroom has been very well-received by students.
Since it takes very little time to show a good number of slides, and because
they are directly related to the law we study, students do not consider them
filler. Since they are taken by the teacher, the slides seem to demonstrate a
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greater involvement by the instructor in the subject, which students seem
to appreciate. Many of my students in the natural resources law course also
enroll in my seminar on local environmental issues, and quite a few make
their own visits to nearby sites and take slides to use in their presentations
to the seminar. For these students, their connection with the real-world en­
vironment has been strengthened, and I believe for others the distance be­
tween the law we study and the environment it affects is shorter.

Richard J. Fink
California Western School of Law

#9: The Video "Bite"

Good teaching involves capturing and harnessing the interest of students.
One technique that I use to generate interest is the video "bite." I

avoid instructional videos, and turn instead to movies and television.
My objective is not to use the video to instruct, but to illustrate. I look
for short scenes that capture an issue. I then use the video to initiate
discussion.

A perfect example is the opening scene from the movie, The Star Cham­
ber. In the early morning hours, two undercover police officers observe a
young man walking down the street. On a "hunch," one of the officers de­
cides to talk to the man. The man flees. The chase is on. It ends with the
man fleeing into his home, but not before he drops something into his garbage
can. The police officers do not search the garbage can, but wait for the con­
tents of the can to be dumped into a garbage truck that is just approaching.
They find a handgun that connects the accused to several murders. Flowing
from this discovery, the accused is questioned and fully confesses. Authori­
ties search his home and find various items stolen from the murder victims.

The scene moves to the courtroom. All is for nought. The handgun and
all evidence flowing from its seizure are ruled inadmissible. Why? The ac­
cused's Fourth Amendment right to protection from unreasonable search
and seizure was violated. How? The accused retained a "reasonable ex­
pectation of privacy" in the contents of his garbage can.

"Garbage," you say. Not so. There is precedent, including the case of
People v. Krivda, 486 P.2d 1262 (1971), which is mentioned in the scene,
and California v. Greenwood, 486 U.S. 35 (1988), in which Justice Bren­
nan provides an eloquent defense of the reasonable expectation of privacy
in one's trash and the intimate secrets contained therein.

Where does this lead? It leads to discussion on the notion of "reasonable
expectation of privacy"; it leads to discussion on the whole issue of ex­
clusion of evidence flowing from a violation of the Constitution; and for
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my students, it leads to discussion of the Canadian approach under our
Charter of Rights and Freedoms.

The video "bite" in a vivid and visual way acts as the standard law
school hypothetical. Like most of our hypotheticals, it is extreme and ex­
aggerated, but it serves as an excellent catalyst for discussion.

Next time you are watching a movie, think about the video "bite."

Lee Stuesser
University of Manitoba Faculty of Law

#10: Student-Created Graphics

Many students learn better visually than textually. To help those stu­
dents, I use many graphics in my materials and in class. One of the most
effective uses for graphics is to have students participate in their creation.
This makes them more invested in the graphic and requires that they re­
ally master the material.

There are several ways to get students to participate in creating a graphic.
Sometimes I produce a template and ask students-either in class or as
part of their homework-to fill it in. For example, I ask them to map out
the parol evidence rule of u.e.e. § 2-202 by filling in a chart indicating what
types of evidence are admissible under what circumstances. Other times I
ask students to create the graphic completely on their own. For example,
in Contracts, after covering the contract policing doctrines (e.g., fraud,
duress, unconscionability, mistake, and frustration of purpose), I ask stu­
dents to present a one-page graphical depiction of how these doctrines in­
terrelate. I then use their work to focus class discussion on the relationship
of the various doctrines. For example, the Venn diagram below was sub­
mitted by one group of students. It demonstrates a great deal of high-level
thinking about the material, and it also prompted an interesting class dis­
cussion about whether there is a greater relationship between the doctrines
of concealment and mistake than the graphic suggests.

Students are often quite excited about these projects, and frequently
exhibit a significant amount of insight into the material. Moreover, they
often produce different types of graphics. For example, in addition to sev­
eral Venn diagrams, I also received a wide assortment of flow charts, as
well as the amusing illustration below (which was accompanied by text
describing the attributes of the characters depicted).

There are at least two benefits to this. First, it is a helpful reminder that
students may think about the material in a completely different way than
I do. If I know that, I can be more sensitive to their learning styles and
perhaps be more likely to disabuse them of any misunderstanding they
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may have. Second, and perhaps more important, it also may prompt me
to think about the material in a new way.

Stephen L. Sepinuck
Gonzaga University School of Law

"A Picnic of Contract Elements"

The Venn Diagram



Visual Tools 103

# 11: Concept Mapping

Because a common complaint in the educational arena is that many
students learn only a little, a question often asked is how can students
be taught to learn more? In a well-known study, a professor reported
that the human mind structures information by relating it horizontally­
e.g., in a sequence-and vertically-e.g., in a hierarchy. Thus, a con­
stitutionallaw class on due process may include students linking due
process horizontally with other rights such as equal protection and ver­
tically with "lesser included" concepts such as basic due process or void
for vagueness.

Teachers can use this study to encourage students to build their own in­
ternal "flow charts." One such technique is "concept mapping." This tech­
nique has been defined as "the identification of concepts ... and the organization
of those concepts into a hierarchical arrangement from the most general, most
inclusive to the least general, most specific concept." (Novak, 1981 at 31,
quoted in C. Rafferty and L. Fleschner, Concept Mapping: A Viable Alternative
to Objective and Essay Exams, 1993 READING RESEARCH AND INSTRUC­

TION 25, 26.) "Concept mapping" promotes the use of diagrams, pictures, and
maps to explain concepts. Maps of "due process," "freedom of speech," or
"intestate transfers of property" may be difficult to visualize, but to many
students, drawing and organizing a hierarchical picture help to clarify a doc­
trinal area more than an oral or written explanation.

This active learning technique asks students to create a "map" of a particular
concept or principle. The map need not be restricted to flow charts, but can
visually depict by words or phrases. For example, the due process doctrine of
void for vagueness can center around a question mark to show reasonable
people must necessarily guess as to the meaning and application of the law.

This approach is based on a belief that many people learn better by cre­
ating their own visualizations. There is at least one limitation, however.
The drawing should be a visual description and thus a mere outline will not
suffice. Further, the drawing should contain all of the nuances and sub­
tleties of the particular doctrine; the more detailed the map, the more
knowledgeable its creator.

Steven Friedland
Nova Southeastern University Shepard Broad Law Center

#12: "One Hundred and One" Torts Video

I like to use some seemingly unrelated aspect of popular culture, prefer­
ably a high-energy one, as the way of getting the attention of students and
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focusing that attention on a point of law to be learned. I have found this
to be particularly useful at the beginning of the first class. It sets the tone
at a "fun» level and really lets the students know that they have to think
when they come to the class. And for first-years, it provides an additional
icebreaker and relaxer when they are all wondering whether they should
even be enrolled in law school.

For example, at the beginning of torts class, after intros and (hopefully)
calming statements, I tell the students where we are going and briefly list
and explain the elements of a tort. Then I show about ten minutes of the
video from Walt Disney's animated version of "The One Hundred and
One Dalmatians,» beginning with Cruella's entrance on the night of the
puppies' birth, and have them try to identify all of the torts that are oc­
curring. There is a large number and quite a wide variety, from intentional
torts, to trespass, to defamation, to negligence. This hopefully primes the
members of the class to start looking for torts throughout their daily life
and focuses their attention and understanding throughout the class.

Victor B. Flatt
Georgia State University College of Law



Chapter 5

Real-Life Learning Opportunities

Tell me, I forget. Show me, I remember. Involve me, I understand.
-Proverb.

A. What Is Experiential Learning?

The dominant mode of teaching and learning in most law schools occurs
through students' reading cases and statutes. In class, the teacher and stu­
dents analyze those sources and apply them to hypothetical questions and
problems. However, other types of education, including experiential learn­
ing, take place inside and outside the law school classroom.

Experiential learning integrates theory and practice by combining aca­
demic inquiry with real-life experiences. Students can have real-life expe­
riences with law outside the classroom in courts, agencies, and law offices.
Teachers can arrange for students to encounter real life in the classroom
through newspapers, videos, actual legal documents, and speakers. For
effective experiential learning to occur, simply offering students the expe­
riences is not enough. Students must engage in an accompanying reflec­
tive process in which they glean meaning and lessons from the experiences.
.{-Ience, for purposes of this chapter, experiential learning includes two el­
ements-real-life experiences and reflection.

Experiential learning in various forms occurs in every law school. Ex-
amples include:

Clinics. Many law schools have in-house law clinics in which law
students represent clients under the supervision of faculty mem­
bers. Most clinics include a classroom component designed in part
to provide for student reflection.

Externships. In a typical externship program, a faculty member
places students in legal positions with agencies, courts, prosecutors,
public defenders, law firms, citizens' groups, etc. Direct supervi­
sion of the students is provided by personnel at the placement.
Often, the faculty member conducts a series of seminars to allow
reflection by the students.

lOS



106 Techniques for Teaching Law

Service Learning. A relatively new format for experiential learn­
ing in law schools is service learning. Service learning combines
public service and academics. It often occurs in conjunction with
a course. For example, teachers in Women and the Law or Envi­
ronmental Law courses may require that each student volunteer
at a service agency or community group. Teachers then integrate
student reflection on the connection between public service and
the content and skills of the course.

Field Trips. A common type of experiential learning in all disci­
plines is the field trip. Field trips are extremely flexible. They can
be for an hour or two in which students go on their own to view
a hearing in a court or administrative setting. Other field trips can
last for many days during which students travel with a faculty
member to distant locations. Teachers then incorporate student
reflection on the field trip into the course.

Real Life in Class. Many law teachers bring real life into their
classrooms via newspapers, examples of legal documents, videos
of events, and guest speakers. Student reflection on these experi­
ences becomes part of the course.

B. Theoretical Bases for
Experiential Learning

Three different theoretical bases support experiential learning: (1) holis­
tic learning, (2) Kolb's cyclical model, and (3) reflection-in-action.

1. Holistic Learning

In recent years much research has been conducted on the evolution and
functioning of the human brain. Modern research suggests that the human
brain has three major components that evolved sequentially and have dif­
ferent functions. The reptilian portion of the brain, which developed 200
million years ago, plays an important role in aggression, territoriality, rit­
ual, and social hierarchy. The old mammalian portion of the brain, which
developed 60 million years ago, contains the pituitary gland and deals pri­
marily with emotions. The new mammalian brain, which makes up about
85 % of the modern human brain, is the site of most cognitive functions.

The three portions of the brain do not operate in a logical, rational, or
linear manner. Instead, the brain works in a multilineal way, using all three
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portions and going down many paths at once. For example, we identify
an object, usually in less than a second, by considering its size, shape, color,
sound, smell, weight, location, surrounding objects, and how other peo­
ple are reacting to it. What the brain does well is to create, store, recognize,
and retrieve patterns. Thus, the strength of the human brain is its holis­
tic, multipath ability to make sense of the world by generating and calling
forth patterns to deal with experience.

Learning theorists believe that an understanding of the brain's func­
tioning has significant implications for education at all levels. Instead of
engaging students in linear, step-by-step learning of subject fragments
arranged in a sequence that seems logical to someone, teachers should give
students the opportunity to participate in holistic learning based on new
experiences. Experiential learning involves the student's eyes, ears, touch,
mind, emotions, and intuition.

2. Kolb's Cyclical Model
David Kolb is a contemporary learning theorist who has set forth a

cyclical model of experientialleaming: concrete experience->reflective ob­
servation->abstract conceptualization->active experimentation->con­
crete experience->etc. Experiential learning begins when students have
a concrete experience. The students reflect on what the experience means.
Then the students formulate abstract conceptualizations of what has taken
place. They then test the abstract conceptualization with active experi­
mentation to see if the conceptualizations work. The cycle repeats as ac­
tive experimentation creates another concrete experience.

Kolb views learning as a process rather than as a set of outcomes. Ac­
cumulations of facts, ideas, and behaviors will not serve learners well be­
cause they will become outdated. For Kolb, ideas are not fixed elements of
thought but instead are formed and reformed through experience. Un­
derstanding is a process of continuous construction, built on the interaction
of ideas and experience.

3. Reflection-In-Action
Donald Schon, in THE REFLECTIVE PRACTITIONER: How PROFESSIONALS

THINK IN ACTION, goes further than Kolb by arguing that knowledge gleaned
from experience is the most useful knowledge for professionals. Schon as­
serts that the education of professionals (lawyers, doctors, social workers,
engineers, etc.) is dominated by the "Technical Reality" model. Technical
Reality stresses the development of a standard body of information, princi­
ples, and theories that can be used to solve recurring professional problems.
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Schon believes that actual professional practice does not fit well with
the Technical Reality model. Modern professional practice is character­
ized by complexity, uncertainty, and value conflict. The heart of profes­
sional practice is not the ability to solve recurring problems with stan­
dardized knowledge and skills. Instead, modern professional practice
requires the practitioner to identify problems out of unique and unpre­
dictable events. Schon believes that modern professionals need a new way
of knowing, which he calls "Reflection-in-Action." This is knowledge that
grows out of experience and reflection.

c. Goals and Benefits of
Experiential Learning

The three theories described above provide a basis for experiential learn­
ing in law school in any of its forms-clinics, externships, service learn­
ing, field trips, and real life in the classroom. Likewise, those forms of ex­
perientiallearning share all or some of the following goals:

• To broaden, extend, and deepen students' understanding of
concepts and principles;

• To help students integrate theory and practice;

• To increase students' motivation through the experience of
working in the field; and

• To help students develop the knowledge, skills, and values
they need as professionals.

Educational researchers report a number of benefits of experiential
learning in higher education. These include:

• Students experience law as it is - complicated and imper­
fect-rather than the organized, packaged version of law from
a textbook.

• Students get a real-life context in which they give meaning to
the ideas, skills, and values explored in the classroom.

• Experiential learning gives students the opportunity to be ac­
tively involved in their own education.

• Experiential learning has positive effects on students' moti­
vation, attitude toward the course, willingness to participate
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in class, ability to ask insightful questions, and acquisition of
knowledge and skills.

• The teacher-student relationship and the relationships among
students often are enhanced when they share the experience of
law and the legal profession in real life.

D. Maximizing the Benefits of
Experiential Learning

The following principles can help students and teachers make the most
out of experiential learning:

1. Make learning the primary objective of the experience. Mere activ­
ity does not constitute experience and not all experience leads to educational
growth. Student experiences are most likely to promote significant learn­
ing if they are carefully planned, monitored, and structured to achieve spe­
cific learning goals.

2. Clarify the student's role. The teacher, student, and field personnel
(if applicable) should have a clear understanding of the student's role in the
experience. Written guidelines could include:

The learning objectives of the experience;
The student's responsibilities;
How the student will integrate the experience with classroom

learning;
How the student will receive feedback during and after the

experience; and,
How the student will be evaluated.

3. Give students explicit assignments. Most students (and their teachers)
perform best when they understand what is expected of them. Therefore, ex­
plicit assignments help students reach their potential. For example, an as­
signment that asks students working for an agency to "reflect on their ex­
perience" or to "critically evaluate their work for the agency" will leave
many students unsure of what the teacher expects of them. More specific
directions would help clarify the assignment for most students: "Describe the
culture of the agency, its employees, and the people it serves." or "Articu­
late how your values conflict with or are in harmony with the values of the
agency employees." or "Explain how the law (specify) we studied in the
classroom differs from or is consistent with the law as applied at the agency."

4. Make critical reflection part of the experience. An important element
of experiential learning is student reflection on the experience. Student re-
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flection can take place in various formats, including journals, essays, and
small-group discussions. What matters is that students think about their
experiences; articulate their concerns, insights, and opinions; and share
their thoughts with their teachers and their peers.
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Specific Real-Life Learning Opportunities

#1: Hardhat Teaching

For the past five years, I have taught a Land Acquisition and Develop­
ment Seminar. This upper-level course tends to attract the ten or fifteen
students in each class who, like their teacher, cannot walk past a con­
struction site without peering over the fence for a few minutes.

Several times in past years, students have suggested that it would be
valuable to visit a construction site at some point during the semester; per­
haps to meet with the owner, the general contractor, and the architect; and
to get a sense from people in the business about how a project progresses.
For some reason, I never followed up on their suggestions.

But an irresistible opportunity arose last year, when the University of Ten­
nessee College of Law began a thirty-month renovation and expansion pro­
ject.

Toward the end of the semester, the university's director of facilities plan­
ning, the general contractor's project manager, and the project architect met
with the class and me. By this point, students had spent most of the semes­
ter representing the various parties involved in the construction of fictional
Trumpet Tower. They had studied the intricacies of development financing
and had drafted and negotiated construction and permanent loan docu­
ments. They had examined the American Institute of Architects' standard con-
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struction documents. But nothing that I did in class could simulate bar­
gaining leverage, scheduling desperation, time pressure from actual clients
(as opposed to a fictional client who grades students at the end of the term),
sinkholes, unexpected aquifers, or heavy rains. In short, the students had
been playing poker with chips not backed by cash, and I needed to bring in
people not unlike their future clients to import some reality into the Trum­
pet Tower project.

I entered the special class session with some trepidation. Although I had
practiced real estate law for four years and had been exposed to con­
struction law, I had been teaching for five years and was increasingly wor­
ried that I had become rusty. Perhaps my background provided an accu­
rate portrayal of the world of 1990, but was I hopelessly out-of-date?
Perhaps the books and documents we had used in class were credible, but
are the scholars who write in the field as knowledgeable about the con­
struction process as I had always optimistically assumed? I was introduc­
ing experts to the class who could credibly dispute my knowledge.

The class went quite well, at least as best as I could judge. Nearly all
of the students showed up for this optional session on a beautiful spring Fri­
day at the peak of the dogwood season. I had asked each of them to bring
in a short list of questions-in particular, questions about local practices
that they had asked me during the year, and for which I had been able to
offer only uncertain answers. Nearly all of the students asked pointed
questions based on their increasing knowledge. They received straight­
forward responses from knowledgeable, skilled experts. They interacted,
as professionals, with professionals.

The first hour of the two-hour session produced a few substantive law sur­
prises. As it turns out, lien waivers, a topic on which we had spent a great
deal of class time, seem to be infrequently used on projects in this part of the
country. And the AlA form documents are only rarely negotiated in state pro­
jects-the state simply drafts supplementary conditions, attaches them to the
commercially prepared form document, and seeks bids on the package. But
all in all, the first hour of the class accomplished exactly what I had hoped,
by adding the one missing ingredient-reality-to my simulation class.

The second hour of the session probably was less valuable substantively
but far more memorable. It also was the hook by which I had enticed
everyone to attend-a guided tour of the construction site, a journey in­
side the chain-link fence that had separated us from the various people
doing mysterious and noisy things inside "the hole.»

The architect led us through the building plans, pointing out some of the
more subtle features. We learned that fire-prevention systems are among
the most difficult to design, because they must be connected to so many of
the other building systems. And we observed how the Americans With
Disabilities Act has altered building design.
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Based on my two-hour experience with hardhat teaching, I recommend
it highly. While it may not work in some areas of the law school curricu­
lum, in other areas the benefits seem incontestable. Thus, a Securities Law
teacher might take her students to an all-night session at the printer's, or
a Health Law teacher might visit the general counsel's office of a major
hospital. And Real Estate professors need not wait for their own law school
buildings to be renovated-any local construction project might work
just as well.

The students benefited in several ways. They received more complete
responses to some of the questions they had asked in class. They started to
see how lawyers and business persons interact as useful members of a pro­
ductive team. And they began to develop the confidence that they really
knew more law than they thought they did, and that their own legal pro­
ficiency would continue to develop long after graduation.

I benefited, too. I was able to see students, who knew little about an
area of law just fourteen weeks earlier, asking articulate questions and re­
ceiving answers from people who obviously respected their growing ex­
pertise. And, even as I increased my own knowledge, I was able to con­
firm that the teacher did, in fact, have something useful to offer.

Best of all, we were able to spend that second hour down in the red
East Tennessee clay, watching the subs pour concrete, and crowding around
the bed of the contractor's dusty red pickup to peer at the building plans
that rippled gently in the spring breeze, on a warm Friday afternoon, at
the peak of the dogwood season.

Gregory M. Stein
The University of Tennessee College of Law

#2: Service Learning-Housing for Single
Mothers and Their Children

Last semester, the class and I agreed to incorporate "service learning"
into our course on housing and community development.

We had a recent alumna who was interested in working in the public in­
terestlhousing area, but was unable to find a job. She decided to form her
own nonprofit corporation and apply directly for funding for a home for
single, unwed mothers. She had to develop a plethora of legal documents
to support her application.

I originally planned the class as a traditional two-hour course with a
three-hour final at the end of the semester. On the first day of class, I told
the class I wanted to try something different, and proposed that we adopt
the nonprofit corporation as our "client," write two or three papers each
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on different topics designed to help the alumna in her application, and still
have a one-hour final at the end of the semester.

Because the registration material had listed the course as a non-paper
course, I told the class I had to get the consent of each student to con­
vert to a paper course. I then said that before we voted on the proposal,
I wanted the class to meet the "client." The alumna stepped forward
and spent the next hour setting out the dire need for safe housing for
unwed mothers with small children that exists in south-central Los An­
geles and her proposal to buy a boarded-up building and turn it into a
mixed-use housing and training center for the tenants. By the end of the
hour, the class had unanimously and enthusiastically adopted the pro­
posal.

The service-learning component of the class really brought the class to
life. I had the "client" come in several more times during the semester to
update us on her progress. We took a field trip to the boarded-up build­
ing she had under contract to view the environment and to visualize her
plans. We also were able to relate the materials in the course to her par­
ticular project. And by researching and writing papers on issues inher­
ent in the start-up and operation of a home for unwed mothers, the class
was able to contribute toward a project that will make a difference in
the lives of the people selected as tenants and in the immediate commu­
nity around the building. It is impossible to discuss in detail all the tan­
gible and intangible benefits we received from adding the service-learn­
ing component of the class, but I can say without question it made the
class the most meaningful class I have ever taught. Several students said
it was the most meaningful class they took in law school.

Peter Wendel
Pepperdine University School of Law

#3: Ethics in the Clinic

To make ethics and ethical dilemmas more "real" to students, we have
tied our Ethics seminar into the work done by the students in the Legal Aid
Clinic.

The class is limited to approximately 12 students. The students and I meet
once a week for two hours, basically to talk about ethical problems that
the students or I have encountered in the cases that they work on in the
clinic. I assign a reading for the students each week, and I require them to
keep a journal containing their reflections. Their reflections may be on the
reading and how it relates to their cases, or it may be on any matter that
arose and that relates to ethics in any way.
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Before class, I ask students' permission to talk about their journal en­
tries in class or ask the students themselves to talk about their journal en­
tries. Occasionally, we invite a guest speaker to participate. This has been
helpful when the topic that we are discussing relates to a particular area
of expertise such as representing children.

I have found that because the ethical dilemmas encountered arise in ac­
tual rather than hypothetical cases, students are more prone to seek solu­
tions. This is not to say that one solution is prescribed or mandated, but
the student who has the ethical problem actively seeks help from his or
her peers; this encourages and stimulates group participation.

This method of teaching ethics is much more rewarding than teaching
Professional Responsibility from the Model Rules. It encourages students
to explore ethical and moral issues, and it also highlights the fact that the
ethical rules and code may not always provide the answers.

Christine Venter
Notre Dame Law School

#4: Newspaper Stories in Criminal Law

As I was trying to develop a syllabus for a Criminal Law class, I re­
membered how dry and boring the course seemed when I was in law school.
It was not until I had been practicing for several years that I stumbled into
the exciting realm of criminal defense.

I am a chronic newspaper-clipper. In my apartment are withered snip­
pets of articles going back for years. Many of those articles deal with the
bizarre things people do that lead them to getting arrested and prosecuted.
While looking through my collection, the germ of an idea began to crys­
tallize. I decided to select what turned out to be three major stories in­
volving different types of crime. Each news story formed a unit from which
I developed three to four weeks of reading and discussion.

After some slight modifications, I gave the stories to the students. We
spent the next class discussing what the students knew about the actual
case; what they thought they needed to know about the crime, the vic­
tims, or the defendants if they were going to prosecute; and what they
needed to know if they were going to defend the accused. Based on their
discussion, I assigned readings from the casebook and supplemental ma­
terials if required. After discussing the assigned reading, we talked about
what the principles in the reading meant to our unit case.

This approach allowed the students to learn about crimes, defenses, and
theories of punishment in a real context. The level of discussion and par­
ticipation in the class was outstanding. Having the context of the original
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news story before they did the reading allowed students to quickly deci­
pher the significance of the cases and note material.

Michelle Jacobs
University of Florida College of Law

#5: Boring

Let us speak the truth. Law school is too often, er, you know, kind of,
well, boring. Was it any different when you were in law school?

I have no answers, only a few suggestions. We must intersperse traditional
legal education methods with media that are user-friendly for students.
But the TV show, film, etc., must always be a supplement to, not a substitute
for, traditional law school programming.

Every year, my most successful class transpires when I show the PBS
video, Eyes on the Prize, America's Civil Rights Years, Episode 2: Fight­
ing Back (1957-62), to my Education Law Seminar students. They are as­
signed to read Brown v. Board ofEducation and its 1960's progeny prior
to class. But they just don't get it. Then they see the National Guard with
bayonets drawn at Little Rock's Central High and lawyer Thurgood Mar­
shall and Old Miss ablaze and public schools chained shut by government
decree. The reaction tends toward actual disbelief. It cannot be true; it
can't have happened. Then I bring out my secret weapon: a black colleague
who grew up in Alabama in that era, who calmly relates the conditions
under which she fought for what everyone of my students has always
taken for granted, the right to attend high school. Her one-hour visit to
my class, by the way, would dispel anyone's doubts about the critical need
for multiculturalism in legal education. (The Eyes on the Prize series is
generally available in public libraries, and I'm more than willing to act as
an agent for my colleague.)

Another eye-opener for students is Frederick Wiseman's film, Titicut
Follies (available through Zipporah Films, One Richdale Ave., Unit #4,
Cambridge, MA 02140, telephone 617/576-3603), depicting conditions
in a Massachusetts "correctional" mental institution. I show this to students
in my Disability Law Seminar. I want students to feel what long-term in­
stitutionalization meant for mental patients. Then I take them on a field trip
to a local state mental hospital. (Be careful. Hospitals often want to give
students a sanitized tour. Insist on visiting locked wards and forensic units.
At least one of our state hospitals has preserved an underground tunnel
with rings fastened into the walls for chaining up the "patients.") Our
local institution has a small, but excellent museum on site, with extensive
photographs, electroshock paraphernalia, and-best of all-a log book
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of commitments, going back to the mid-1800s. Students are edified to see
that one could be institutionalized for such aberrant behavior as reading
novels or extensive studying.

Field trips can be enormously useful, although cumbersome for large
groups and sometimes expensive. With the gracious assistance of Justice
Blackmun, I once took a group of clinic students to the Supreme Court to
observe the oral argument of a case that would affect a number of our clients.

Sometimes, however, if you can't take the students to reality, you can
bring reality to them. One of our state appellate courts was happy to sched­
ule a panel to hear a full week of argument on our school's premises. Stu­
dents were in and out of that room all week long. Similarly, the Social Se­
curity Administration's Office of Hearings and Appeals has had a
program-of which I've taken advantage-to hold administrative hear­
ings at law schools. With the claimants' written permission, a local ad­
ministrative law judge scheduled four hearings one morning at our school,
and my entire Administrative Law class attended. As a double learning
opportunity, the cases were presented by students in my Disability Law
Clinic. (You can bet they were over-prepared when they had to represent
clients in front of their peers!) Although the formal program apparently
no longer exists, SSA continues to encourage its ALJs to perform such pub­
lic service. As a practical matter, I suggest contacting your local OHA at least
two months prior to the date that you would like to have the hearings.

John McCutcheon's brilliant song, The Red Corvette (from the Water
From Another Time album, (Rounder 11555) Appalseed Productions, 1025
Locust Ave., Charlottesville, VA 22901, phone 804-977-6321, fax 804­
977-9708 ($17 for cassette), Web site http://www.folkmusic.com). invari­
ably brings the house down in Family Law. It also, I hope, teaches students,
in a way they are not likely ever to forget, the need for both spouses to main­
tain reasonable control over the sale of marital assets. (Sorry, but I won't
explain the song any more fully in print; you'll have to get it yourself.)

Finally, when all else fails, try doggerel. I have inflicted my own effort
at verse, The Cautionary Ballad of Susan M., 40 J. LEGAL EDUC. 485
(1990), on an Education Law seminar to try to demonstrate the futility of
educational malpractice litigation. The sequel, Susan M. Reprised, 43 J.
LEGAL EDUC. 149 (1993), maybe, just maybe, will illustrate the concept of
res judicata to first-year Civil Procedure students, so that even if they don't
remember the phrase, they still get the idea.

The point is that law school does not have to be as, well, you know, as
it tends to be. With a little leavening, one can get a rise out of the students.
And they just might learn, and remember, something valuable.

Robert E. Rains
The Dickinson School of Law
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#6: Examples of Drafting Problems from Real
Documents

Student motivation seems to increase the more you can show why the
subject matter is worth learning. Showing the why seems to work best
when related to experiences students readily understand. That's often hard
to do in the first year or two of law school when the custom, language,
and technique of legal education often are quite foreign and confusing for
students.

This is a short (10-15 minutes), in-class cooperative learning exercise
that instructors can use to show the "whys" of certain legal writing or
document drafting principles.

Create a bank of examples of poorly drafted legal phrases or paragraphs
culled from common, real-life sources most students are familiar with:
newspaper or magazine ads, parking garage or laundry receipts (mostly
legal disclaimers), product warnings and instructions, state and local prop­
erty tax notices or assessments, employee handbooks, insurance and bank
contracts or notices, contracts to purchase cars or houses, apartment rental
agreements, etc.

Using an overhead projector, conduct or assign a student to conduct a co­
operative editing exercise with the class or a pre-assigned group. You can
edit the example in its entirety, tailor the editing exercise to focus on current
topics or stylistic points being taught that week, or use it to introduce a new
topic. Important to the exercise is discussing who may be affected by unclear
or bad legal writing and the range of consequences to the potential parties.

After participating in a couple of these exercises, I find that students
eagerly seek and easily find their own examples to share in class.

This exercise also might work well substantively for contracts, torts,
and commercial law courses. I have used it in more limited ways to teach
several topics in Health Law.

Bonnie Mitchell
University of Utah

#7: Current Events in the Classroom

One of the things that drives me crazy about (legal) education is the
tendency for the classroom to be a cocoon out of time and out of place. My
experience is that students make a transition when they enter the class­
room to a place far, far away, a place that has little or no connection to
the "real" world. Of course, teachers often contribute to this feeling by
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their constant reminders that what the student thinks or feels based on
herlhis life experience is irrelevant to the mastery of the law.

Since I believe that the law is a vibrant part of the mosaic of everyday life,
I often chafe at the narrow version of life that is entailed by the ordinary
classroom. So I try to liven things up a bit. (I am still responsible enough
to know that I have a knowledge-transmitting job to do. I do publish a syl­
labus, do have a textbook, etc.) In trying to inject some reality into the class
and yet not have a seminar in current news, I tried several approaches. One
was simply to comment on the relevance of something I had read or heard
around the time that a particular class was given. This usually met with
polite boredom. That was not what I was after, so I escalated my efforts.

What I do now is find something in the news that is directly relevant
(in my eyes) to all or part of the lesson for the day. I literally decide what
the vehicle for my teaching is in some cases as I drive to school in the morn­
ing, having read the newspaper and listened to "Morning Edition." It helps
that I teach classes (Professional Responsibility, Administrative Law, and
Jurisprudence) that have plastic agendas. I now use a variation on this ap­
proach, at least in some classes. I ask the students if they have read or
heard anything that pertains to the subject we are pursuing. This is a bit
more risky, since their idea of relevance may not be the same as mine, but
I am usually nimble enough to make their stories fit, and if not, at least
"save" them until there is a better fit with the syllabus. In any case, I try
to make clear at the outset that I am going to do this in the syllabus and
with a short introductory talk at the beginning of the term. Ironically, I
"discovered" this method by teaching a third-grade class the Bill of Rights.
I was going to talk about parades. The students thought that was too bor­
ing and focused all of us on a then-eurrent local controversy regarding an
attempt by a park board to outlaw boom boxes on the beach.

Two Examples. One of my favorites was a story that appeared in the
local paper regarding the efforts of the health district to shut down a "cookie
and hot chocolate concession booth" at a little town's winter festival. The
booth was run by the Boy Scouts, with goodies supplied by their parents.
None had the proper food handler licenses, tax numbers, etc. The feature story
cast the health district personnel as villains out to spoil a community's fun.

It so happens that this story appeared at the beginning of a term dur­
ing which I was teaching Administrative Law, so I seized on it to discuss the
tension between giving field personnel discretion and the rule of law, which
then opens up the whole crazy fabric of administrative law. I continued to
use the story that semester because, with a little imagination, it served as
the vehicle for discussion of much of the doctrine in the subject.

A more recent example popped up during Jurisprudence this past se­
mester. I was trying to develop a more multicultural perspective on phi­
losophy of law, and so Michael Fay (of caning fame) served two purposes:
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his situation generated discussion about the relationship between law and
justice within a particular community as well as analysis of arguments
about the role of external standards to judge the validity of a law.

This method of teaching is far from perfect. Let me point out some
drawbacks. First, one has to be prepared to hit newsless days. They hap­
pen, not often, but they do. I think this may be a major problem for teach­
ers of some courses: it probably isn't very often that VCC Article 3 ap­
pears in the news. (You can tell that I do not read The Wall Street Journal.)
I revert to the syllabus at that point. Second, you have to read the news­
paper, or at least news magazines, and listen to or watch the news. There
are many days when I would prefer to pull the covers over my head. Third,
you have to have the courage to think laterally to make connections between
what you are reading and what you teach. Fourth, you have to assume
that the students will pay as much attention to the news as you do, which
in many cases is a faulty assumption. It helps to have handy access to a
copy machine, and to be prepared to compose a summary of a news event
that you heard on the radio or watched on TV. Fifth, you often have to
work pretty hard to overcome student resistance and withdrawal. I can
read minds, and so know that many think, "What the heck is he talking
about? That wasn't assigned on the syllabus." or "I just don't see how
cookie sales related in any way to the requirement that agencies comply with
the APA in making policy." One of the ways that I deal with the latter
problem is to ask leading questions to both draw the students into the
problem and make connections to the doctrine.

Despite the drawbacks, it is a fun way to teach.

Jim Vache
Gonzaga University School of Law

#8: The Ten Commandments: A Humble Offering
at the Shrine of the Field Placement

I. Thou shalt love the externship, thy Program, with all thy heart, with
all thy soul, and with all thy might.

Create a program you can passionately believe in, and support/de­
fend it without hesitation. Articulate and address directly any con­
cerns that you have, including consultation with adult learning spe­
cialists if necessary. If you doubt your program, who won't?

II. Thou shalt bear no false gods before thee, but shall prosper in the Truth
in all thy ways.
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Be alert to recognize and address directly any biases and as­
sumptions that suggest that extemships are not responsible pro­
grams generally. If your program is designed and administered
well, you will not have (long-term) problems. Avoid accepting
negative stereotypes, and don't fall into the trap of defending
apparent imperfections in extemships. The best scholars and
teachers have classroom students daydreaming in the back rows,
and no in-house clinic is perfect either. Why apply the (impos­
sible) standard of perfection only to field placements?

III. Yea, though thou walkest through the valley of the shadow of uncer­
tainty, thou shalt not fear, for thy Program is with thee.

It is crucial to create a clear and descriptive set of educational
objectives and methods, and have them approved by your Cur­
riculum Committee or overall faculty. Live by them, and amend
them as necessary to reflect the reality of your programs. The
inevitable uncertainty of some field placements (and supervi­
sors) is a reflection of the reality of law practice and real lawyers,
and will not undermine the program if you have considered re­
alistic imperfections in your program design.

IV: Thou shalt humbly render the regulators, thy dean, and thy faculty
their due, but thou shalt not bow down before them. And through thy
steadfast righteousness it shall come to pass that they also shall believe
upon thee and upon thy Program.

Develop camaraderie with the faculty and work against any "we­
they" attitudes. Generate an educationally responsible program
that complies, at least largely, with the accreditation standards.
Be consistent and confident in the administration of the program,
and avoid reacting to negativity. People come around with time.

V. Let there be no wailing, nor gnashing of teeth, over thy status or thy re­
wards, for verily I say unto thee that thence shall be planted many dark seeds
in thy heart, and they shall be as a blight upon thy Countenance and upon
the Countenance of thy children.

Complaining can make you miserable, and is likely to affect
your home life as well as your job satisfaction. Avoid compar­
isons-you'll always come out "better" or "worse" than some­
one else. Work for salary and status parity, but don't forget to ap­
preciate the great job you have and your chance to shape skilled
and decent lawyers. If that's not enough, try remembering how
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happy you were to leave the old job for this one; and if that
doesn't restore a positive attitude, consider going back.

VI. Neither shalt thou bow down before the God of the In-house Clinic,
for She is a True God, but She is not the One True God, nor is She thy God.

One of the particular assumptions that creates a defensive
posture for externships is that the in-house clinic is the su­
perior (or, perhaps, only legitimate) approach to clinical train­
ing of good and decent lawyers. It is clearly the more estab­
lished and accepted approach, but look out for the unspoken
standard that a good externship must necessarily model a
good in-house clinic. That is a setup for guaranteed stress,
as you try to ignore, deny, or cover up the obvious differ­
ences between the two. The legitimacy of your program will
depend only on its design, objectives, and conduct of the pro­
gram responsibly to meet its objectives.

VII. Thou shalt teach Goodness, Self-Reflection, and all these Truths to thy
students, and shalt prepare them well that they may go forth and prosper
in the whimsical Land of Externship.

Look realistically at the goals of your program, and the gen­
erallevel of reliability and expertise of your field supervisors; then
decide how much preparation and relative autonomy your stu­
dents will need to have a successful placement. Prepare them
well with these factors in mind, and if you can't, amend the
goals or structure of the program.

VIII. In thy dark moments quaver not before the plight of thy students, nor
the fancy of their supervisors, but in all ways be true to thy Scriptures.

Inevitably, some students will have problems with their supervi­
sors. They may learn well from the experience ifproperly prepared,
and/or they may need to be transferred to a new supervisor or even
a new office. Work to amend the supervisor's approach (if errant),
by reference to your published objectives, methods, and supple­
mentary materials. If that fails, make the necessary changes to max­
imize the student's semester, and consider suspending the place­
ment or amending the relevant objectives and credit award.

IX. Suffer not the little accreditors to come before thee, for theirs is the King­
dom of Power and Glory. Neither tremble nor prostrate thyself in fear be­
fore them, though their ways be vexatious and strange, for verily shall




