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Success in the examination of procedural law
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1. Introduction

1.1. Successful studying in higher
education

Research on studying at university level has
shown that students’ approaches to learning
are related to study success. In other words,
the ways students study effect their learning
outcomes, Approaches to learning may be
roughly divided into two qualitatively dif-
ferent categories.

Superficial learning, on one hand, means
that a student simply tries to cope with the
course requirements and, therefore, concen-
trates on routine fact memorisation. Deep-
level learning, on the other hand, is based on
an interest in the subject matter of a task,
and refers to an intention to maximise under-
standing (Biggs 1993). The way students ap-
proach their learning tasks guide the selection
of study strategies so that students who apply
deep-level learning are more likely to select
more effective and qualitatively better genera-
tive study strategies such as summarising and
concept mapping. Respectively, students who
study more superficially are more likely to
choose less effective reproductive strategies such
as underlining and verbatim notes (Lonka,
Lindblom-Ylinne & Maury 1994; Lahtinen,
Lonka & Lindblom-Ylinne 1997). To conclu-

de, deep-level learning has been shown to be
associated with qualitatively better learning
results because students aim at understanding
the learning materials by using generative
study strategies.

In addition to students’ approaches to
learning and their study strategies, also the
learning environment has an effect on student
learning. Important elements of the learning
environment are the teacher and course
characteristics. Prosser and Trigwell (1999)
have shown that the university teachers’” ap-
proach to their teaching is associated with
their scudents’ approach to their learning and,
furthermore, that teachers’ approach to their
teaching is connected with the quality of stu-
dents’ learning outcomes. Trigwell, Prosser
and Waterhouse (1999) further showed that
a student-centred approach to teaching,
which aims at supporting students’ active
role in the learning process, is related to
deep-level learning. Respectively, a teacher-
centred approach to teaching, which concen-
trates on knowledge transmission, is con-
nected with superficial learning.

So far there is not much research on the
effectiveness of independent studying on
learning outcomes in comparison to the ef-
fectiveness of combining independent study-
ing with participating in the instruction pro-
vided by universities. However, on the basis
of previous research on student learning in
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higher education, we may hypothesise that
participating in instruction may enhance
independent studying and learning outcomes
if the teacher’s approach to teaching is
student-centred and if the course is organised
to support students’ active role in the knowl-
edge construction. In this way the teacher’s
student-centred approach to teaching may
encourage the students to apply a deep ap-
proach to learning, which, in turn, is related
to successful studying. Furthermore, we may
hypothesise that if a student studies inde-
pendently, study success requires that he or
she spontaneously applies deep-level learning
and generative study strategies.

1.2. Studies in procedural law

This study was carried out in one of the core
subjects in the law curriculum. The scope of
procedural law in the Finnish law faculties is
broad. Besides civil and criminal procedure,
also enforcement of judgements and basics of
insolvency law are included in the procedural
law. The examination materials are exten-
sive, including now about 1700 textbook
pages. Not only has the scope of materials to
be studied given procedural law a reputation
of being the most difficult subject in the
Finnish law faculties: it also requires a new
way of thinking, which some students find
hard to get used to.

In the Faculty of Law in Helsinki, the stu-
dents are given considerable freedom to
choose in which order they take even the
mandatory examinations. However, the
teachers of procedural law recommend that
students take examinations of private law,
commercial law, family law, and criminal
law before procedural law. Thus, because of
its reputation, most students prefer to leave

the examination of procedural law quite in
the end of their studies. This examination
also gives the students more credits than any
other mandatory examination. In the curricu-
lum of the Faculty of Law in the University
of Helsinki, the examination of procedural
law gives 6.5 credits, equivalent of 6.5 weeks
(40 hours of work per week). Furthermore,
the Faculty of Law relies to a great degree on
independent study. In procedural law, at least
two courses are offered each semester. Parti-
cipation to these courses is not, however,
mandatory and many students choose to
study on their own. ‘

In the preceding examinations the students
have become familiar with questions in
which they have to apply material norms to
given facts. Also in procedural law, case
questions are used both in teaching and in
examinations but there are some important
differences in the methodology. First, unlike
in courses on material law, the students have
to learn how to solve cases on the basis of
procedural norms. To some students, the
distinction between material and procedural
norms turns out to be confusing in the begin-
ning. Secondly, much more attention is paid
to the form of argumentation than in mate-
rial law courses. The students are expected to
distinguish between the elements of the case
and to understand the mode of argumenta-
tion used in court decisions. Thirdly, the stu-
dents have to deal with situations in which
knowledge of facts is wanting and the case
has to be decided by applying evidentiary
rules.

A fairly high percentage of the students
fail at their first attempt in the examination.
The percentage of failing varies between 25
and 40%. In the absence of mandatory parti-
cipation to the courses or relevant inquiry to
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the reasons for failing, we had not been able
to assess what these percentages really tell.
Do they tell about poor preparation by the
students, excessive materials to be studied,
about particular problems related to the
learning process or about problems related to
the method of teaching?

Even tough we could not say that many
students who fail repeatedly, we knew that
some students have had particularly painful
experiences of repeated failure. The authors
of this study have frequently during the years
counselled students who feel that they are
trapped by the examination in procedural
law. They have taken the examination several
times, failing each time. Notwithstanding
further study, their points in the examination
seem to go down in subsequent attempts to
pass. They feel that their performance is on a
downward spiral. One of the students ex-
pressed her feelings in the following way:
“After the second failure, I started to hate the
books so much that nothing goes to my head
any more.”

Another student had found out that he did
fairly well in essay questions, which test the
level of knowledge, but failed each time in
the case questions, which require application
of knowledge. In consultations with these
students, the repeated failures almost always
concerned students who either have not at-
tended classes at all or have done so several
semesters before they have actually started
actively to study for the examination. We
hope that this study will cast some light on
the reasons for repeated failure.

The aim of the present study is to examine
what effect participation in lecture courses
has on success in the examination of proce-
dural law. We were also interested to find
out on what grounds students choose their

way to study and prepare themselves for the
examination. Furthermore, the aim is to ana-
lyse whether there is a different effect when
a traditional lecture course and a problem-
based course are compared.

2. Method

2.1. Participants

In order to investigate aspects related to suc-
cess in the examination of procedural law,
students’ participation in this examination
was analysed during one study year. Each
year, six examinations are organized. To-
gether, 267 students took the examination of
procedural law from November 2001 to Sep-
tember 2002. During that time, 73 students
(27%) failed the examination and took the
examination more than once. Of these, 45
students (62%) tried the examination twice,
14 students (19%) three times, six students
(8%) four times and eight students (11%) five
times. Of the 267 students, over 10 percent
had participated in the examination three
times or more.

139 students (48%) had participated in
lectures when preparing themselves for the
examination of procedural law. Of these, 96
students had participated in one course, 39
students in two courses and four students in
three courses.

Two experienced teachers participated in
the study. Teacher 1 was a professor and
Teacher 2 a senior lecturer of procedural law
and the second author of this article.
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2.2. Materials

To examine how participating in lectures
supported independent studying and en-
hanced learning, two different kinds of
courses, Course 1 and Course 2, were com-
pared. Both courses took place before the
first examination in November 2001. Thus,
they were both organised to support students’
independent studying for the examination
and to foster understanding of procedural
law. The courses had different objectives:
Course 1 concentrated on theoretical ques-
tions, and Course 2 was organised to help
students to answer the case questions of the
examination of procedural law. Other courses
were also organised, but they had already
taken place in spring 2001 before the research
began or after the first examination in No-
vember 2001.

Course 1 was entitled “Central principles
of procedural law”. This course could be de-
scribed as a good traditional lecture course.
Course 1 consisted of 28 hours of lecturing;
two hours twice a week for seven weeks. The
aim of the course was to present and analyse
central concepts and principles of procedural
law and in this way facilitate studying the
material required in the examination of pro-
cedural law. Even though there were no par-
ticular activating assignments during the lec-
tures, such as group work or pair discussions,
the atmosphere of the course was student-
centred. Therefore, students were able to
interrupt the teacher and ask questions du-
ring the lecture. From time to time, active
discussions arose during the lectures. At the
end of the lecture course, there was a written
rwo-hour examination based on the content
of the course. There were 71 students in
Course 1.

Course 2 was entitled “Case practices of
procedural law”. This course was designed on
the basis of problem-based learning. The
principles of problem-based learning emphas-
ise students’ responsibility for their own
learning, an intertwining of theory and prac-
tice, a focus on the processes of knowledge
acquisition rather than on the products of
such processes, a change in staff role from
that of instructor to that of facilitator, and a
change in focus from staff assessment of out-
comes of learning to student self- and peer
assessment.' Course 2 consisted of 24 hours
of activating lectures (three hours once a
week) and group work between the lectures.
Bach session started with a short introduction
and with the analysis of the case distributed
in the previous week. Students were invited
to comment the case. Then, the next case
was distributed to students. They read it and
were assigned to small groups to discuss the
case. They were instructed to identify the
basic concepts and areas of law they need to
learn to solve the case. The group discussions
took 10-15 minutes. Since there was only one
teacher in the classroom, the group discus-
sions were only occasionally observed by the
teacher. Next, the problems were identified
in a discussion with the whole class. Each

| More about the principles of problem-based lear-
ning: e.g., Savin-Baden, Maggie: Problem-based
learning in higher edncation: Untold stories. Open
University Press Suffolk UK, 2000. More about
problem-based learning in law: e.g., Lindblom-
Ylinne, Sari, Pihlajamiki, Heikki & Kotkas, Too-
mas: What makes a student group successful?
Scudent-student and student-teacher interaction in
a problem-based learning environment. Learning
Environments Research, in press and Pihlajamiki,
Heikki & Lindblom-Ylanne, Sari, this issue.
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group was invited to teport on their findings.
The teacher wrote the reported findings down
on a transparency, added missing points and
commented on the relationships among the
concepts. After that, a lecture on the sub-
stance needed for the problem solving fol-
lowed. During the week, the students solved
the case in groups of two to three students
and returned to the teacher before the next
lecture. She read them and gave feedback on
the case at the beginning of the lecture. The
cases covered, in principle, all areas of proce-
dural law and thus most of the examination
material. There were 54 students in Course 2.
Of the 116 students who participated in
Courses 1 and 2, 17 students participated in
both courses.

By taking a course on procedural law, stu-
dents receive extra points that help them to
pass the examination. In Course 1, the points
were given on the basis of the two-hour cour-
se exam. In Course 2, the students could earn
points by good group work between the lec-
tures, but to get the maximum points, they
also had to take the course exam in the end
of the course. If a student passes a course
with an excellent grade, he or she receives
three points. A good grade gives a student
two points and a satisfactory grade one point.
The maximum amount of extra points stu-
dents can gather for the examination is 4V5.
Thus, if a student passes two courses on pro-
cedural law with excellent grades, he or she
cannot use the six extra points, but only the
maximum amount of 4% points. The maxi-
mum points from the examination of proce-
dural law are 70, and 35 points are needed to
pass the examination.

The examination measures both skills in
case solving and understanding and memoris-
ing the basic concepts. Therefore, the exami-

nation consists of two parts. For the first 314
hours of the five hour exam, students are al-
lowed to use law books while solving four
cases. In the case questions, the students are
presented a fairly complicated procedural
setting in which they have to identify the
problems, find the relevant norms, apply
them and give their arguments. During the
last hour and a half, the law books are put
aside and the students are given three theo-
retical question, based on the text books.

The 66 students, who took in the first ex-
amination in November 2001, were given a
questionnaire after the examination. The
questionnaire focused on examining 1) the
reasons for the decision to participate in the
voluntary course, 2) the goals the students
set for the course and for the examination, 3)
the reasons why the course was considered
useful, 4) how the students prepared them-
selves for the examination, 5) how well the
students thought they did in the examina-
tion, and finally, if the students did not par-
ticipate on the lectures, why they choose to
study independently. 45 students (68 %) re-
turned the questionnaire. Of these, 34 stu-
dents had participated in one or both courses
described above.

The two teachers completed the Approaches
to Teaching Inventory (Prosser & Trigwell
1999) after the course. The inventory is com-
posed of 16 items. The inventory contains
two scales representing two different ap-
proaches to teaching: the conceptual change/-
student-focused approach and the information
transmission/teacher-focused approach.
Teachers who adopt a student-focused ap-
proach aim at changing students’ views or
conceptions of the phenomena they are
studying. These teachers further emphasise
the importance of students constructing their
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own knowledge. Teachers who adopt a
teacher-focused approach, on the other hand,
concentrate on transmitting information
about the discipline to the students. In the
latter scale, the focus is on facts and skills,
but not on the relationships between them.
The two scales contain two subscales, inten-
tion and strategy subscales.

3. Results

3.1. Reasons to participate in courses

About two thirds of the students who partici-
pated in lectures believed that participation
would facilitate passing the examination.
About one fourth of the students wanted to
deepen their understanding of procedural law.
Finally, a small number of students took a
course because of a fellow student’s advice.

Nine out of 11 students, who decided to
study independently for the examination, did
not participate in a course because it did not
fit to their schedule. Two students did not
consider the courses useful for themselves.
We have to note, however, that the students
who did not participate in the courses, had a
very low response rate to the questionnaire.

The 34 students had set different goals for
their participation in the courses. More than
half of the goals concerned an emphasis to
learn as well and as much as possible during
the course. About one fourth of the goals
were related to an intention to learn to write
good examination answers and to achieve a
high course grade, respectively.

A great majority of the 34 students found
the course useful. The students felt that they
had learned a lot about procedural law and

about how to write good answers. Only two
students did not consider the course useful
for themselves.

3.2. Teachers’ approaches to teaching

The results of the Approaches to Teaching
Inventory showed that both teachers’ ap-
proach to teaching was clearly student-fo-
cused instead of teacher-focused. The stu-
dent-focused approach to teaching is charac-
terised by an intention to help students to
develop and change their worldviews or con-
ceptions of phenomena they are studying.
Furthermore, a student-focused teacher un-
derstands that is it not possible to transmit a
new worldview or conception to the students.
The student-focused approach is contradic-
tory to a teacher-focused approach, which
concentrates on transmitting information to
the students and which leaves the students a
passive role in the learning process. There
were not any differences among the teachers
in their approach to teaching. Thus, it may
be said that despite the teachers had designed
very different kinds of courses, their way of
seeing and defining teaching was similar.

3.3. The number of attempts was
related to success in the examina-
tion

The results showed that the first attempt was
usually the best one, in other words, students
who took the examination for the first time
achieved significantly higher grades and total
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points than students who took the examina-
tion for the second time.”

Table 1 shows in detail how the number of
attempts needed to pass the examination of
procedural law affected the grades.

3.4. Participation in the courses facili-
tated success in the examination

The grade correlated with the number of
courses taken before the examination
(r=0.197,p=0.01). Furthermore, the average
grade of the students who participated in

2 Fout one-way ANOVA designs were applied to
examine the effects of the number of attempts on
success in the examination. The independent vari-
able was the number of actempts and the depen-
dent variables were grade, total points achieved in
the examination, points from the cheoretical ques-
tions and points from the case questions. All the
main effects of the number of trials were signifi-
cant, except on points from the theoretical
questions (Grade: F(4,248) = 4,84, P = 0.001;
Total points: F(4,249) = 4,47, P = 0.002; Points
from theoretical questions: F(4,247) = 2,05,P =
0.088; Points from case questions: F(4,248) =
3,55, P = 0.008). Tukey’s post hoc tests with its
significant procedure (4 = 0.05) were used for
comparisons among the number of attempts and
different aspects of examination success. The com-
patisons showed that scudents, who took the ex-
amination for the first time, achieved significantly
higher grades and total points than stcudents who
took the examination for the second time. Further-
more, the comparisons showed that students, who
took the examination for the first time, achieved
significantly higher case points than students who
took the examination for the third time. Thus, the
higher the numbers of attempts, the lower grades
were achieved. However, the number of attempts
did not seem to affect success in the theoretical
questions as much as in the case questions.

courses (1.5) was significantly higher than of
those students who did not participate (1.2).’
Thus, the more courses students had taken
the higher grades they achieved.

Table 2 shows comparisons of success in
the examination among those who partici-
pated in courses and who did not. The results
showed that students who participated in
Course 2 achieved significantly higher grades
and total points than students who did not
participate in Course 2. Furthermore, stu-
dents who participated in both Course 1 and
Course 2 achieved significantly higher grades
than students who did not participate in these
two courses.”

3 This difference was measured by an Independent
Samples T-test {t(257)=-2.78, p=0.006)}.

4  One-way ANOVA designs were applied to ex-

amine the effects of the participation in courses on
success in the examination. The independent vari-
able was participation in courses and the dependent
variables were grade, total points achieved in the
examination, points from the theoretical questions
and points from the case questions. The main ef-
fects of the participation in courses were signifi-
cant on Grade and Total points (Grade: F(3,255)
= 4,07, P = 0.008; Total points: F(3,255) =
4,26, P = 0.006). Gabriel’s post hoc tests with its
significant procedure (x = 0.05) were used for
comparisons among patticipation in the courses
and different aspects of examination success. The
comparisons showed that students who participa
ted in Course 2 achieved significantly higher grad-
es and total points than students who did not parti-
cipate in Course 2. Furthermore, the comparisons
showed that students participated in both courses
achieved significantly higher grades than students
who did not participate in these courses.
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Table 1. Success in the examination of procedural law
in relation to the attempts needed to pass the examination (N=267).
The standard deviations are presented in parentheses.’
Number of Average Average
atcempts to Average Average points from | points from
pass the Frequency Percent grade total points | theoretical case
exam (max 3) (max 70) questions questions
(max 30) (max 40)
1.44 40.48 15.96 23.13
1 194 73 (0.83) (6.35) (3.67) (4.05)
1.00 37.38 15.22 21.66
2 45 17 0.72) (6.35) (3.98) (4.01)
1.00 36.38 15.73 19.85
3 14 5 0.71) (8.03) (2.94) (6.79)
0.67 33.50 13.00 19.30
4 6 2 0.52) (3.52) (2.09) (2.28)
1.00 36.75 13.19 22.13
5 8 3 (0.53) (4.71) (2.94) (2.55)
Table 2. Comparisons of success in the examination among those
who participated in Courses 1 and 2 and who did not. (N=259)
Participation in | Frequency | Percent Average Average Average Average
Courses 1 and grade total points | points from | points from
2 theoretical case ques-
questions tions
No courses 190 73 1.21 38.6 15.5 22,5
Course 1 (lec- 35 14 1.46 41.0 15.9 22.6
tures)
Course 2 (case 21 8 1.67 42 .4 16.1 23.3
practice)
Courses 1 and 13 5 1.71 42.4 15.7 22.5
2
All students 259 100 1.31 39.5 15.7 22.6

S For those who had more than one actempts, the last attempt was taken into consideration.

-y
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When comparing examination success among
those who participated in courses and those
who did not, it must be taken into consider-
ation that students received extra points if
they passed the courses. The maximum num-
ber of extra points was 4Y5. These extra
points were added to their total points. The
students who participated in the courses re-
ceived in average 2.7 extra points. The differ-
ence between the average total points of
those students who participated and those
who did not participate in Course 1 was 2.4
and in Course 2 respectively 3.8. These com-
parisons indicate that the positive effect of
Course 2 on study success was not only due
to the extra points.

Surprisingly, about one third of the stu-
dents who participated in the courses did not
take the examination of procedural law dur-
ing this study, in other words, during the
study year, which followed the course. More
detailed analyses showed that of those who
participated in both courses almost 60% par-
ticipated in the first examination in Novem-
ber, which took place after the courses. Re-
spectively, only 18% of these students had
not taken the examination after one year.
Furthermore, almost half of the students who
participated in the problem-based Course 2
participated in the first examination and one
fourth had not taken the course after one
year. On the other hand, only 23% of the
students who participated in the traditional
Course 1 participated in the first examination
and 34% had not taken the course after one
year. These differences were statistically sig-
nificant.® These comparisons indicate that
those students, who participated in the

6 xX(18)=95.61, p=0,000

problem-based course or both courses, had
decided to invest both time and energy to
succeed in the examination of procedural law.
Thus, they participated in the courses to get
support for independent study. On the other
hand, we may also claim that the way of
studying in the problem-based course moti-
vated the students to study actively for the
examination

However, there may be many other rea-
sons why students decided not to take the
examination after the course. One reason is
the schedule. The courses are scheduled dur-
ing the autumn and spring term, but if stu-
dents want to take the examination in the
summer or at the beginning of the term, the
courses do no coincide with their preparation
for the examination. From the teachers point
of view it is problematic that students parti-
cipate in courses too much in advance. Ac-
cording to teachers of the Faculty, it is advis-
able to participate in courses simultaneously
when studying for an examination. In this
way, courses may facilitate independent
studying.

3.5. Was study phase related to
examination success?

According to the teachers of procedural law,
success in the examination requires basic
knowledge from different subjects of law,
particulatly from private, commercial, fam-
ily, and criminal law. Therefore, it is not
recommended to take the examination at the
beginning of studies. The results show that
the students followed this recommendation
well: in average, they had passed 15 out of 19
mandatory examinations before taking the
examination of procedural law. More pre-
cisely, less than 5 % had passed less than 10
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mandatory examinations, about 40% had
passed 10 to 15 examinations, and more than
half of the students 16 to 18 examinations.
The results support teachers’ recommenda-
tion, at least partly: the number of other
mandatory examinations taken before the
examination of procedural law did not corre-
late significantly with the total grade, but
instead with the grade from the three theo-
retical questions (r=0.153,p=0.017). On the
other hand, interestingly, the results showed
that the less years the students had studied,
the better grade the achieved (r=139,
p=0.029). This indicates that it is not wise
to leave this examination to be taken “too
late”.

3.6. Good preparation enhanced
success in the examination

The students, who took the first examination
in November, were asked in the question-
naire to describe their study strategies when
preparing for the examination and to evaluate
how well they had prepared themselves for
the examination and how well they succeeded
in the examination. They were also asked
about the time they had spent for studying
for the examination.

Students who studied qualitatively better
for the examination, in other words, used
generative study strategies such as note tak-
ing, summarising, doing exercises or discuss-
ing with peers, received higher grades than
students who used more reproductive strate-
gies. The average amount of total points was
44.4 for those who used generative study
strategies and for those who used reproduc-

tive strategies respectively 39.9. This differ-
ence was statistically significant.’

The results also showed that the better the
students felt they had prepared for the exami-
nation, the higher grades they received. Thus,
the students’ evaluation of how well they had
studied for the examination correlated signif-
icantly with the examination grade (r=0.410,
p=0.008). Furthermore, the students’ estima-
tions of their success in the examination,
which was made after the examination, were
in line with the examination results. The
grade the students predicted to receive corre-
Jated significantly with the grade (r=0.399,
p=0.012). In contrast, the time the students
had spent for studying the examination of
procedural law did not correlate significantly
with the grade although the correlation was
positive (r=0.215, p=0.170).

Comparisons between those who studied
independently and those who participated in
the courses showed that there were no differ-
ences in the students’ evaluations of how well
they had prepared themselves for the exami-
nation. However, the students who partici-
pated in the courses used qualitatively better
study strategies significantly more often that
students who studied independently.® This
result confirms our hypothesis presented in
the Introduction concerning the steering ef-
fect of teaching on student learning and on
the use of study strategies. By this we mean

7 The total points of these two study strategy-use
groups were compated by an Independent Samples
T-test which showed that students who used gen-
erative study stracegies achieved significantly high-
er total points than those who used reproductive
strategies {t(37)=-2.39, p=0.02)}.

8 x?2(3)=16.21, p=0,001
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that high quality teaching seems to enhance
the quality of independent studying.

4. Discussion

The results showed that the expectations of
students who participated in the courses be-
fore the examination were fulfilled: the stu-
dents succeeded in the examination, with the
help of the knowledge and skills they learned
in the courses, better than those who did not
participate in the courses. As could be antici-
pated, good preparation and generative study
strategies were also related to study success.
The results further showed that the students
were realistic about how well they had been
able to answer the questions when predicting
their grade after the examination.

A very interesting result was that the
higher number of attempts was, the worse
success the students had. Thus, students
could easily find themselves in a vicious cit-
cle if they did not pass the examination on
their first attempt: repeated failures decrease
motivation to study and lower self-confi-
dence. It is frustrating to prepare for the
same examination many times and go
through the same material over and over
again. To pass the examination students
should be able to change their study practices
and try another kind of approach when pre-
paring for the examination for the second
time. This result, unfortunately, indicates
that this does not happen, because frequent
attempts do not seem to deepen knowledge
of procedural law. It is not rare that students
“try their luck with the examinations”, in
other words try to pass the examinations
with little studying and preparation. Students

should take the first attempt seriously and
study the examination material as well as
possible. A way of studying that is based on
half-time working and half-time study, which
is quite common among law students in Hel-
sinki, seems to be particularly problematic in
the light of this result. Furthermore, because
the examination of procedural law is taken
quite late in legal studies, there is a consider-
able risk that repeated failures will prolong
graduation.

The two teachers of this study were both
diagnosed as applying a student-centred ap-
proach to teaching. Thus, they both avoided
knowledge transmission and aimed at helping
students to actively develop and deepen their
knowledge of procedural law. However, the
courses the teachers organised were very dif-
ferent from each other: Course 1 was a tradi-
tional lecture coutse and Course 2 was a
problem-based course. The results showed
that students who participated in the
problem-based course achieved in average
higher grades than students who participated
in the traditional lecture course. Even though
the primary aim of problem-based course was
to enhance success in the case questions, the
course also helped the students to answer the
theoretical questions. This indicates that a
teacher’s student-centred approach to teach-
ing is not as such enough to foster study suc-
cess of the students. The characteristics of the
learning environment seem more important.
Thus, more emphasis should be paid to the
nature of the learning environment and to the
way courses are designed.

From the point of view of the teacher of
the problem-based course, the method of the
course was time and energy consuming. The
written reports the students prepared be-
tween the lectures were of high quality and
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showed that they had invested time in group
work. Therefore, the students had a legiti-
mate expectation for more individual feed-
back than was possible to give in a big group.
The coutse would have been more in line
with the principles of problem-based learning
if tutors for the groups had been available.

To conclude, the results of this study bring
to light the importance of designing instruc-
tion which allows students’ active participa-
tion in the teaching-learning process. In order
to foster learning, instruction should facili-
tate active construction of knowledge of the
students themselves instead of transformation
of knowledge from the teacher and provide
possibilities for the students for regulation of
studying, in other words to direct and take
responsibility of their own learning. Further-
more, the results indicate the importance of
providing counselling for those students who
fail the examination at their first attempt.
These students should receive feedback about
the weaknesses of their answers and guidance
about how to write qualitatively better an-
swers and how to study more effectively for
the examination.
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Academic dual life

and other misunderstandings
— Reflections on law studies in Helsinki

TUULI HEINONEN, KRISTIAN WOHLSTROM, KIRSI ALANNE,

JUKKA LANG & VILLE SANDSTROM

"For my part, [ am not at all as convinced as lawyers in general of the beneficial effect of law studies. On the
contrary, I dare to be enough of a heretic to claim that legal science, in the form it is here practised - that is,
as only logical-juridical explanation, from which all social viewpoints have carefully been erased as irrelevant -

can actually prove to be positively harmful. This is because lawyers, having received such a one-sided

education, quite often tend to become strongly enough attached to the letter of the law as to forget the rights,

the human needs, that the law is supposed to protect.”

Introduction®

The kind of worldview embedded in univer-
sity education is a theme of timeless interest
and importance. —What conception of law
and professional self-understanding is com-
municated to students? As a process of re-
forming the law degree in Helsinki is cur-
rently underway, we discuss in this paper
legal education based on our experiences as
law students, with the aim of providing ideas
in respect to the coming reform. We think
that in order to understand how an average

1  Freely translated from Serlachius, Allan: Caveant
consules. Lakimies 1904, p. 188.

2 We would like to thank Retfaerd’s anonymous
referee for useful comments and Sari Lindblom-
Ylinne and Johanna Niemi-Kiesildinen for their
guidance during the whole writing process.

L

Professor Allan Serlachius, 1904

student experiences law studies, they need to
be examined from various angles but in their
entirety, for the illusion of coherence is all
too easily attained by the experienced.

All lawyers in Finland receive a rigidly
structured education leading to the higher
university degree of Master of Laws®, which
in Helsinki currently comprises 160 credits

3 The Master of Laws degree is a prerequisite for
most judicial posts in Finland. Only very few end
their studies after earning the Bachelor of Law
degree, and all students are admitted straight from
the beginning to the Master’s programme.

4 The term 'credit’ refers to an average input of 40
hours of work by the student, including class hours
and private study. A rough equivalency of the Fin-

nish credits with the European Community Course
Credit Transfer System (ECTS) is that one Finnish
credit equals two ECTS credits.




