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students to select the professional goals they most want to
accomplish.  The professor should then select cases and
construct the clinical experience to emphasize the goals chosen
by the student. By clearly articulating goals and allowing
students to prioritize those goals most relevant to them,
professors can help students to learn more in the course of a
semester.

B. Case Selection

In designing a one-semester clinic, faculty should be mindful
that the type of cases handled in the clinic will signiﬁcantly
impact the kind of learning experience students have in a single
semester.””  Clinical scholarship has extensively covered
questions related to the types of matters that best advance the
goals of clinical education.”®” Scholars have debated the
benefits of larger, more complex cases versus small cases;
clinics that handle a wide range of practice areas versus
specialty clinics;>*” and clinics that do collective mobilization or
broad social justice work versus individual case-centered
practice. 208

During one-semester clinics, students should have the
opportunity to work on a matter from beginning to end.”

204. Schrag, supra note 10, at 191; see also Reingold, supra note 95, at
545 (noting that “[t]he choice of specialty clinic versus general clinic is an
important one because a clinic’s structure cannot help but determine what
values and skills it will teach.”).

205. See, e.g., Pamela N. Phan, Clinical Legal Education in China: In
Pursuit of a Culture of Law and a Mission of Social Justice, 8 YALE HUM.
RTS. & DEvV. L.J. 117 (2005); Stephen Wizner & Jane Aiken, Teaching &
Doing: The Role of Law School Clinics in Enhancing Access to Justice, 73
FORDHAM L. REV. 997 (2004); Frances Gall Hill, Clinical Education and
The ‘“Best Interest” Representation of Children in Custody Disputes:
Challenges and Opportunities in Lawyering and Pedagogy, 73 IND. L.J. 605
(1998).

206. Compare lan Weinstein, Teaching Reflective Lawyering in a Small
Case Litigation Clinic: A Love Letter to My Clinic, 13 CLINICAL L. REV. 573,
586 (2006) (arguing “[s]tudents can gain tremendous insights from working
on complex cases[.]”); with Kruse, supra note 94, at 413 (asserting simple
cases provide matters the students are “capable of handling on their own.”).

207. See, e.g., Reingold, supra note 95, at 545-46.

208. See, e.g., Srikantiah & Koh, supra note 98, at 459.

209. See Reingold, supra note 95, at 548-49,
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Domestic violence, landlord-tenant, and certain public benefits
administrative proceedings are examples of cases that can be
completed in a semester, as well as certain types of transactional
matters. As discussed in Part II1, the feedback students get from
seeing a matter to its conclusion, or some critical milestone, is
crucial to the learning process. Cases or projects that extend
over multiple semesters may also undermine student autonomy.
One of the widely accepted pedagogies in clinical education is
that students assume full responsibility for every aspect of their
cases.”!® If the case continues beyond the clinic term, new
students inherit and are either influenced by or forced to adopt
client 1nformat10n and legal strategies developed by their
predecessors "' In addition, continuity of representation is
necessarily provided by professors who supervise the case
during breaks and prov1des background information to get new
students up to speed.’'? Despite this necessity to keep the clinic
running during these time periods, some argue that this gives
the clinical facultg members too active a role with the client and
in case strategy.

Small cases, usually involving an individual client for whom
the outcome has enormous personal significance, are a
particularly valuable vehicle for students to acquire the skills

210. Kruse, supra note 93, at 407-08 (arguing “[f]or pedagogical reasons,
many clinics choose to limit their students' work to a few carefully chosen
cases that are small and manageable enough to give the students full
ownership and control over the cases, to develop the primary relationship
with the client, and to see the cases from beginning to end.”). The primary
role assumed by the student capitalizes on the adult learners need for self-
direction and ensures that law students are responsible for planning and
executing their clinical experience. Bloch, supra note 59, at 339-40.
Students are forced to develop the attorney-client relationship themselves;
thereby figuring out how they will respond to the multitude of emotional and
interpersonal complexities inherent in that relationship. Id.

211. Naomi R. Cahn & Norman G. Schneider, The Next Best Thing:
Transferred Clients in a Legal Clinic, 36 CATH. U. L. REV. 367, 390 (1987)

212.1d. at 393-94.

213. Chavkin, Gold, supra note 138, at 263; see also David F. Chavkin,
Am I My Client’s Lawyer?: Role Definition And The Clinical Supervisor, 51
SMU L. REv. 1507, 1535-36 (1998) (asserting clinical “educational goals
will be most advanced if clinical supervisors take advantage of the flexibility
of most student practice rules to avoid establishing a co-counsel relationship
except in extreme cases.”).
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associated with developing an attorney-client relationship.214
As discussed, if clinicians seek to prioritize those learning goals
uniquely suited to a live-client clinic, it makes sense to
emphasize the opportunities for client interaction as these are
unlikely to be available elsewhere in the curriculum.?’®  Small
cases are also appropriate in one-semester clinics because the
clinical professor is more likely to understand the issues and
range of possible solutions, thus providing more effective
supervision.” > An attempt to do larger, more complex cases in
a one-semester clinic means that the supervisor may have to
devote precious time to understanding and researching the
issues herself.

Another important consideration in selecting cases is whether
the clinic should focus on one practice area or serve a wide
range of client needs. If you have only one semester to
accomplish a myriad of objectives, there are compelling reasons
to specialize. Specialization increases the likelihood that
students will become knowledgeable about a practice area by
the end of the semester.”’” Because practice area clinics require
knowledge of a clearly defined set of substantive and procedural
rules, the experience is more predictable and students gain a
deeper understanding of the relevant law. A clinical supervisor,
who is also an expert in the area, can provide helpful
guldance ® Learning through case rounds and class discussion
is also enhanced as other students in the class are themselves
becoming experts in the field. For example, if two students
each have a case of the same type, both are able to learn the law
and hone their legal skills through repetition. 21 This expertise
empowers students by giving them concrete experience on what
becoming an expert requires and feels like. In addition, by

214. Weinstein, supra note 206, at 597.

215. See supra Part IV & accompanying text.

216. Weinstein, supra note 206, at 577.

217. Id. at 583-84 (“Much as we work to make our clients stand out as
individuals with particular stories to tell, our cases move through the system
in a predictable way, presenting different versions of a relatively limited set
of substantive and procedural problems. That relatively small universe of
problems enables most of my students to learn enough in the course of one
semester clinic to begin to develop real expertise in this corner of criminal
defense work.”).

218. Schrag, supra note 10, at 191.

219. See Kowalski, supra note 76, at 58.
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making it easier to master the relevant substantive law, students
can focus on other aspects of the representation, thereby
maximizing those educational (goals that can only be learned
through a real-life experience.”

Although specialization may be pragmatic in a one-semester
clinic, it is important to understand what is sacrificed when
confining the scope of the work. Some have argued that subject
matter specialization conflicts with the holistic approach.”?!
“Holistic lawyering, or client-centered lawyering, similarly
focuses on the goal of improving the overall (legal) health of the
client with a focus on the expertise that a lawyer can bring to
the table.”*** Students working in a narrow subject matter clinic
may fail to see the client as a whole person with a range of legal
and other problems that are inextricably linked to the problem
that is the subject of the representation.”>  “By contrast,
general practice clinics and clinics focused on particular
populations provide at least the opportunity to reinforce for
students the lessons of client-centered lawyering[]” that has
become a central tenet of clinical education.””* In addition, if a
clinic fails to address a client’s problem holistically, the poor
and marginalized client served by the clinic is unlikely to get
legal services elsewhere.”” In Learning Through Service in a

220. Reingold, supra note 95, at 561.

221, See Chavkin, Gold, supra note 138, at 268.

222. Id. at 267-68 (footnote omitted).

223. Lauren Carasik, Justice in the Balance: An Evaluation of Once
Clinic’s Ability to Harmonize Teaching Practical Skills, Ethics and
Professionalism with a Social Justice Mission, 16 S. CAL. L, REV. L. & SocC.
JusT. 23, 82-83 (2006).

224. JoNel Newman, Re-Conceptualizing Poverty Law Clinical
Curriculum and Legal Services Practice: The Need for Generalists, 34
FORDHAM URB. L.J. 1303, 1318 (2007); see also Chavkin, Gold, supra note
138, at 268. Chavkin uses “client-centered representation” to mean

recognizing the uniqueness of the individual being represented and
understanding that the legal problems for which the individual is
seeking assistance occur within a constellation of unique goals and
needs. In this setting, the goal of ‘client-centered’ representation is
to maximize the ability of the client to make informed decisions
among a range of options and to develop a ‘theory of the client’
designed to maximize the likelihood (but not guarantee) that the
client’s goals can be achieved.
Id. at 268 n.79.
225. Newman, supra note 224, at 1312.
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Clinical Setting, Antoinette Sedillo Lopez argues that the social
justice mission of law clinics is undermined by specialization.226
She contends it is the understanding of clients’ lives and the
struggle to respond that helps students grasp the inequities of
the legal system.””” Students may also develop a “more open-
minded and creative” approach to law by attempting to address
a wide range of client problems.””® Also, the challenge and
variety of a general practice clinic may be more interesting to
teachers and students alike.

If a clinic chooses to specialize by practice area, then special
care should be taken to ensure that interviewing and counseling
is still done “in a truly client-centered manner.””*’ Moreover,
students should identify all of the clients’ legal needs and, if
necessary, refer the client elsewhere for services. Ideally, the
issue should be handled and given priority at another clinic
within the law school to ensure seamless and coordinated
provision of services. If that is not possible, then clinics should
develop working relationships with other legal services
providers and community organizations, and help clients short-
circuit the sometimes byzantine intake process. Finally, where
social justice is a mission, attention must be paid to explicitly
teaching students to see the interconnectedness and complexity
of the problems faced by the indigent.

C. Credits, Caseload and Pre- or Co-Requisites

If students are taking the clinic for only one semester, there
should be enough credits and required hours of work for

226. Antoinette Sedillo Lopez, Learning Through Service in a Clinical
Setting: The Effect of Specialization on Social Justice and Skills Training, 7
CLINICAL L. REV. 307, 316-17 (2001). In addition to leaving certain legal
needs unmet, Lopez argues

[a] more subtle problem of specialization is that clinics as
institutions, and we as practitioner academics, will not learn about
the various and changing needs of poor people. The students will not
learn to understand the full complexity and challenges of the lives of
their clients and will be more likely to see them as cases and not
clients. Some specializations may not expose us to people of color
and their lives unless we consciously seek them out as clients.
Id. at 317.

227.1d. at 317-18.

228. Reingold, supra note 95, at 553.

229. Chavkin, Gold, supra note 138, at 269.
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students to immerse themselves in clinical practice. Students
will get a chance to do—and learn—more in a shorter space of
time. Clinics vary widely in terms of the number of credit hours
per semester. The most frequent number of credits given in
live-client clinics is four credits per semester, but clinics range
in 0ffer1n3% anywhere from two to fourteen credits per
semester. In determining how many hours students must
work to earn a specific number of credits, a common formula
used by clinics, based on a Georgetown memo, 21 is one credit
for ever three and one-half hours of structured interaction
time.”* In a one-semester clinic, it is important to award a high
enough number of clinics that students can spend enough time
on their cases to get a meaningful experience. A higher number
of credits also means that students will need to take fewer
classes to carry a full-time course load, and therefore, can easily
balance a clinic with their other commitments. For example,
one clinician describes the challenges of trying to accomplish
all of her goals in a one-semester, six-credit federal legislation
clinic.”*®> The subsequent increase to eight and then ten credits

“relieve[d] some of the academic stress” by providing more
time for coverage of material in clinic classes and for students

230. Santacroce & Kuehn, supra note 9, at 14. According to the survey:
“The most frequent number of credits per semester for the clinic (i.e., credits
for combined classroom and casework components) is 4 per semester
(25.7%), followed by 3 credits/semester (24.7%), 6 credits/semester (18.2%),
5 credits/semester (10.8%), 7 credits/semester (8.4%) and 2 credits/semester
(5.1%), with all other responses 3.0% or less.” Id. (alteration in original).
Although not reflected in the CSALE data (and probably in the minority),
there are some clinics that offer as many as fourteen credits in a single
semester. See, e.g., N.Y. UNIV. SCH. OF LAW, EQUAL JUSTICE & CAPITAL
DEFENDER CLINIC,
http://www.law.nyu.edu/academics/clinics/semester/equaljustice/index.htm
(last visited Dec. 15, 2011) (“one-semester 14-credit course™); GEORGETOWN
UNIv. ScH. ofF LaAw, CTR. FOR APPLIED LEGAL STUDIES,
http://www.law.georgetown.edu/clinics/cals/overview.html (last visited Dec.
15, 2011) (offering ten credits).

231. ACADEMIC CREDIT FOR CLINICAL PROGRAMS, REPORT TO THE
FACULTY FROM THE CLINICS COMMITTEE (Oct. 7, 1999) (on file with the
John Marshall Law Journal).

232. See, e.g., Chai Rachel Feldblum, Appendices: The Art of Legislative
Lawyering and the Six Circles Theory of Advocacy, 34 MCGEORGE L. REV,
823, 825 (2003).

233. Feldblum, supra note 232, at 825,
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to do their clinic work.?**

Careful attention should also be paid to the student’s case
load (both in terms of number and case type) to ensure that
students get the most out of their time in the clinic. Different
types of cases may give students an opportunity to develop
different skills. The University of Michigan Law School Child
Advocacy Clinic, which has served as a model for child
advocacy clinics across the country, is a “one semester course
for seven academic credits[.]”*> A typical semester caseload
for a team of two students in the University of Michigan Child
Advocacy Clinic includes one termination of parental rights
case in which the students represent the agency, one case in
which students represent parents accused of child maltreatment,
and three cases in which students represent children in child
protection or guardianship matters.>* Thus, in the course of a
semester, every student gets a range of skills and perspectives
about the role of the attorney.

Many clinical programs require simulation, substantive, or
other courses in advance of taking a clinic, or as a co-requisite.
This sequencing may allow students to have some foundation in
substantive  law, trial skills, evidence, professional
responsibility, or some other course deemed important, which
frees up time in the clinic. The downside is that the more
sequencing and co-requisites required, the more students will
have to carefully plan their course schedule.””” Some students
may not get the opportunity to take the clinic either because of
insufficient advanced planning or they were unable to get into
the other required courses.

D. Beginning & Transferring Cases

To increase the likelihood that students can work on
particular aspects of a case, clinicians may consider taking cases

234. Id. (quoting Professor Robert Stumberg of the Harrison Institute’s
review regarding “the number of credits [Federal Legislation Clinic] students
are allotted for participation.]”).

235. Donald N. Duquette, Developing a Child Advocacy Law Clinic: A
Law School Clinical Legal Education Opportunity, 31 U. MICH. J. L. REF. 1,
7 (1997).

236.1d. at 8.

237. Engler, supra note 10, at 153-54.

238. 1d.
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at a specific procedural phase. While this may not be at the
very beginning of the case, it may be at a point that increases
the likelihood a student will gain certain experiences in a
semester. For example, the CYLC is sometimes asked to handle
Medicaid waiver cases from the initial application. While there
are advantages to having a lawyer involved from the beginning,
the initial application is essentially a paper process after which
the Clinic waits anywhere from thirty to sixty days for a
response. This may provide limited opportunities for students
to learn legal skills. By accepting these appeals after the
application is denied, it increases the likelihood that students
will conduct fact investigation and a negotiation or trial before
the end of the semester.

Even if cases are carefully selected to span the semester, it is
inevitable that some cases will not actually be completed by the
end of the semester. Transfer issues arise every time a case
extends beyond the clinic term, 3% but may be more disruptive if
the term is one semester because there are twice as many case
handlers and points for disruption. Clinicians should try as
much as possible to ensure continuity for the client and case;
ensuring that each new student has an opportunity to
significantly advance the case, and develop a meaningful
relationship with the client. While documentation is always
important, there is a heightened need for “strict record-keeping
procedures” throughout the semester.”*® This can be enforced
through periodic audits of clinic files.

During the transfer, it important that there be a thorough
transfer memo that documents everything that happened in the
case and provides a strategic plan for what should happen
next.**! At the same time, clinics should be mindful of students
passing along the type of information that is likely to influence
the new students’ opportunity to build an independent
relationship with the client**  One helpful way to allow
students to make this judgment might be to remind them that the
client is always entitled to read his or her file, and encourage
students to never include anything they would not want the
client to read. In The Next Best Thing, Naomi Cahn and

239. Schrag, supra note 10, at 235.

240. Babcock, supra note 54, at 40.

241. Cahn & Schneider, supra note 211, at 390
242. Id. at 380-81.
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Norman Schneider recommend conveying “interpersonal and
idiosyncratic details of the case which might be inappropriate
for a public file memo,” to a separate memo to the supervisor.
The supervisor can then make the d601s1on whether to share the
information with the new student.’*

Transfer issues also arise when dealing with law reform
projects. To deal with the challenge of turnover when working
on policy projects, it is important to create “feedback loops” so
that a new set of students can get feedback from the community
or client base to help evaluate the strategy.”** In addition, there
must be “a structure or method for creating institutional
memory, so that the lessons learned” from one semester will be
passed along to the next set of students.?*® Kate Kruse suggests
compartmentalization where the problem is broken down into
finite tasks that students can accomplish in the course of a
semester.”*’ Each group of clinic students is respons1ble for
completing a discrete phase of a longer project.**® At the same
time, Kruse cautions that to make the projects meaningful,
students “must understand how their individual work fits into
the larger project, and have a stake and a say in how the goals of
the larger project evolve over time.” 249 Each set of students
should have a clear sense of the goals, the process that came
before, and input in the project after they leave.

Faculty and former clinic students may be the constant in the
attorney-client relationship. At the outset, it is important to
explain to the client how the clinic functions and that there will
be a new student each semester. In Developing a Child
Advocacy Law Clinic, Donald Duquette acknowledges that
“certain children would benefit from having the same attorney
throughout the” duration of a dependency case.”®  But,
Dugquette defends the one-semester model because he
“believe[s] that the careful and thorough representation that the
Clinic is able to provide outweighs any possible detriment to the

243. Id. at 392.

244. Id.

245. Kruse, supra note 94, at 432.
246. 1d.

247. Id. at 434.

248. Id. at 435.

249, Id. at 436.

250. Duquette, supra note 235, at 15
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child.”®' He emphasizes that continuity is provided because
the same faculty member generally follows a case from
beginning to end, and great care is taken to transfer cases from
one student team to the next. Continuity can also be achieved
through former clinic students. For example, 51.7 % of clinics
responding to the Center for the Study of Applied Legal
Education 2007-2008 Survey allow some students to stay on
beyond the mandatory clinic term. 2 As in the CYLC, these
students can act as mentors for other students,”’ project
leaders,”** or, they can simply continue the representation on
certain cases.”>> Some clinics also adopt a staggered enrollment
approach. For example, in the Human Rights Clinic at
Willamette University College of Law, students take the clinic
for four credits in one semester, and then about 50% of them
elect to take “advanced clinic” in a second semester while a new
group of students are taking the clinic for the first time.>*

E. Class Room Component

An orientation or “boot camp” is one Way to get an early,
running start in a one-semester clinic. 27 " Some clinicians
choose to front load substantive law and procedure in that time,
while others do a mix of substance and skills.”*® Either option

251. 1d.

252. Santacroce & Kuehn, supra note 9, at 14.

253. Leong, supra note 58, at 98.

254. Andrea M. Seielstad, Community Building as a Means of Teaching
Creative, Cooperative, and Complex Problem Solving in Clinical Legal
Education, 8 Clinical L. Rev. 445, 501-02 (2002).

255. Babcock, supra note 54, at 40.

256. E-mail from Gwynne Skinner, Assistant Prof., Int’l Human Rights
Clinic, Willamette Univ. Coll. of Law to author (Dec. 9, 2010, 11:50 AM)
(on file with the John Marshall Law Journat).

257. Feldblum, supra note 232, at 825 (discussing the Federal Legislative
Clinic “boot camp” over three afternoons at the beginning of the semester to
learn “the basics of Congressional process and procedure.”).

258. Compare Duquette, supra note 235, at 8, 22 (noting that his class
meets three times per week at the beginning of the semester, and twice
during later weeks; students are not assigned cases during the first week of
the semester), with Schrag, supra note 10, at 238 (noting that “‘supervisors
might want to consider writing a syllabus that tracks...students' use of those
skills, on average, in the clinic's cases. Therefore interviewing might be the
subject of the first class or two....”).
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allows students to get some grounding in the clinic’s practice
area before starting actual client work. Frontloading can also be
done after the semester begins by holding more seminar classes
in the beginning of the semester, as opposed to later in the
semester.

Planning the syllabus for a one-semester class requires
difficult choices about what to include. The topics chosen for
seminar should be dictated by the goals set for the course.
Every class should further one of the learning goals for the
course; otherwise, the topic may be more appropriately
addressed in individual supervision or through reference
material. The syllabus should also be dynamic, responding to
what is happening in actual cases, so that students can make
connections between the work and class discussion.”” With a
year-long clinic, the syllabus is generally followed. Even if an
area is not directly relevant to a student when it is taught, the
student more than likely will have a need for the topic in the
course of the year. The readings provide references that the
students can refer back to when they actually encounter the
issue in future cases. One-semester clinics do not have that
luxury; therefore, classes need to be directly relevant to the
students’ learning goals and actual case work.

Another way to meet learning goals and provide consistency
in what students are learning in a one-semester clinic is to create
exercises for the entire class. One of the advantages of a year-
long clinic is that students may get to do more lawyering tasks,
and even when students are working on different types of cases,
they all gain certain lawyering experiences by the end of the
year. To ensure that students have consistent opportunities to
learn certain aspects of lawyering, the clinical professor can
assign exercises based on clinic case.”" For example, clinicians
can create a problem based on actual cases, and have students
write legal memos, do a mock interview,?®! draft a complaint, or

259. Kimberly E. O’Leary, Clinical Law Offices and Local Social Justice
Strategies: Case Selection and Quality Assessment as an Integral Part of the
Social Justice Agenda of Clinics, 11 CLINICAL L. REV. 335, 362 (2005)
(describing how team teaching allows for changes in the syllabus when case
priorities change).

260. Babcock, supra note 54, at 30, 54.

261. Kowalski, supra note 76, at 98.
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a motion.*®?

F. Reconstructing a One-Semester Child Advocacy Clinic

The goals for the re-imagined one-semester CYLC are for
students to develop interpersonal skills for the attorney-client
and other professional relationships, solve legal problems, learn
how to learn from experience, and understand how legal
doctrine and institutions impact the lives of poor people. I
chose these goals because they form the core of what can
reasonably and uniquely be achieved during a semester in a
live-client clinic. By focusing on these goals, I do not expect
that my students will know everything they need to know to
practice law. But, I hope my students will have a solid
intreduction to thelr role as attorneys and models for future
professional growth.

In addition to the general goals for all CYLC students, I
would like students to determine their own strengths and
weaknesses, and identify strategies to achieve their learning
goals. To tailor the experience to students’ 1nd1v1dua1ized
objectives for learning, 1 will use learning contracts. 264 While
we have used a standardized learning contract in the past, we
have never used individualized contracts where students
identify personal goals. By emphasizing students’ own goals, I
hope that students will fully engage in the experience and leave
the clinic armed with tools to help boost their professional
development when they enter practice.

This vision pares down what we seek to do in the current
year-long configuration of the clinic, primarily by de-
emphasizing objectives that can be achieved through other
courses in the curriculum.”®® In doing so, however, students

262. Id. at 62.

263. See generally Weinstein, supra note 206, at 573 (“I have watched
very capable students make the leap to very capable young student lawyers.
They are not ready for all that awaits them in practice, but they have taken a
big step in that direction.”).

264. Jane H. Aiken et al., The Learning Contract in Legal Fducation, 44
MD. L. REV. 1047, 1048-49 (1985) (quoting R.M. Barlow, An Experiment
with Learning Contracts, 45 J. HIGHER EDUC. 441 (1974) (defining a
learning contract “as a ‘document drawn up by the student in consolation
with {an] instructor specifying what and how the student will learn in a given
period of time.”).

265. The current goals of the CYLC are to: (1) “Train students in
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will still be exposed to many of the things we do in the current
clinic. Among the goals of our year-long clinic is to teach
“fundamental lawyering skills,” and we try to devote equal
attention to a broad range of skills.*®® In a one-semester clinic,
the focus will be on those skills best learned when there is a real
client and ever shifting facts: client interviewing and
counseling, fact development, and problem solving. Trial skills,
on the other hand, will not receive a great deal of attention
because the University of Miami has a rigorous simulation
litigation skills course in which many of our students enroll. Of
course, students will need to be prepared for litigation if
necessary. Rather than devoting precious class time to in-depth
training on litigations skills, I may provide guidance on trial
techniques individually and recommend trial texts or webinars
for students. Class time may be better used for oral arguments
or mock trials.

Another current clinic goal that will be de-emphasized is
teaching substantive law. We currently devote almost half of
our classes in the first semester to teaching substantive law on a
range of topics such as child welfare, special education, and
disability law. As part of our non-directive approach, we also
often expect students to find the law, and sometimes reinvent
the wheel, on even basic law in our substantive areas. Because
substantive law is no longer a primary focus, students can be
provided the general law more efficiently during the orientation
at the beginning of the semester or through better dissemination
of reference material and prior clinic work product. Students
will still be expected to do research on issues specific to their
cases, and substantive law may be discussed in class as part of a
broader discussion about legal strategy.

While one of the clinic’s goals still reflects a social justice

fundamental lawyering skills[;]” (2) “Instill in students high standards of
ethics and professional responsibility[;]” (3) “Provide high quality,
professional and zealous representation to our clients[;]” (4) “Foster
students’ ability to engage in self-reflection and introspective professional
development[;]” (5) “Enhance students’ understanding of how legal doctrine
and institutions operate in individual cases[;]” and (6) emphasize the value of
public service. CYLC MANUAL, supra note 142, at 1.

266. Id. Work of CYLC students “may include client interviews, motion
practice, informal and formal discovery, negotiations and mediations, court
and administrative hearings, trials and appeals, complex litigation, and
legislative advocacy.” Id.
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mission, it would be implemented more narrowly than in the
current year-long clinic. Students in the year-long clinic work
on a wide range of law reform projects including legislation,
administrative advocacy, amicus briefs, and litigation. In the
one-semester clinic, students will learn to interview and counsel
in a way that reflects understanding of the lives of our clients.
And we will discuss the way in which the law often operates to
further marginalize the indigent.

In addition to their individual cases, students will participate
in at least one project that approaches problem-solving “from
another perspective, such as providing community education,
engaging in collaborative problem-solving with a community
group, or examining an issue or problem that arises in the
context of their representation of individual clients.” 267 There
may be manageable projects that allow students to “recognize
that ‘lawyering for social change requires lawyers to attend to
the broader social context in which the client and other similarly
situated persons live.””*®® The key is identifying a project that
is discrete enough to allow the student to have a meaningful
experience in one semester.

The one-semester clinic will still handle several different
types of cases, but will focus primarily on cases with shorter life
spans. A clinic for youth transitioning out of the foster care
system, or who have already aged out, may lend itself to a one-
semester model. The one-semester clinic could primarily
handle administrative appeals of independent living benefits,
Medicaid waiver cases, and guardianships for youth with

267. Seielstad, supra note 254, at 465; see also Srikantiah & Koh, supra
note 98, at 455-59 (discussing the benefits of “exposing students to” big
picture advocacy work, in addition to individual case representation).

268. Sara R. Benson, Beyond Protective Orders: Interdisciplinary
Domestic Violence Clinics Facilitate Social Change, 14 CARDOZO J.L. &
GENDER 1, 10 (2007) (quoting Margaret Martin Barry, 4 Question of
Mission: Catholic Law School’s Domestic Violence Clinic, 38 How. L.J.
135, 156 (1994)). Professor Seielstad discusses how domestic violence
clinic students learn about law as a tool for social change through educating
elementary and high school students about domestic violence, organizing a
support group for victims of domestic violence, conducting research about
practice and client narratives, and lobbying. Seielstad, supra note 254, at 9-
11. See also Duquette, supra note 235, at 17 (noting that students in the one-
semester University of Michigan Child Advocacy Clinic are involved in
legislative drafting).
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disabilities. These are essentially cases in the current CYLC
caseload mix that are capable of resulting in a start to finish
experience in the course of one semester. Students should be
able to meet with the client and understand the problem, engage
in strategic planning and analysis, and execute strategy in one
semester.

Every team of students will be assigned one administrative
appeal, as well as two or three other cases.”’® It is hard to gauge
how much time students will need to spend on this particular
mix of cases, so the caseload may need to be adjusted. The
value in administrative appeals is that they allow students to get
an entire litigation-based experience in a condensed time-frame,
and might involve negotiations, pre-trial motions, trial
preparation, and an evidentiary hearing. For example, our
Medicaid waiver cases are typically set two months from notice
of appeal. The cases are challenging, often involving expert
witnesses and review of medical evaluations, yet manageable
for a student who devotes the time necessary to master the facts
and law. Guardianships typically culminate in fairly
straightforward court hearings, but are rich with opportunities
for students to develop facts, analyze potential options to
achieve the clients’ goals, and draft simple pleadings.

By focusing on a client population, such as older youth, as
opposed to a substantive area, we will continue to represent the
“whole client.” We may not be able to handle as broad a range
of cases as we currently do, but can continue to do holistic
representation. Students will still need to recognize the clients’
strengths and challenges, as well as the nuances of the clients’
experiences and the lens through which the client sees the

269. See Weinstein, supra note 206, at 585.

270. In the current year-long CYLC course, students work individually.
In the one-semester clinic, students will work in teams of two, both as a
means to cut down on formal supervision meeting time and to increase the
likelihood that every student will get a similar range of experiences. See
Daniel S. Medwed, Actual Innocents: Reflections on Selecting Cases for a
New Innocence Project, 81 NEB. L. REV. 1097, 1147 (2003) (recognizing
student teams may lead to more effective results “because they teach and
learn from each other and, from the client’s perspective, two heads are often
better than one.”); see also David F. Chavkin, Matchmaker, Matchmaker:
Student Collaboration in Clinical Programs, 1 CLINICAL L. REV. 199, 209
(1994) (arguing students teams foster the opportunity to learn how to
collaborate with colleagues).
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world. Students will still be asked to confront questions such
as: What are the factors that led to the client’s current
circumstances?; What factors influence what the client wants?;
and What are our assumptions about the indigent? Cases that
cannot be handled by the one-semester clinic can be referred to
another clinic within the law school or a legal services program
in the community.

The number of credits will be increased from the current four
credits for ten hours of field work and three and one-half hours
of seminar per week to at least six credits. Under the formula
that we use, six hours of clinic would translate into
approximately twenty-one hours of structured interaction time
in the clinic. By working more hours in the clinic, students
have more time to devote to their cases, thereby increasing their
opportunity to learn from the experience. At the same time,
students have fewer required courses during their semester of
clinic. This responds to the concern most commonly expressed
by students who favored a one-semester clinic that the time
spent on clinic makes it difficult to balance clinic with other
classes.

VII. CONCLUSION

In developing clinical programs, we should be conscious of
the trade-offs in choosing to offer clinics for a year or a
semester. Based on my experience in the CYLC, as well as
analysis of clinical and learning theory, I believe there are
sufficient benefits to students, clients, and law schools that there
should be year-long clinics. At the same time, the value of
providing a clinical opportunity to as many students as possible
justifies offering one-semester clinics. In offering one-semester
clinics, clinicians should be mindful of setting realistic goals
and designing the clinic to ensure that students get the most of
the experience. As with other aspects of clinical design, we
need empirical research on whether longer clinical ex eriences
lead to students who are better prepared for practlce Data is

271. Sandefur & Selbin, supra note 31, at 84 (noting that one of the
challenges with drawing conclusions from the After the JD Study is that
“some students may have spent several terms in their law school’s clinical
program, while others will have spent only a brief time participating in
clinical training.”).
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imporpant fozr law schools as they consider how to improve legal
education,”’” as is rigorous and thoughtful exploration of how to
develop a clinical program that achieves institutional goals.

272. Silver, supra note 36, at 374,



