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1. Introduction
The legal services landscape is changing. As the sector is becoming increasingly geared towards consumerism1 and
economic efficiency, it has borne multiple variants of the “lawyer”, many of whom are not solicitors or barristers and
have not undergone the typical professional preparation that includes vocational2 and on‐the‐job training.3 In this
way, the changing landscape of legal services provides multiple routes to work within the legal industry. The linear
legal education model (academic stage → LPC/BPTC stage → on‐the‐job training) seems to follow the trend of
diversification, increasing the variety of pathways into legal practice, which allows for those without a law degree to
give legal advice.
The challenge for legal educators is to adapt to this transition in a way that continues to deliver effective legal
education, by producing employment‐ready graduates and postgraduates. Thus, at the very heart of being
employment‐ready, in any industry, is the notion of professionalism. The concept rose to prominence in the second
half of the twentieth century,4 and the effort to maintain “the aura of professionalism”5 is visible in the key reports
that predate the LETR.6 In 1997 the ACLEC Report acknowledged that the increasing internationalisation and
commercialisation of higher education magnified the divergence between academic and professional legal
education.7 Hence the LETR Committee proposed to integrate academic and professional stages of legal training, and
described what both stages should aim for: intellectual integrity and independence of mind, core knowledge,
contextual knowledge, legal values, and professional skills.8 The LETR’s call to “strengthen requirements for
education and training in legal ethics, values and professionalism”9 has once again placed the notion of
professionalism firmly in the spotlight. For these reasons, it is imperative that we determine not only what is meant
by professionalism, in the context of the changing landscape of legal services, but also how we can inculcate it in our
teaching and work ethos and, consequentially, how we can develop it within our students, in order to provide some
common standard of professional values and attitudes for future lawyers in the larger framework of “graduateness”.
To reflect the growing importance of professionalism in legal education, the body of this article is divided into three
sections. Sections 2 and 3 consider definitions of professionalism and provide an applicable articulation of the notion
within the context of the changing landscape of legal services. Section 4 considers the challenges for legal educators
in applying and inculcating an accepted articulation of professionalism. Taking into account the LETR
recommendations, the article concludes with some practical proposals as to how professional skills, attitudes and
values could be developed in higher education degree programmes.

2. Defining professionalism
The term “professionalism” is not easy to define. Hamilton observes10 that “legal scholars have so far been unable to
construct and agree on a widely‐accepted, clear and succinct definition of ‘professionalism’”.11 He identifies three
strands of literature: the first strand tries to avoid defining professionalism at all, assuming that it exists as a given
within the legal profession and instead concentrates on how professionalism is in decline, identifying problems in
the profession; the second strand seems to focus on “one or more characteristics of professionalism that are the
‘core’ of professionalism”12 (e.g. core values, professional standards, individual morality, respect for community);
finally, the last strand of scholarship rejects professionalism as one‐way thinking about how the legal profession
should function, as there may be no “one universal way to be a legal professional”.13
How is professionalism defined in the LETR? The Report does not provide a definition for this term and instead
describes professionalism in different contexts such as competencies,14 expected core learning outcomes,15 the legal
profession’s values,16 personality attributes/habits of mind,17 or ethical awareness.18 It appears that the LETR reflects
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Hamilton’s second strand of literature, as it focuses on certain characteristics of professionalism. The Report notes
that professionalism has a close relationship with competence, acknowledging that the term “competence”, too, is
not used consistently across the legal sector, and that to some extent it may be “determined by context, so that
what is described as a ‘learning outcome’ in the classroom may be identical to an achievement described by an
employer or professional body as a ‘competence’ in the workplace”.19 It is not surprising that the recent focus on
employability in higher education (HE) aims to develop the competencies valued by employers, through introducing
assessments testing these employment‐friendly skills incorporated in learning outcomes. Thus, professional
competence denotes not only subject‐specific knowledge, but also soft skills and meta‐competencies.20 The latter
include “the ability to manage ambiguous problems, tolerate uncertainty, and make decisions with limited
information”;21 managing uncertainty; monitoring and evaluating one’s own cognitive processes;22 personal, creative
and emotional intelligence.23
Given such varied terminology and the close connotation between professionalism, competence, and employability,
how could we concisely define the lucid concept of professionalism? In light of the literature on established
professions – such as the clergy, law, engineering, nursing and medicine – Colby and Sullivan provide the following
definition of professionalism (emphasis added):
Professions involve (at least) a commitment to serve the interests of clients and the welfare of society;
bodies of specialized knowledge and skill; and procedures through which the professional community
provides oversight of entry into the profession and quality in both practice and professional training.24
From the above we can identify a four‐dimensional framework that defines professionalism: (1) intellectual training
to learn the academic knowledge; (2) a skill‐based practice; (3) certain values: ethical standards, social roles and
responsibilities of the profession grounded in its fundamental purposes; and (4) the existence of professional
regulatory bodies that concern themselves with how professionals are trained and perform their work.25
The LETR seems to draw inspiration26 on how professionalism is built from Epstein and Hundert’s multidimensional
model on professional competencies. It looks, first, at the discipline‐specific knowledge (i.e. knowledge of law);
secondly, at professional skills (lawyering skills, as well as other general employability skills);27 thirdly, at a set of
professional values that underpin the first two attributes and that continue to develop through one’s career and
life.28 This concept of professionalism is much wider than Colby and Sullivan’s definition, and there are some
similarities to how “graduateness” is defined in scholarly literature.29 The latter can be viewed as “the common
qualities that graduates should have”,30 pointing to a much wider set than what is known as “employability skills”,31
despite the fact that graduateness today has come to be even more closely linked with employability.32
Based on the definitions of professionalism articulated above, it appears that the notion can be seen in two distinct
ways. First, as professionalism in the narrow sense, this implies regulation of law practitioners by the professional
bodies. This type of professionalism reflects the traditional understanding of professions, where becoming a lawyer
requires supervised – linear – legal education, as well as observance of professional standards after qualification to
practise as a solicitor or a barrister. In terms of education, the focus when preparing such regulated legal
professionals is very much on developing their legal knowledge, lawyering skills and values that are in line with the
values of the regulatory bodies.
In contrast to the above definition, professionalism can also be understood in the wide sense, which does not
require regulation by the professional bodies and focuses instead on skills and values that any professional should
possess or have. Entry into legal services today can be gained through a variety of non‐linear pathways, in terms of
both education and on‐the‐job training. It is likely that, in light of the current changes to legal services, many
graduates will become lawyers, not via the regular linear route that solicitors and barristers typically follow, but also
through on‐the‐job training. Arguably, by the time a student finishes a law degree or Graduate Diploma in Law, much
of the knowledge gained is either out of date or, for example, in the case of a graduate obtaining a training contract
in a corporate firm, not applicable. Given the changing nature of legal services, it is quite common that the
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knowledge required “to do the job” is acquired through work experience, by practising as a lawyer (e.g. as a CILEx
member). Thus, instead of strict regulation, the focus of higher education should be on developing the common
standard of professional skills, values and attitudes that are universal: accepted not only by the legal profession, but
also by others (e.g. accountancy, architecture, medicine, etc.). The transferrable professional skills, values and
attitudes that will enable any graduate to apply knowledge successfully need to be in place from the moment the
graduate enters the job market. In the words of the LETR:33
There is still a tendency within some, particularly more task‐based, [professional] competence frameworks
to focus on a relatively narrow range of cognitive competencies, leaving the development of soft skills …
implicit. This may mean that insufficient attention is given to those skills and meta‐competencies in the
education and training process.
To summarise, the wider notion of professionalism places more stress on skills, values and attitudes that can be
developed via higher education and on‐the‐job training, instead of focusing on knowledge acquisition and regulation
by professional bodies. Thus, this article considers and applies professionalism in the wider sense: as skills, personal
attitudes and values that guide one’s behaviour when providing legal advice. The reasons for the application of the
wider articulation are amplified in the context of a diversifying legal services market, examples of which are set out
in the section below.

3. The changing landscape of legal services and higher education: challenges for
professionalism
According to Colby and Sullivan’s narrow definition outlined above,34 professionalism includes being a member of,
and regulated by, a professional body. However, as we argued earlier, the emergence of diverse routes into working
within legal services has meant that a person can now practise law without having taken the more traditional linear
route to qualification. The potential for greater diversification of legal services (especially in the commercial sector)
is possible because of the type of work that lawyers undertake. Legal services are split between reserved activities
(e.g. litigation or commercial conveyancing) and unreserved activities (e.g. transactional work, will writing or
employment advice). Typically, qualified and regulated solicitors will undertake both types of activity, whereas non‐
qualified lawyers, who have not undergone professional vocational training (LPC/BPTC), can undertake only
unreserved activities. Although unreserved work was performed by non‐qualified lawyers even before the
introduction of alternative business structures (ABSs), the advent of the ABS regime has been the catalyst for greater
numbers of traditionally non‐legal companies entering the legal services market. Consequently, there are now
diverse routes into working within legal services. The ABS illustrates this point, as set out below.
The 2004 Clementi Review35 recommended the introduction of ABSs. These were to be implemented via two distinct
routes:36 the legal disciplinary practice (LDP) or the multidisciplinary practice (MDP).37 The former permits lawyers
from different professional bodies – e.g. barristers and solicitors – to work together to provide legal services;38 while
the latter enables lawyers, as well as other professionals – e.g. accountants, chartered surveyors and auditors – to
work in unison to provide legal and other services.39 Additionally, the ABS regime allows for external ownership of
these structures. Driven by the financial benefits of these new business opportunities, a number of well‐known non‐
legal businesses have expanded into the sector,40 including, for example, The Co‐operative Legal Services.41
If we are to apply Colby and Sullivan’s definition of professionalism to ABSs, at first sight it would seem non‐
problematic, as the employees of these new structures are governed by professional bodies. Thus, if a business or
firm wishes to become an ABS, it must first be granted a licence by the Solicitors Regulation Authority (SRA);42 there
are currently 196 ABSs licensed in this way.43 Being a licensed ABS enables the company or firm to undertake both
reserved and unreserved work. However, the reality today is quite different, as there are thousands of other
organisations that provide legal services that are not licensed in this way. For example, AA Legal Services44 and Direct
Line (DLG Legal Services)45 have recently entered the legal services market, but neither company features on the SRA
register of licensed ABSs. Consequently, in theory at least, these organisations, and many others, will be undertaking
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unreserved work and, as they are not licensed, their practice will be beyond the regulatory remit of the SRA. As a
result, within these organisations there may not be any “typically” qualified and regulated lawyers overseeing the
advice being given. This “reality check” on how legal service providers function gives rise to two conflicting
arguments regarding the wider definition of professionalism, as adopted by this article: (1) on the one hand
regulation by a professional body will at least go some way to ensuring a common standard of professional
behaviour by providing a framework within which individuals can operate; (2) on the other hand professionalism,
and being professional, should not depend upon membership of, and regulation by, a professional body, especially
as such a body cannot possibly reach every corner of the current legal marketplace. Therefore, Colby and Sullivan’s
narrow definition of professionalism is not suitable for the modern, diverse legal market, where there are various
pathways into working within legal services. This is illustrated by AA Legal Services and DLG Legal Services which will
employ people to provide legal advice who have not entered the legal services market via the traditional linear
pathway. These employees may not be subject to regulation in the same way as a barrister or solicitor, but will still
need to be subject to, and maintain, a common professional standard. Consequently, the transforming landscape of
legal services requires higher education to change in order to address the issues with professionalism that have been
identified in this article. There are at least three challenges for higher education in relation to this that are discussed
below: (1) ensuring the public purpose of legal services; (2) designing professional institutional set‐up; (3) providing
high‐quality pedagogy training. These will be dealt with in turn, below.

4. The challenges for educators
In applying the wider definition of professionalism, what are the challenges facing legal educators? In relation to the
LETR, in order to ensure professionalism survives in the changed environment in which the legal profession operates
today,46 three aspects of legal training need to be addressed: (1) the knowledge; (2) the skills; and (3) the attitudes
and values that professional lawyers should possess. We focus on the latter two aspects that are applicable not only
to legal services, but also to wider industry, especially as the Confederation of British Industry found that up to 2017
the major areas of anticipated job expansion were for managers, professionals and associate professionals.47 For
example, the call for professionalism was the central tenet in Lord Stevens’ recent report entitled “Policing for a
Better Britain” on the need to restructure police as a profession that serves the public.48 To illustrate the cross‐
disciplinary rise of the need for professional values and attitudes, the LETR Report draws inspiration on how
professionalism is ingrained in the healthcare and financial sectors “where the risks from incompetent practice are
particularly high”.49 The Report bases its findings on Epstein and Hundert’s multidimensional model of professional
competence in medicine50 and compares the drive for “professional as opposed to technical education”51 in
accountancy, in order to reflect on the changes that are taking place in the legal sector today. It follows that in the
future the demand for professional workers will be high across a range of industries, including policing, medicine,
accountancy, and law. As professionalism standards are converging, law academics must be alert to developments in
other fields, in order to ensure that law graduates are equipped with the knowledge and skills to enable them not
only to go on to the LPC or BPTC, but also to enter, and operate effectively within, other industries, while being able
to reflect on their practice in light of ethical values of what it means to be and act as a professional.
The above trends are strengthened by statistical data on law graduates, which shows that many choose careers
outside legal practice. According to the Higher Education Statistics Agency, law graduates who are in employment six
months post‐graduation end up in jobs related not only directly to law (15%), but also to business or financial
services (10%); while others go on to further study (30%)52 before entering the job market. With, for example, the
number of training contracts registered in the 12‐month period to July 2012 dropping to 4869 – a decline of 10.5%
from the previous year53 – many law graduates do not enter the legal profession after acquiring a law degree, even
though at the beginning of their studies this may be the preferred and popular destination.54 As the legal market
becomes increasingly competitive and more difficult for graduates to access via the LPC or BPTC, many graduates
choose diverse employment options or postgraduate education. For the above reasons, a task for law educators is
not just ensuring that university graduates know the law (which changes quickly, and thus may not even be
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applicable in other industries), but ensuring that they also develop an understanding of professional skills and
values; these will inform not only what they do in their careers, but how they do it.
The converging standards of professionalism have also been articulated by a number of academic commentators,
who have expressed a need for a common standard of professionalism to be developed across a variety of degree
disciplines. As Bradney observes, a “pure” liberal law degree is no longer fit for current economic and societal
needs.55 Thus, it is argued that higher education needs to be combined with skills and values training to prepare
graduates that are fit both for non‐legal employment, as well as for professional legal training. Hepple sees the
division of academic and professional legal training as a negative dichotomy, or “the false antithesis between ‘liberal’
and ‘professional’ legal education”,56 which was the result of the Ormrod Report. In reaction to Ormrod, Arthurs
noted the need to do away with the “oft‐repeated experience of students who at the academic stage were engaged
in abstract intellectual debate, and were then asked to engage at the professional stage in ‘mundane, quasi‐clerical
work’ which would lead to a ‘severe loss in morale and idealism’”.57 As Hepple observes, the ACLEC Report favoured
“integrated education and training, in which liberal values and transferable professional skills [were] learnt
throughout the educational process by in‐depth study of Law” (emphasis added).58 This was the call for the
traditional linear model of academic and vocational stages (that result in the qualification of barrister or solicitor) to
be replaced “by the notion of life‐long personal development in the law as a liberal and humane profession”
(emphasis added).59 For these reasons it is a positive recommendation by the LETR to address skills and values at
university level,60 in order to create a seamless progression towards professional training for those law graduates
who wish to do so.61
Considering the above, what are the recommendations by the LETR for improving the development of
professionalism in higher education? One recommendation is to improve professional skills training, by stressing
skills such as legal research, written and oral communication,62 management, equality and diversity,63 commercial
awareness, advocacy and leadership (supervision of trainees and others).64 A similar need for “non‐technical” skills is
also demanded by other professions, such as accountancy, where there have been numerous calls to develop
teamwork and communication skills,65 commercial and technological awareness,66 and the capacity for lifelong
learning.67 According to the LETR, these skills are to be assessed by including appropriate learning outcomes and “a
distinct assessment of legal research, writing and critical thinking skills at level five or above”.68 While doing so, legal
educational providers should “retain discretion in setting the context and parameters of the task, provided that it is
sufficiently substantial to give students a reasonable but challenging opportunity to demonstrate their
competence”.69 Thus, as with professional knowledge,70 the LETR leaves sufficient flexibility for providers of legal
services education and training (LSET) to design learning outcomes and assessments, as well as the restructuring – if
required – of their law programmes71 to implement these recommendations. A wealth of legal skills modules is
already available at many universities in the United Kingdom, some of which also offer sandwich degrees that
include work experience opportunities. The LETR sees practical work experience, integrated into law degrees, as a
positive way to develop the professional skills outlined above. The Review is cautious about the financial and other
implications these kinds of degree structures may have,72 and for these reasons leaves LSET providers free to choose
whether to adopt such degree structures for their programmes.
The third aspect of professionalism – professional values and attitudes – was also stressed by the LETR.73 The call for
including professional ethics in academic training was already visible in Justice’s reaction74 to the Ormrod Report,
which “wanted to see greater emphasis on ‘practical training’, including ‘some training in office management’ for
both branches of the profession, including ‘professional ethics’”.75 ACLEC, too, noted that “the ethical challenge goes
beyond client‐based services, to ‘wider social and political obligations’ such as protection of the rights of
minorities”.76 Reflecting these calls, the LETR identifies a much greater need to focus on “the centrality of
professional ethics and legal values”77 and calls for “regulators … to consider developing a broad approach to this
subject rather than a limited focus on conduct rules or principles”.78 As guidance for professional values training, the
LETR looked at the Scottish vocational Professional Education and Training (PEAT). Stage one of PEAT79 involves
training on professional values such as the interests of justice and society; effective and competent legal services on
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behalf of the client; continuing professional education and development; diversity and public service; trust, respect
and personal integrity.80 The LETR proposes that learning outcomes in the academic stage include “reference … to an
understanding of the relationship between morality and law, the values underpinning the legal system, and the role
of lawyers in relation to those values”.81 The LETR seems to leave a lot of flexibility for universities to include
professional values training into law programmes, in particular stating that “there is no consensus to include
professional ethics as a discrete Foundation subject”.82 However, at the same time it suggests that skills and values
training must be given greater importance at this stage than they are being given at the moment.83
In light of the wider definition of professionalism advanced in this article, and in the context of the increasing
pathways into working within legal services, in order to achieve a common professional standard, it can be argued
that the development and inculcation of professional skills, attitudes and values should feature in many
undergraduate degrees. How can academics ensure that professionalism, as defined in this article, is addressed in
higher education?
One way of answering this question is to allow for reasonable academic discretion when constructing degrees, as
long as that discretion is exercised with the awareness of the pedagogical tools and methods that help future
professionals to develop not only their knowledge, but also their professional skills, attitudes and values. If a law
degree is considered in this context, it becomes unavoidable to incorporate training of skills that are essential for
legal professionals.
Reflecting on the skills gap, there is a need to change the strategies and types of assessment in law modules. This
was already identified in the Training Framework Review (TFR), “which focused not on learning and teaching
methods but on assessment”.84 The call for improvement of assessment and feedback is clearly visible from the
National Student Survey (NSS), which shows that this is the criterion which scores lowest across the whole higher
education sector.85 For this reason, it is encouraging to see that action is being taken to find ways to improve
assessment by the Higher Education Academy.86 Thus, improving NSS scores on assessment is an ongoing task for all
academics, whether involved in research or teaching; and this task should be undertaken with the aim to improve
professionalism.
The LETR recommends enhancing assessment in two ways: first, “through a more robust system of learning
outcomes and standards”;87 secondly, through “increased standardisation of assessment”,88 where “education and
training providers … have appropriate methods in place for setting standards in assessment to ensure that students
… have achieved the outcomes prescribed”.89 In relation to the first, the LETR recommends setting threshold levels
of competence “across at least the range of reserved activities and common core skills” at level six as a minimum,90
with the long‐term aim to develop “a common framework of learning outcomes and standards for the legal services
sector as a whole”.91 In relation to the second way of reforming assessment, it is well‐accepted practice in higher
education that the knowledge of law is assessed by written exams and coursework. But are these the most suitable
assessment methods that develop professional skills, such as the ability to communicate effectively, or the ability to
gather and integrate information from various legal sources? An argument can be made that:
the traditional exam is not the best way of assessing these skills because it is limited both by time and by the
resources students are able to consult [and] … in a traditional exam it is difficult to assess if professional skills
have been acquired in depth.92
Drawing on medical education, the LETR seems to favour new assessment modules being introduced into legal
studies: problem‐based and case‐based learning;93 simulation;94 independent learning; small group work;95 skills
sessions; legal‐environment‐based teaching;96 computer‐based learning; self‐reflection; learning portfolios; self and
peer assessment.97 These assessment techniques, most of which are outcomes‐based, are more effective at
delivering students who are not only legal training‐ready,98 but also employer‐ready. Finally, to enable the students
to choose a career, the LETR suggests that LSET should provide “higher quality and more accessible information on
the range of legal careers and the realities of the legal services job market”.99
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Looking at professional values and ethics, a number of observations could be made. First, the public purpose of the
legal profession must be stressed during all stages of education and should underpin all activities across the legal
sector. By delivering legal services, which is a public good, lawyers discharge public and social obligations. It was
ACLEC100 that noted:
… the need to maintain “the high professional and ethical standards upon which our legal system and, it
could be said, our democracy depend”. Pro bono services had been remarked upon in earlier reports, but
here the linkage of standards with democratic values that include pro bono services, and the growing
significance of law “between government and the governed at various levels” reveal a much more
sophisticated regulatory concept of what standards might entail.101
The LETR, too, aims to ensure that LSET “advances the regulatory objectives of the Legal Services Act 2007 in the
interests of society, consumers and justice”.102 This public purpose of the legal profession could be fostered in
universities in a number of ways, e.g. through encouraging student volunteering,103 Citizens Advice Bureau training,
charity fundraising, peer‐assisted learning schemes, or faculty student representation schemes. If academics actively
support law students’ engagement in activities that benefit the public, this is more than likely to instil in students the
duty for public service, which is a trait of professionals according to the wider definition.104 Currently, in the legal
profession there are many role models, often senior members of the profession, who show willingness to mentor
future talent. Thus, it is possible that the public purpose of the legal profession could be instilled in students’
behaviour, not only from within, but also from outside academia, too. In the words of David Edmonds, the Chair of
the Legal Services Board:
If the law is ever more effectively to serve the public, then the profession – or rather the entire legal
workforce – needs to have the right skills and knowledge. … It is about achieving a constant interplay
between practice and education, with the two spheres in constant dialogue, each driving improvement and
innovation in the other to the broader public good.105
This leads to the professional institutional set‐up, which greatly influences how students develop their professional
identities. The ACLEC Report was the first to notice that there was a correlation with professionalism values
embedded in the whole institution that practises these values, rather than just preaches them, especially in light of
institutional self‐assessment.106 Therefore, there is a need to concentrate not only on students’ personal skills and
values, but also on the professional values reflected and promoted in the educational environment and institutional
culture. As Giroux observes, “the dominant culture is mediated in schools through textbooks, through the
assumptions that teachers use to guide their work, through the meanings that students use to negotiate their
classroom experiences, and through the form and content of school subjects themselves”.107 What are the factors
affecting the development of professionalism culture in the UK’s law schools and departments today?
If we are to start developing the values and attitudes of professionalism at universities as part of the overall
professional institutional set‐up, it is essential not only that academics are trained as educationalists, but also that
they lead students by example by consistently demonstrating what it means to be professional. The need for such
role models is especially pertinent at HE institutions with an active widening participation (WP) agenda. Many WP
students may not have had a professional role model in their lives; their tutors could be their first point of
representation on what it means, and is, to be a professional.108 It is a positive sign that the LETR focuses on the
promotion of fair access as one of the four issues critical to the future development of LSET109 and recommends “a
range of institutional changes intended to support information flows and cultural change in the future regulation of
LSET”.110
The final problem that needs to be addressed in academia when ensuring that professionalism is embedded in
different degrees is the current lack of high‐quality pedagogy training for all academics. Even though it is
recommended that educators should have competencies in academic knowledge, professional development and
pedagogy training,111 the latter criterion is still overlooked in terms of the quality112 and inclusiveness113 of such
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training at many UK universities. In other words, even though there exists the HEA UK Professional Standards
Framework, the plans to let students judge universities on how many of their academics hold teaching
qualifications114 and a plethora of resources developed by the Higher Education Academy to support staff new to
teaching,115 UK academia is not yet “professional in its teaching”.116 Unfortunately, within the universities there still
exists a wide distinction between professional academics (those who research) and professional educationalists,
which contrasts with professional training of, for example, school teachers.117 Given that university students are
changing – undergraduates are, arguably, less engaged by their courses and they are spending much less time
studying than they did 40 years ago;118 open online courses (MOOCs)119 are becoming increasingly common; and
technology is used to enhance knowledge delivery – there is a need to keep legal educators up to date with the new
teaching and assessment methodologies of such students, at the same time engraining professionalism skills, values
and attitudes into this framework. For the above reasons, “[a]cademics can … no longer be researchers who teach.
They must be general practitioners”,120 or professionals‐in‐academia.
To summarise, this section has established how the three challenges set out above – linked to maintaining a
common standard of professionalism in light of the changing landscape of legal services – could be overcome by
educators. First, with regard to the public purpose of legal services, a clear message has been advanced: to maintain
its social utility, future lawyers must be inculcated with the professional ethical values, attitudes and skills required
to work effectively within not only the legal sector, but also other industries. Secondly, the institution that is
providing the education must, in itself, embody professionalism. Academics must act and be seen to be professional
in order to impart the values, attitudes and skills to their students. Thus, it is not enough to simply teach
professionalism; academics must also practise it. This is inextricably linked with the final challenge, namely that
pedagogy training for academics needs to become more professionalised in line with other professions.

5. Conclusion
The values and attitudes associated with being professional are developed and nurtured over time, very often
through experience. Given the changing legal services landscape, with diverse pathways into working within the
sector we, higher education professionals, should play a vital part. By ingraining professionalism within our degree
programmes, we may be able to go some way to establishing a common standard of professionalism that can be
developed within our students to ensure they are public service and employment‐ready when they leave university,
regardless of what industry they enter and, if they are employed within the legal sector, regardless of whether or not
they are regulated.
This article has established that the changing landscape of legal services, emanating from the drive for consumerism
and greater economic efficiency, amplifies the need for a consistent minimum standard of professionalism to be
developed and applied within degree programmes. The LETR Report left “for each of the frontline regulators to
decide, in the light of their regulatory responsibilities, what action they will take in response to the report’s
recommendations”.121 Arguably, academia seems to be left out from this picture, even though the legal profession
already regulates aspects of legal training such as knowledge (on the basis of the Qualifying Law Degree) and skills.
To narrow this gap, it is important that both professional regulatory bodies and also educators work together to
create a seamless process of legal education and training which retains professionalism, and especially the values of
the legal profession, at its core. After all, if “professions involve (at least) a commitment to serve the interests of
clients and the welfare of society”,122 it is up to the whole sector to practise with the public interest at heart, and
lead by a professional example. If a law degree is to be considered a “safe investment” by potential students who
may pursue a variety of professional careers – such as foreign diplomats, civil servants, policy‐makers, magistrates or
scholars – it is essential that such an undergraduate degree includes training of professional skills, values and
attitudes.
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Notes
1 This is especially evident in the Clementi Report that resulted in the Legal Services Act 2007; D. Clementi, Report of the Review of the
Regulatory Framework for Legal Services in England and Wales (London, Department for Constitutional Affairs, 2004) (the Clementi
Report), see chap. F generally. The LETR recognised the need to make legal services more accessible for consumers; see J. Webb, J. Ching,
P. Maharg and A. Sherr, Setting Standards: The Future of Legal Services Education and Training Regulation in England and Wales (London:
Legal Education and Training Review, 2013) (LETR Report). Available at: http://letr.org.uk/the‐report/index.html. See also, Department for
Constitutional Affairs, The Future of Legal Services: Putting Consumers First, White Paper Cm 6679 (Norwich, TSO, 2005) pp. 40–41. The
paper sets out the benefits of the regime to consumers, including better access to justice, improved service and, of particular relevance to
this article, for reasons set out below, convenience.
2 Legal Practice Course (LPC); Bar Professional Training Course (BPTC).
3 A training contract or a pupillage.
4 The Training Framework Review Group Reports (2005) and the Wood Reports; as cited in LETR Literature Review: Legal Education,
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