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DESIGNING CASE-BASED MATERIALS
FOR LEGAL WRITING INSTRUCTION:
A FRAMEWORK FOR ESP CONTEXTS
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ABSTRACT: Developing case-based materials for legal writing instruction is essential in the
context that existing legal writing books are not appropriate for a specific group of learners in a
specific local context. While some materials design frameworks have been proposed in the literature,
they do not specifically address case-based materials development which often requires attention to
legal writing pedagogy and case-based learning pedagogy. The present study is, therefore, conducted
to recommend a novel framework for the purpose of developing case-based materials to teach legal
writing skills. It adopts a conceptual design reviewing literature on case-based learning, legal writing
pedagogy and materials design to recommend a novel framework specifically for case-based
materials design. Drawing on Wiggins and McTighe’s (2005) backward design model, the author
conceptualizes a three-stage framework, starting from needs analysis and learning outcomes
identification to assessment and sequenced tasks for instructional activities implementation. Future
studies are encouraged to pilot, test and validate this framework before it is adopted or adapted.
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1. Introduction

In legal English education, mastering legal writing requires learners not only to understand legal
content but also communicate it clearly, precisely and coherently in written form. Since legal writing
falls within the realm of English for Specific Purposes (ESP), pedagogical approaches must align
with the fundamental principles of ESP instruction: needs-driven and grounded in genre-specific
practices (Hutchinson & Waters, 1987).

The primary vehicle for delivering this genre-based instruction is the teaching material which is
considered core element determining the success of any training course. Materials shape what
students engage with, how they construct knowledge and the skills they will develop. Legal writing
requires well-designed materials to enable learners to acquire both linguistic competence and
professional skills. However, there exists a significant gap between ESP theory and the reality of
available resources for teaching legal writing in ESP contexts. Candlin et al. (2002) note that many of
the existing legal writing books are designed for native speakers or law students, so they adopt a law-
focused rather than language-focused approach to teaching legal writing. Using these textbooks to
teach legal writing presents a real challenge for non-law ESP students who may struggle with both
legal logic and language at the same time. This highlights the need for the development of legal
writing materials that are tailored to the needs, linguistics proficiency and disciplinary background of
non-law majors in an ESP context.

In this context, case-based materials offer the potential to address this design challenge. Cases can
be selected and adapted to suit learners’ needs and competences. Legal content can also be embedded
within structured, context-rich scenarios which require students to use language as a tool to resolve.
Practicing language in such a narrative context enables students to see the professional relevance of
their legal writing and supports their development of legal reasoning and language skills.

Given that legal writing consists of different genres, which may require a different approach to
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materials design, the proposed framework in this study limits itself to developing materials for
teaching client advice letter writing. Unlike other types of legal writing, such as memos, briefs or
motions, which are written to legal experts (lawyers and judges), client advice letters are written to
lay clients to explain legal issues in a clear, accessible language. The ability to integration of both
legal and language skills suitable for ESP learners with limited legal background justifies the choice
of client advice letters as a writing genre for case-based MD.

Developing such materials requires a clear framework to guide developers through the process of
case selection and adaption to task sequencing and language-content integration. Existing ESP
models (e.g., Hutchinson & Waters, 1987), materials development theories (e.g., Tomlinson, 2013)
and genre studies (e.g., Bhatia, 1993; Hyland, 2004) offer general principles for ESP MD However,
they do not address how authentic legal cases can be translated into structured learning materials that
integrate language, content and professional skill. This conceptual gap highlights the need for a novel
framework that guide teachers and materials developers through the case-based MD process. The
study, therefore, aims to propose a theoretical framework for case-based MD to teach legal writing to
non-law ESP students.

2. Literature review

2.1. Legal writing pedagogy

As the study focuses on client advice letter writing, the discussion of legal writing pedagogy
centers on those features most relevant to this genre. The foundational principal of legal writing
pedagogy is that legal writing is genre-based that cannot be taught effectively without explicit
instruction in genre conventions, including rhetorical structure, communicative purpose, and
audience awareness (Bhatia, 1993; Hyland, 2004). In the case of client advice letters, students must
be instructed how to master legal analysis and reasoning, how to organize it in a coherent piece of
advice in plain English, and how to be responsive to the client’s concerns.

Legal reasoning is a foundational skill in legal writing. Writing a client advice letter requires
students to identify the legal issue the client is facing, analyze the relevant rule(s), and justify the
likely outcomes through legal reasoning. However, legal reasoning cannot be merely analytical;
instead, it must be directed toward advising the client on possible outcomes and the best course of
action to take. To help students develop this skill, legal education commonly uses the IRAC
framework (Issue-Rule-Application-Conclusion). It provides a step-by-step guidance on how to
approach a legal problem and reach a final decision. In legal English education contexts, this
framework is especially useful, offering students a clear mental map to navigate the complexity of
legal reasoning that is unfamiliar to non-law learners. Candlin et al. (2002) endorse the use of IRAC
method, arguing that it connects legal analysis with textual organization of legal reasoning in writing.

Client advice letter writing also emphasizes the use of plain language. Since advice letters are
generally written to a lay client, the writer must rephrase legal concepts and rules using simplified
language while maintaining and accuracy. This task is quite challenging for ESP learners because
they must concurrently manage unfamiliar legal content and linguistic demands of translating it
appropriately.

Another defining dimension of client advice letter writing instruction is audience awareness. As a
form of counselling, advice letters require more than just language simplification. Writers must make
maintain a professional tone appropriate with lawyer-client relationship while balancing it with
empathy.

These characteristics of client advice letter writing suggest that instructional approaches should
situate writing within meaningful contexts and support the development of both legal and linguistic
competence for ESP students. This need for integration provides a strong rationale for the use of
case-based materials for learners to engage in legal logic and communication.
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2.2. Case-based learning in legal English contexts

Case-based learning (CBL) is widely used in legal education to teach abstract legal principles
through narratives, meaning learners are presented with stories (cases) rather than abstract rules and
acquire knowledge through analyzing specific, context-rich situations, identifying relevant legal
principles and reasoning toward a decision.

CBL provides a robust theoretical foundation for the teaching of client advice letter writing in ESP
field. Cases used in legal English instruction can serve as both content input and stimulus for writing
tasks such as advising a client. Specifically, they provide the factual and legal foundation upon which
students develop explanations, evaluations, and recommendations tailored to a client’s needs. CBL
enhances legal writing by promoting authenticity, encouraging critical thinking and problem-solving,
providing rich factual situations for IRAC analysis, increasing student engagement and supporting
transfer from classroom practice and professional undertaking. For non-law learners, CBL offers a
pedagogically valuable approach as it integrates the development of legal reasoning with language use.

However, the utilization of cases to teach legal writing also presents practical challenges. Authentic
cases written in English are often complex, linguistically dense and not embedded in learners’ own
legal system. The dual requirement of processing legal content and language makes cases become a
considerable obstacle for ESP students without sufficient disciplinary and legal English knowledge.

The analysis shows that the value of CBL in legal English contexts does not lie in the use of
authentic cases itself, but in how cases are adapted and designed to suit students’ prior knowledge,
English proficiency, learning objectives and content.

2.3. Principles of ESP materials design

Materials design or materials development (MD refers to the sources of language input provided by
writers, teachers or learners to promote learning (Tomlinson, 2013). This language input should be
designed in principled ways for effective language learning. In practice, there are no standardized MD
principles as materials are developed based on the designers’ understanding of how languages can be
learnt effectively. However, ESP MD need to adhere to core principles.

The most widely recognized principle in this field is needs analysis, as it is the cornerstone of ESP
where all decisions regarding teaching content and method must be based on learner needs (Hutchinson
and Waters, 1987; Dudley-Evans & St John, 1998). In MD process, needs analysis is the initial,
diagnostic phase to identify the gap between what students already know, what the professional world
demands, and what knowledge and skills they must learn to fill this gap. A robust needs analysis
provides the empirical foundation for building material design.

Another key principle of ESP MD is authenticity which is essential for bridging the gap between the
classroom and the professional world. Despite the lack of consensus on a precise definition of
authenticity, material authenticity must be reflected in three dimensions: text, task and context.
Authentic texts are often expected to reflect the genuine conventions, purposes, and structures of
professional genres so that learners can engage with the discourse practices of their target community
(Bhatia, 1993; Harrington & Oliver, 2000). Authentic tasks require the alignment between classroom
exercises and professional practices, ensuring that English is not practised in isolation but is used as a
functional tool to solve real-world problems (Ellis, 2003; Nunan, 2004). Situational authenticity
involves creating a learning environment that mirrors the real communicative contexts and require
learners to perform tasks that professionals actually undertake (Harrington & Oliver, 2000). Given these
dimensions, texts may need to be adapted to ensure accessibility and pedagogical usefulness,
particularly when learners’ disciplinary knowledge and skills are insufficient.

Task complexity is another major principle materials designers have to take into account. Drawing
on Robinson’s (2001) Cognition Hypothesis, task complexity offers multifaced benefits. More
cognitive demanding tasks push learners to produce more structurally sophisticated language to deal
with higher communicative and conceptual load. In addition, greater task difficulty encourages more
interaction and deeper attention to input that contributes to enhanced noticing, processing and uptake of
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salient linguistic forms. Furthermore, long-term retention of what learners encounter is promoted as
metal effort increases. This suggests that task complexity should not be reduced, but deliberately staged
to support learners’ acquisition of both content and language.

While the complexity of tasks is essential for deeper learning, it entails thorough consideration of
scaffolding and task sequencing in materials design to optimize the benefits and avoid its counter-
productive effects. Scaffolding means providing structured support to learners at each stage, such as
guided questions, model texts, worked examples, etc., to help them focus on one aspect and build
schemas (Resier, 2004). Commentary to scaffolding is task sequencing, which controls how cognitive
and linguistic demands are gradually increased in instructional materials. Drawing on constructivist and
situated learning theories, tasks should be arranged in a scaffolded progression, beginning with simpler,
guided activities and moving toward more independent, authentic problem-solving (Collins et al.,
1989). Learners’ prior knowledge and needs should also be taken into account when sequencing tasks
to ensure that each task builds on existing understanding while incrementally developing higher-order
reasoning and practical skills (Hutchinson & Waters, 1987).

In sum, these principles are foundational for materials design; however, they do not specify how
they should be intertwined to design materials that require simultaneous development of language,
content and professional skills as in legal writing.

2.4. Approaches to ESP materials design

The literature suggests three overarching approaches to course design that could be adopted by
case-based materials developers to transform cases into effective learning units: forward, central and
backward. Each approach reflects different assumptions about where the design process should begin
and what subsequent steps are required.

The traditional forward design, also known as the input-oriented or case-driven approach, follows
the linear direction of inputs - processes - outputs. In this model, cases serve as the starting point of
MD for developers to design comprehension, analysis and reasoning tasks around them. Cases
themselves determine the content scope as well as task direction. The major advantage of this
approach lies in the predictability of learning outcomes. However, some potential risks are well-
noted, such as over-emphasis on contents over skills development, passive learning risk and lack of
assessment alignment.

Another approach is central design generally described as progressivism. It begins with the
specific teaching activities or tasks rather than the detailed language inputs or learning outcomes. In
MD, central design equates with task-based/genre-based MD which often focus on meaningful, goal-
oriented tasks for students to practice language within authentic contexts (Ellis, 2003). It aims to
familiarize students with specific text types and communicative purposes pertinent to their discipline,
such as legal writing (Bhatia, 1993; Dudley-Evans & St John, 1998). A major drawback of this
approach lies in the lack of formally established learning outcomes. As Wiggins and McTighe (2005)
argue, designing courses around activities “may only lead to [accidental] insight or achievement”
(p-16).

Opposite to forward design is backward design. It commences with clearly defined learning
outcomes, then identifies appropriate assessment evidence, and finally plans instructional activities to
support outcomes achievement (Wiggins & McTighe, 2005). This is the outcome-driven approach
ensures alignment between learning outcomes, assessment and teaching activities (Biggs, 1996).

Identify Determine Plan learning
desired results acceptable experiences

evidence and instruction
Figure 1. Backward design adapted from Wiggins and McTighe (2005)
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All things considered, backward design offers a more systematic basis for case-based MD. Legal
cases are rich, complex and often contain far more information than learners need. If cases are used
as the starting point, instruction may become content-driven rather than skill-focused. Backward
design offers a solution by defining what learners should achieve first, such as producing a client
advice letter, applying structured legal reasoning and plain English use, etc. These informs case
selection and adaptation. The client advice letter itself becomes the central performance task as well
as the ultimate assessment, which preserves a clear genre focus. Instructional activities can then be
designed to support a gradual progression form understanding the case to analysing it and producing
a well-reasoned letter of advice.

3. Method

3.1. Research design

The study employs a conceptual research design to propose a theoretical framework for case-
based MD in legal writing instruction. Rather than collecting empirical data via surveys, interviews
or testing, it draws on the analysis and synthesis of existing literature on legal writing, case-based
pedagogy and ESP MD frameworks. This design is appropriate for the study because its primary goal
is to construct a design model to guide case-based MD. Conceptual research allows the researcher to
identify the underlying patterns, mismatches and gaps across different strands of literature and
synthesize them into a coherent framework.

3.2. Literature selection

The analysis draws on three main literature strands: legal writing pedagogy — the case of client
advice letters, case-based learning and ESP materials development principles. These domains were
selected because each of them addresses a different dimension of MD. While legal writing pedagogy
offers insights into the cognitive, rhetorical and linguistic demands of client advice letters, case-based
learning provides concrete grounds for using authentic cases for legal writing instruction. ESP MD,
on the other hand, offers principles for needs analysis, authenticity, scaffolding and task sequencing.
Widely cited works within each domain were purposively selected, including Bhatia (1993) and
Hyland (2004) in genre-based writing, Hutchinson and Waters (1987) in ESP instruction, Tomlinson
(2013) in materials development, and Wiggins and McTighe (2005) on backward MD. These works
were deliberately chosen for their relevance to the research problem and capacity to inform different
aspects of instructional design.

3.3. Analytical procedure

The development of the proposed framework followed a three-stage analytical process. Initially,
the researcher identified the key concepts and principles within each domain. In legal writing
pedagogy, key components such as IRAC-based reasoning, genre conventions, and audience-oriented
communication were extracted. In CBL, the key considerations concern authenticity, situated
problem-solving and learner engagement. In materials development, attention was given to needs
analysis, authenticity, task complexity, scaffolding and task sequencing. Then, these concepts were
compared and grouped to identify their alignment and competing demands. Two major areas of
tension were well-noted. One tension exists between CBL and ESP MD principles. Specifically,
CBL emphasizes authentic, complex legal scenarios, whereas ESP MD stresses the need to adapt
content to learners’ proficiency level. The other concerns legal writing pedagogy and ESP MD. Legal
writing pedagogy emphasizes the integration of multiple skills, while instructional design highlights
the importance of task sequencing. These findings allow the researcher to establish a coherent set of
design requirement that the proposed framework needs to address.

3.4. Contextual considerations

Given that legal writing is instructed to different groups of learners with specific professional
orientations, the study avoids being too broad and increases consistency by focusing on one specific
group: Non-law students. Non-law majors in this research refer specifically to English-major
undergraduates who study legal English as a specialized field within their program. They typically
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possess intermediate to advanced levels of English proficiency and prior experience learning legal
English before enrolling in the legal writing course. However, their disciplinary knowledge and legal
skills are quite limited due to the small number of law subjects included in the training program.
They are expected to develop legal writing skills, including drafting client advice letters. These
learner factors are important inputs for case-based MD, as materials that are overly difficult or
insufficiently challenging for students may undermine their effectiveness when implemented.

While other contextual factors related to teacher expertise, class size, and institutional constraints,
etc. are influential, they do not change the underlying principles for MD proposed in this study, and
therefore are not addressed specifically.

4. Results

4.1. Designing principles for the proposed framework

The review of the existing literature suggests that case-based MD for legal writing instruction
cannot be reduced to the mere selection of texts or tasks separately. Instead, it must satisfy a set of
competing instructional demands deriving from legal writing pedagogy, CBL, and ESP MD
principles. Regarding legal writing pedagogy, client advice letters require case-based materials to
support students’ development of legal reasoning and legal writing skills, with specific attention paid
to the fundamentals of client advice letters, including structural organization, plain English use,
professional tone and audience awareness. In parallel, CBL stresses authenticity, situated problem-
solving and learner engagement. However, these priorities must be balanced with the principles of
ESP materials development, which highlight the importance of materials adaptation to suit learner
level of expertise and linguistic competence. The principles also foreground needs-based design,
scaffolding and task sequencing.

From such deriving requirements from the literature, four key principles for case-based MD are
established. Firstly, legal cases must be selected and adapted to ensure outcome-focus rather than
content-focus. In other words, legal cases need to support targeted writing skills for learners with
limited legal knowledge. Secondly, scaffolding must be explicitly embedded in the instructional
sequence to help students gradually internalize both legal logic and linguistic resources. Thirdly, task
sequencing should reflect the progression from easier, guided practices to more complex,
independent performance. Finally, alignment between learning outcomes — assessment — instructional
activities must be maintained throughout the design process. These genre-specific principles together
are integrated into a coherent framework which is visualized and described in detail in the following
section.

4.2. The proposed framework for case-based materials design

The diagram conceptualizes a three-phase process of case-based MD for teaching client advice
letter writing.

4.2.1. Phase 1: Outcomes and case design

Phase 1 lays the foundation of the framework by aligning target learners, learning outcomes and
case materials. The target audience is non-law students, specifically English majors with high English
proficiency and prior exposure to legal English but limited legal knowledge. This learner profile
shapes the articulation of the desired learning outcomes, including legal reasoning, structural
organization, professional communicative style and plain English, and audience awareness. These
learning outcomes subsequently drive the selection and adaptation of cases, ensuring their
authenticity, level-appropriateness and relevance.
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Diagram 1. Proposed framework for case-based materials design

4.2.2. Phase 2: Assessment design

Phase 2 addresses the question of how learning outcomes are assessed. As illustrated in the
diagram, assessment criteria are derived from the intended learning outcomes to ensure their
constructive alignment (Biggs, 1996). A client advice letter is typically written to a specific audience
(reader-oriented) for the purpose of handling their legal issue(s) (task-oriented) in a clear,
professional manner (text-oriented). As a result, a holistic assessment framework that integrates these
three pedagogical orientations should be adopted. This phase echoes the emphasis on audience,
purpose and textual realization of the genre-based pedagogy. From the reader-oriented perspective,
an effective advice letter requires clarity, accessibility of legal reasoning, plain-language explanations
and appropriate professional tone to reduce linguistic and cognitive load for non-expert readers. The
second component is task-oriented assessment which is rooted in the task-based learning principles
(Ellis, 2003) and legal writing pedagogy. It is intended to measure how well students fulfill the legal
tasks in terms of the accuracy of issue identification, the relevance and correctness of rule
application, the coherence of legal reasoning and the appropriateness of the advice offered. The text-
oriented criteria, derived from genre-based pedagogy writing pedagogy (Hyland, 2004), evaluate the
features of the client advice letter as a genre including the organization, coherence and cohesion,
accuracy of legal terminology, and adherence to professional conventions (format, register, citation,
etc.).
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4.2.3. Phase 3: Instructional sequencing and task design

Phase 3 operationalizes the final stage of MD in which instructional activities and learning experiences
are sequenced to scaffold students’ learning toward the final product. Generally, sequenced tasks undergo
different stages that support gradual skill development from comprehension to production and reflection.
The whole process can be broken down into seven sequenced tasks:

1) Reading comprehension: This task supports understanding of facts and issues to reduce cognitive
load. For this purpose, students are required to read the adapted/ abridged cases and teacher provides a
graphic organizer with prompts: Who are the parties? What happened? Where did it happen? What harm
resulted? What does the plaintiff claim?

ii) Identifying legal issues: This mirrors the professional skill of issue spotting — a core component of
legal reasoning. Once the facts are established, students learn to extract legal problem(s) arising out of
those key facts. Scaffolded tasks such as listing potential issues, matching facts to legal categories or
categorizing problems under relevant legal domains train students to recognize the structure of legal
problems and bridge between factual knowledge and rule explanation.

iii) Explain the rule in plain English: This stage aims to develop learners’ ability to translate legal rules
into clear, client-friendly language and internalize the linguistic resources needed for effective
explanation. Certain types of tasks can be designed to accomplish this goal, for instance, a guided rule
restatement task requiring students to rewrite the rule in simple language, noticing activities such as
collocations, formulaic expressions and discourse markers or controlled practice tasks such as gap-fills,
paraphrasing or sentence reconstruction etc. These learning activities support produce meaning-focused
output with linguistic accuracy.

iv) IRAC analysis: With facts, issues and rules in place, students complete guided IRAC task such as
writing a short rule-application paragraph, completing partially written IRAC structures or comparing
strong and weak applications. These tasks help students practise structuring legal reasoning before
producing a final letter of advice.

v) Studying the model advice letter: This task requires students to analyze a model letter to identify
genre moves, tone, organization, hedging strategies and client-friendly explanations. This step scaffolds
them through exemplar texts (Hyland, 2004), enabling them to recognize how IRAC sections integrate
into a coherent advice letter.

vi) Drafting the client advice letter: After all the scaffolded tasks, students practise drafting their own
letter. They are expected to integrate factual comprehension, issue identification, rule explanation using
plain language, and IRAC into a finished product.

vii) Peer review: Finally, learners review each other’s draft based on the established criteria. Peer
feedback is valuable in increasing their metalinguistic awareness and helping them revise their own with
attention to clarity, structure, accuracy and professional tone.

The sequence shows alignment with the principles of scaffolding, cognitive apprenticeship (Collins et
al., 1989) and teaching-learning cycle in genre pedagogy (Hyland, 2004).

5. Conclusion

Legal writing, particularly client advice letter writing, is a key skill for those working in the legal field.
However, this skill is not only challenging for learners of legal English due to its distinctive features of the
legal writing genre but is also largely ignored in legal English courses. Materials for the teaching and
learning of this skill is not so limited, but are not really appropriate for students in my local context.
Developing materials to teach legal writing is complicated, requiring developers to follow a number of
principles and theories of legal writing pedagogy, case-based learning, and the suitable materials design
approach to ensure alignment between materials, instructional tasks, learning outcomes and assessment.
The proposed framework is novel, intended for researchers and educators who are interested in
developing case-based materials for legal writing. However, it remains a conceptual contribution without
having been piloted or tested. Further research, therefore, should invest in piloting and evaluation to
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examine if the proposed framework is practical, effective, and adaptable for varied learners and learning
contexts.

Acknowledgement: This study is part of the author’s doctoral dissertation undertaken in the QH2025D1
doctoral cohort at the University of Languages and International Studies, Vietnam National University,
Hanoi.

REFERENCES
1. Bhatia, V. K. (1993), Analysing Genre: Language Use in Professional Settings. London:
Longman.
2. Biggs, J. (1996), Enhancing Teaching through Constructive Alignment. Higher Education, 32,
347-364.

3. Candlin, C. N., Bhatia, V. K., Jensen, C. H. (2002), Developing legal writing materials for
English second language learners: problems and perspectives. English for Specific Purposes,
21(2002), 299-320.

4. Collins, A., Brown, J. S., & Newman, S. E. (1989), Cognitive apprenticeship: Teaching the craft
of reading, writing and mathematics. In L. B. Resnick (ed.). Knowing, learning and instruction:
Essays in honor of Robert Glaser (pp. 453-494). Hillsdale, NJ: Erlbaum Associates, Inc.

5. Dudley-Evans, T., & St John, M. (1998), Developments in ESP: A Multi-disciplinary Approach.
Cambridge: Cambridge University Press.

6. Ellis, R. (2003), Task-based language learning and teaching. Oxford University Press.

7. Harrington, J., & Oliver, R. (2000), An instructional design framework for authentic learning
environments. Educational Technology Research and Development, 48(3), 23-48.
https://doi.org/10.1007/BF02319856

8. Hutchinson, T., & Waters, A. (1987), English for Specific Purposes: A learning-centered
Approach. Cambridge: Cambridge University Press.

9. Hyland, K. (2004), Genre and second language writing. University of Michigan Press.

10. Nunam, D. (2004), Task-based language teaching. Cambridge University Press.

11. Robinson, P. (2001), The cognition hypothesis, task design and adult task-based language
learning, Second Language Studies, 2(2), 45-105.

12. Tomlinson, B. (Ed). (2013), Developing materials for language teaching (2nd ed.). Cambridge:
Cambridge University Press.

13. Wiggins, G. & McTighe, J. (2005), Understanding by design (2nd edition). ASCD.

Thiét ké tai liéu dura trén tinh hudng dé giang day ky ning viét phap ly:
Khung Iy thuyét cho giang day tiéng Anh chuyén nganh

Tom tit: Phat trién tai liéu hoc tp dwa trén tinh hudng giang day k¥ ning viét trong linh vuc luat 1a
can thiét trong bdi canh cac giao trinh tiéng Anh phap 1y hién ¢6 khong co hodc khong c6 ndi dung phu
hop véi ddi ‘tuong nguoi hoc la sinh vién khéng chuyén nganh lut hoc viét phap 1y nhu ky nang ngén
ngir trong bbi canh day tiéng Anh chuyén nganh. Mic du cac nghién ctru trude da dé xuat mdt s6 khung ly
thuyét phat tnen tai liéu hoc tap, song cac khung ly thuyét nay chua thuc syr giai quyét duoc dic thi cia
viéc phat trién tai liéu dua trén tinh huong phuong phép doi hoi phai c6 sy két hop giita phuong phap su
pham vé day hoc dya trén an 1€ va viét trong linh vuce ludt. Vi vay, nghién ciru nay duoc thuc hién nhdm
dé xuét khung 1y thuyet méi cho hoat dong phat trién tai liéu dya trén an 1¢ dé day viét phép 1y trong bdi
canh giang day tiéng Anh chuyén nganh. Théng qua viéc tong quan 1y thuyét vé phuong phap day hoc
dua trén 4n 1& (tinh hudng), viét phap 1y va phat trién hoc liéu, va dya trén mo6 hinh thiét ké nguoc cua
Wiggins va McTighe (2005), tac gia dé xuét khung thiét ké gdm 3 giai doan, bat dau tir phén tich nhu cau,
xac dinh két qua hoc tap dén danh gia va cac nhiém vu hoc - tap duge thiét ké theo giai doan dé trién khai
cac hoat dong day hoc. Cac nghién ctru sau nay duoc khuyen nghi tién hanh thir nghiém, kiém tra va xac
thyuc khung 1y thuyét ndy trude khi ap dung hodc thay dbi cho phu hop voi béi canh thuc tién.

Tir khéa: Phat trién tai liéu hoc tap; day hoc dua trén 4n 18; viét trong linh vuc luat; thu tu vén phap 1y.



