


| INTRODUCTION

Teaching, especially in the field of law, inspires and motivates me. | view legal education as a powerful

catalyst for challenging inequalities and promoting social justice. Over the past five years as an I

privilege to engage in this meaningful work. As an I

beginning my career in January 2020, my experience represents a concentrated engagement with
teaching across the full spectrum of legal education, from first-year foundational courses to

postgraduate supervision. This experience has been a journey of mutual learning with my

students. . In 2024, | was honoured to be awarded _

in recognition of my commitment to pedagogy. This teaching philosophy document serves as a
living document that presents my pedagogy in practice, and critically reflects on my teaching

career to date.

I.I My context

| believe that law is not only a theoretical enterprise but also a practical one, as demonstrated by my

career path. Before joiningms | worked as I and then as I
L

. This experience provided insights into how legal principles operate in practice and the
challenges of implementing a transformative constitution. | aim to enrich my teaching with these

real-world insights, bridging the gap between theory and legal practice realities.

While practice was enriching, teaching has always been my passion. | love engaging with difficult legal
questions and hearing students' perspectives on key debates. In 2020, | returned to academia to
My research reflects a commitment to social justice and comparative constitutional scholarship,

which | try to bring into the classroom.

In this context, | do not believe that students are passive recipients. | value students’ agency in
navigating through complex legal questions, and aim to foster dialogue and dissent. This involves
learning from my students, and interrogating my own position in society and how this has

calibrated my experiences and education.

It is important, in this regard, to practice reflexivity and consider my own positionality, identity and
role as a teacher (Leibowitz, 2012, pp. 13—14). | am a white South African, who grew up in the
fledgling years of constitutional democracy and have been privileged in overlapping ways,

most obviously with



respect to race and class. As a queer woman, | understand the importance of representation,
inclusivity and openness in the classroom. | try to live that out in my approach to teaching, recognising
that difference and disadvantage can calibrate unequal power relations and in turn inform the learning

relationship (hooks, 1994).

My educational background at | differs significantly from g
context, where students

face substantial socioeconomic disadvantage. This informs my teaching philosophy and reminds me

to maintain humility and awareness of gaps in my understanding and experience.

1.2 | student context

Higher education institutions play a crucial role in societal wellbeing, and must grapple with inequality
and difference (Leibowitz, 2012). This role intensified following the Fees Must Fall protests and

COVID19 which only reinscribed existing inequalities in South Africa (Miyandazi et al., 2020).

I 2ims to foster excellence in teaching and

learning through |
emphasising contextually-rooted curricula and student-centred learning.

COVIDI9 Only a few weeks after | began my contract

shut down the country, and fundamentally altered the realities of university education for the next
two years. Even before this [l embraced the importance of the Fourth Industrial Revolution
(4IR) and integrated technology, recognising that blended learning can be an effective means
of teaching. COVIDI9 also highlighted socioeconomic disadvantages and accessibility issues faced by
students. Teaching in this period required an agile switch to online learning, and empathy for

students’ diverse needs and complex social circumstances. These experiences shaped my
understanding of | students and built skills that | continue to draw on.



1.3  Thjjllllontext: Learning to be, and disciplinary imperatives

As a discipline, law is both richly theoretical and necessarily practical, presenting opportunities and
challenges for legal academics. The B 2™s to produce well-rounded graduates for the legal
profess o |, e

engaging with complex theoretical debates. Legal pedagogy must integrate both aspects contextually,
aligning with aijimml‘learning to be” approach.

For the past decade at least, the legal profession has criticised ||| EGTGTNGEGEEEEEEEEE

graduates’ preparedness for practice. il exit level outcomes include the ability to analyse

fundamental legal principles and use legal methods, work collaboratively and participate in promoting a

just society | INEEE—

Against this background, |l notes a “chorus of complaints on the quality of the N
which claimed that graduates lacked broad skills” [l 2013, p. 8). Quinot and Greenbaum argue

that legal education should be underpinned by a pedagogical framework advancing transformative
constitutionalism (Quinot & Greenbaum, 2015), and reflect an integrated approach to skills and
substantive knowledge.

I Faculties have consequently undergone critical reflection and curriculum changes.

The B must also respond to a changing student body. More students are first-generation,
socio-economically disadvantaged, , and are not studying law in their first language (Quinot &
Greenbaum, 2015). Any legal pedagogy should therefore be sensitive to disrupting this cycle of
disadvantage n, needs to engage with complex content, foster critical skills, prepare graduates for the
profession, and do so compassionately and contextually. My teaching is guided by these objectives,
drawing also on my experience as a practicing advocate to inform curriculum and assessment design,

which integrates both theory and practice.

.4 Overview of teaching commitments and responsibilities at

| have taught cor gjourses across algijears- These include
T This experience has given me perspective on students’

development throughout the g programme. |'ve witnessed first-year students bridging the



articulation gap between secondary school and university (Bangeni & Greenbaum, 2019), and engaged

with final-year students on complex social justice issues.

My teaching methodology includes varied activities for learning and interaction, emphasising student
agency and problem-solving. | use blended learning and have piloted new tutorial systems focusing on
practical problem questions, aligning with principles of constructive alignment in assessment (Biggs,
2014). Assessments are both formative and summative, providing continuous, individualised feedback.
In 2024, | had my firspggggxperience of postgraduate teaching, delivering a guest lecture for the
B 2d Will be co-convening and lecturing this course in the second half of 2025. | have
supervised fou_ to successful completion, and am currently
supervising four others, with my supervision practice having evolved significantly to incorporate peer-
learning initiatives and comprehensive research training workshops. | will be taking on twl
students in the coming year. | am excited about broadening and deepening my postgraduate teaching

experience.

2 TEACHING PHILOSOPHY IN PRACTICE'
2.1 Transformative constitutionalism

My teaching philosophy is rooted in engaging with and interrogating transformative constitutionalism,
which reflects South Africa’s constitutional commitment to break from a history of injustice and

promote social justice and substantive equality (Klare, 1998; Langa, 2006). Despite this, South Africa

remains one of the most unequal countries globally, with inequality rising on some measures since

apartheid (World Bank, 2022; Francis & Webster, 2019; Omotoso et al., 2022). This ongoing

inequality, exacerbated by various socio-economic and environmental challenges, has fueled debates

! Please note that because of space constraints, | do not include any detail on the scholarship of teaching and learning, but | am happy to provide details
if helpful.



about the effectiveness and legitimacy of the constitutional project. Critics argue that the

Constitution has failed to deliver meaningful change, with some contending it preserves injustice
through compromised politicai voundations (Madlingozi, 2017; Modiri, 2018; Sibanda, 2011). Others
defend the Constitution, emphasising the need to address political will and underlying capitalist
structures (Hassim, 2018; Ngcukaitobi, 2018; Cachalia, 2018; Krause, 2021). What is clear on any
version, however, is that South African society is far away from what any commitment to equality
requires. These critical debates in South African constitutionalism shape legal pedagogy. Former Chief
Justice Langa argues that a “truly transformative South Africa requires a new approach that places the
constitutional dream at the very heart of legal education” and consequently, that a “change to legal
education is a change in mindset, not simply a change in laws” (Langa, 2006, p. 356). In applying this, |
draw on Quinot’s framework which focuses on integrating the discipline, teaching methodology, and
student agency to foster substantive legal reasoning and transformative constitutionalism (Quinot,
2012).

2.2  DECIPhER: a multidimensional teaching framework

In my pedagogical practice and philosophy, | draw on a multidimensional framework: DECIPhER.
This living framework draws on a number of educational philosophies. The framework is dialogic —
recognising students’ agency in co-constructing knowledge; empathetic — rooted in an epistemology
of compassion that accommodates students’ contexts and needs; critical — oriented to developing

students’ analytical skills and to grappling with the role of law in advancing social justice; integrative



— twinning theory and practice, given the JJJjlilis 2 vocational degree; problem solving —
understanding the importance of resolving practical scenarios while learning-to-be; engaged —
recognising the importance of interaction, participation and play; and real-world oriented, given the
imperatives of confronting legacies of colonialism, apartheid, patriarchy and ongoing injustices.

Below | explain each dimension of the DECIPhER framework, and then draw on these through
practical classroom examples.

DIALOGIC

My approach to teaching draws on constructivism, which values student agency and autonomy in co-
constructing knowledge. The pedagogic role is the “fostering of inquiry and reasoning skills that are
conducive to the development of autonomy” (Siegel et al., 2018). Students bring knowledge with them
into the classroom, and are partners in constructing understanding and grappling with legal problems
(Gravett, 2001). This must be validated and serves as a starting point, with learning taking

place through assimilation of “new experiences into our existing knowledge framework” (Fosnot,
2005, p. ix). Knowledge is made through the co-construction of meaning, and is necessarily also
contextual. Given this dialogic approach, it is important to engage with students in a way that
promotes epistemological access, and enables students to wrestle with key legal concepts and make
meaning for themselves. Often, this also involves embracing some of the murkiness where legal
questions are unresolved, and bringing out points of dissent and contestation. It also requires
recognising student agency and autonomy, and being open to learning and being changed through the
act of teaching.

A key example of dialogic teaching in my | course is a research assignment where
offering legal analysis on one of two recent cases. This task requires students to conduct independent
legal research, engage with real legal arguments, and develop essential legal writing skills, which are
critical for analytical profession & Ramsfield, 1994). Recognising that many students are not first
language English speakers, | emphasise the importance of legal writing from the first year (Bangeni &
Greenbaum, 2019; Rideout & Ramsfield, 1994) and discuss the ethical use of generative Al to support,
but not replace, these skills. Given the assignment’s complexity, | facilitated a public workshop with
legal practitioners who were involved in litigating the case to explore some of the key questions, and
to bring together theory and practice (Annexure B4). | also run dedicated Teams session for students
to brainstorm ideas, address any questions and provide support, and briefed tutors to ensure
constructive alignment and offer additional guidance. The assignment is a form of dialogic teaching
because it recognises students’ agency in co-constructing knowledge and grappling with legal concepts.
It does not proceed on the basis of a “model answer”, but tasks students with making their own

meaning of the material.



EMPATHETIC

| am committed to an empathetic teaching philosophy, drawing on principles of humanising pedagogy
(Salazar, 2013). This approach, which shifts away from a one-size-fits-all paradigm, is sensitive to the
real challenges confronting students and rejects the idea that the university is an ivory tower. Instead,
the teacher’s role is to enable the full, holistic development of students, recognising both the students’
and teachers’ shared humanity (Bell & Schniedewind, 1989; Cammarota & Romero, 2006). Grounded
in an epistemology of compassion, it aims to cultivate students as active, compassionate citizens
(Vandeyar & Swart, 2016).

In the context of the [l ' have been influenced by my HOD |
commitment to a therapeutic jurisprudence that marries empathy for students with a recognition
that legal practice enables social change (Fourie, 2016). | believe that empathy and academic rigour
are complementary, and especially crucial when supporting students who may face significant

challenges.

Over the past five years, | have worked hard to try to bring an empathetic approach to my
engagement with students. Two examples stand out for me. In 2021, when lecturing m—
| supported a student facing a severe physical and mental health crisis, helping to design a
personalised programme with other lecturers to enable the student to continue to study rather than

deregister.

Another example is the accommodation plan | developed for two visually impaired students, who
have both now graduated from the [ Programme. Ensuring reasonable
accommodation and accessibility is crucial for fostering inclusivity and substantive equality. | adapted
my lecture materials to include nonverbal cues, and set up a WhatsApp group for real-time
communication to address any accessibility challenges. communication to address any accessibility
challenges. One of these students, [l has excelled academically, earning distinctions in
multiple courses, including has served as a tutor for first-year students and is currently an feedback

on these accessibility initiatives is included below.

CRITICAL

Critical thinking is a fundamental component of the |l and so forms the next dimension of
the DECIPhER framework. In this sense, critical stands for two interlocking ideas. First, as
highlighted in the discussion on transformative constitutionalism, legal pedagogy must engage with
current contestations on the role of law itself. Freire’s influential work emphasises that teachers are
transformative intellectuals involved in social change, with students serving as “critical co-
investigators in dialogue with the teacher” (Freire, 1970, pp. 80-81). Legal education should not rely

on uncritical acceptance of legal principles (Davis, 2015).



Modiri contends that legal teachers must grapple with critical political contestations and recognise
that law is not neutral and often plays a role in reinscribing injustices (Modiri, 2016). Other
commentators, including those who believe the Constitution must be at the centre of legal education
given its transformative role agree that key to pedagogy is interrogating ways in which the law can

operate to reinscribe, or ameliorate, social injustice (Davis, 2015; Langa, 2006; Quinot, 2012).

Second, the CHE has recognised that the ] “interwoven with independent critical thinking” (The
State of the Provision of the _ Qualification in South Africa, 2018, p. 36).
Critical thinking skills are essential for aspiring legal professionals, empowering students to analyse

legal issues with depth and confront real-world problems.

| have integrated these principles of critical legal pedagogy into my lectures, teaching style, and
assessments. One example which also demonstrates constructive alignment — that is, a close link
between what is taught, how it is taught and the way it is assessed (Biggs, 2014) — comes from the
unit | taught in || || | EEEEEEE i» 202!. | introduced material on whether the Constitution is a
force for social change or hinders radical reimagining of South African society. This included
contemporary debates on decolonisation and encouraged student dialogue and dissent. | also
provided additional resources for interested students and incorporated these debates into the

assessment, asking students to critically engage with these topics.

INTEGRATIVE

The next dimension of the DECIPhER framework is integrative learning. My approach to legal
pedagogy attempts to integrate the theoretical and the practical dimensions of law, in line with -
commitment to learning to be. This is also consistent with the .’s analysis of the state of the -
My professional experience practising as an _informs
my approach to integrating the theoretical and the practical. This experience has given me insight into
problem solving and how legal principles play out in real-world contexts, and | try to bring those

connections into the classroom.

The |G ' ich | founded and now coordinate on a team
with three other Faculty staff (including | NG ' cPresents a flagship

example of integrative learning that bridges the gap between classroom theory and real-world legal
practice (Annexure Bl). Launched in 2024 following approval from the Executive Dean's Committee,

the programme places final-year ||l students in month-long internships with leading public



The programme has evolved from an initial idea sparked by a 2023 public lecture into a comprehensive
initiative. The pilot cohort in early 2025 demonstrated the programme's transformative impact, with all three
participating students expressing reinforced commitment to pursuing careers in _ while
developing crucial I s\ills through engagement with real-world social
justice cases. The programme advances multiple UN Sustainable Development Goals and represents a
powerful form of work-integrated learning that equips students with both professional skills and ethical
consciousness.

In 2023, | drew on my ongoing connections to ||l by piloting the inaugural public lecture in

I | invited three (R o vs<JE to 2dvance social justice to

share their experiences with students and faculty. This lecture aimed to demystify the often technical and

esoteric aspects of administrative law, making the subject more relatable and engaging for students. Attended

by approximately 350 participants, the lecture received positive feedback from both students and speakers.

Building on this, | have since hosted multiple public lectures in 2024 and 2025, connecting students with

practitioners (see Annexure B4). In 2025, | also hosted a session with current |G

I for prospective student applicants, with information about the application process and

the clerking experience. Two of my students were subsequently shortlisted for interviews with (G EEIIEIEGE
I - d our fingers are crossed for the outcome of these interviews.

My commitment to integrative learning extends beyond the university setting. In January 2025, | delivered a
session on AIIIEEGEGEGEGEGEGENNENNN - ctitioners, (I s, -nd researchers at NG

I dcmonstrating how academic insights can enhance professional practice. Additionally, | had the
privilege of teaching a session for a judicial training programme in Mexico, working with judges in training to
explore comparative constitutional law principles. These experiences have enriched my understanding of how
legal education can serve diverse professional contexts while reinforcing the importance of integrating theory
and practice.

PROBLEM SOLVING

Problem solving constitutes the next dimension of the DECIPhER framework. Problem-based learning aims at
developing analytical, research and communication skills (Hilary & Koraan, 2017, p. 105). It also promotes
collaborative learning in the context of small groups, drawing on cooperative skills that are important not
only for_ch features complex problem-solving in a team, but also for diverse learning styles
(Hess & Friedland, 1999).

For these reasons, it is a vital aspect of legal thinking and training, as it equips students with analytical tools to
navigate complex legal issues. This is in line with the Jjjjjj} requirements that |Jjjjeraduates must be able to

solve complex legal problems creatively, critically, ethically and innovatively [

As part of my teaching practice, | integrate problem-solving and collaborative learning, a method | adopted
after student feedback in 2020. | regularly pose problem questions in class, allowing students to discuss in
pairs or groups before reconvening for an interactive, open discussion of their answers. This approach caters
to diverse learning styles and fosters collaboration. An example of this method from my 2023 Administrative

- lectures is provided in Annexure A2, where students engaged with a practical scenario (drawn from a
prior exam question) that resonates with their experiences. This exercise helped students synthesise
theoretical concepts with real-world applications and prepare for their summative assessments.



A recent approach | have implemented involves presenting complex problem scenarios through emoji
sequences, which students must decode to identify |l issues and apply relevant principles. This method has
proven especially effective with first-year students, as it makes abstract |<yiiiiiiF more accessible and
memorable while maintaining academic rigour. For example, in Introduction to LIjllll | present contract
formation scenarios using emoji narratives that students must analyse and discuss in groups before presenting

their jijilireasoning to the class.

ENGAGED

The next dimension of the DECIPhER framework is engaged learning. | strongly believe that students learn
through engagement, interaction and play. The role of the teacher is to work within what Vygotsky calls the
zone of proximal development (Vygotsky, 1978). This requires a scaffolding process: identifying where students
are, validating student experiences, and rooting new learning to concepts that students understand before
moving into new conceptual terrain. Play and interaction can actively enhance learning, as this has the potential

to bring concepts which otherwise may seem intimidating or alien to life.

]
When | was an I . | 25 2 founding member of - project at the University

S hich runs legal education workshops for more than 300 high school learners across [N
throughout the year. In designing the curriculum for [l integrated many games as part of engaging

learners and linking - principles to principles that could be demonstrated through play.

In my career at il have significantly expanded my use of pedagogical gamification in [, harnessing
interactive play to scaffold complex concepts across different year levels and class sizes. | believe deeply in the
power of strategic gamification to promote active learning, reinforce key concepts, and provide immediate

feedback in an engaging environment that accommodates diverse learning styles and backgrounds.

My gamification strategies range from simple ice-breakers to sophisticated knowledge synthesis activities. In
I Desin the year with R here first-year students must synthesise |
definitions, fostering both community building and conceptual reinforcement. | also employ "Rock, Paper,

Scissors" tournaments to reinforce (N principles, specifically on the separation of powers,

drawing on a scaffolded approach. This creates competitive excitement while ensuring exposures to key

concepts. In /I | h2ve developed "30 Seconds" tournaments focused on complex case law

synthesis, where students must describe landmark cases without using specified key terms, forcing them to

demonstrate deep understanding through alternative explanations.

These gamification strategies are particularly valuable in large lecture contexts, where traditional interactive
methods may be challenging to implement. The immediate feedback and social learning aspects of these
activities also accommodate students from diverse educational backgrounds, creating inclusive spaces for
participation and knowledge construction. | set this out in more detail in Annexure B2, which includes an
example of pedagogical gamification, some photos of this in action and a reflection from N in a peer

evaluation.



REAL-WORLD ORIENTED

The final dimension of the DECIPhER framework is that teaching and learning is real-world oriented. Current
debates in transformative constitutionalism reveal the importance of legal pedagogy being responsive to
societal contexts, and existing structures of oppression and inequality (Modiri, 2016; Quinot, 2012). This also
requires confronting and problematising the disjuncture between the law on paper and lived realities, especially
in a society as profoundly unequal as South Africa. On-paper legal gains do not always translate to changes on
the ground. This is a central dilemma that confronts R 2cross jurisdictions, and so too also
confronts the |Jjjjij teacher.

The il has emphasised that critical engagement with legal developments is a core [llskill, enabling
graduates to assess and suggest reforms that advance social justice (The State of the Provision of the Bachelor
). | apply this in my teaching. For example, | set a 2021 Social
I rcscarch assignment where students wrote legal research papers (3,500-5,000 words) on topics
which required independent research and critical analysis of law’s role in advancing social protection, including
real-world issues like the impact of COVID-19 on legal systems. The suggested topics were therefore real-
world oriented, and required students to bring together the theoretical frameworks they had constructed with

how the law works in reality.

CONCLUSION ON THE FRAMEWORK

The multidimensional DECIPhER framework has thus informed my teaching philosophy in practice. | strive for
an approach to teaching that is dialogic, empathetic, critical, integrative, features problem solving, and is
engaged and responsive to the real world. This comes across, | hope, in the lecture materials that | have
designed, the assessments (both formative and summative) that | have created as part of constructive
alignment, and in my fundamental interaction with students as partners in the construction of knowledge, as

reflected in my student feedback and testimonials.

This approach to teaching is very much a work in progress. | am keenly aware of the myriad ways in which my
teaching can improve and grow, as informed by my colleagues as well as student knowledge, contexts and

experience.



3 SUPERVISION
An important dimension of teaching and learning — and one where my experience is still nascent but

has developed over the past two years — is postgraduate supervision. I

that this relationship is “an integral part of the holistic research experience” but must also be sensitive

to the “inherent power differential between supervisors and students”.

Understanding supervision as a complex pedagogical practice, | draw on critical supervision
scholarship that reconceptualises the traditional hierarchical model. Lusted's (1986) theorisation of
pedagogy as a triangular field of power-knowledge relations involving teachers, students, and
knowledge provides a foundation for understanding supervision as a dynamic space of learning rather
than a unidirectional transfer of expertise (Grant, 2003). This perspective recognises that
postgraduate students are not merely recipients of knowledge but active participants in knowledge

creation, bringing diverse experiences and perspectives that enrich the supervisory relationship.

Green and Lee's (2007) work on pluralising the doctoral
student subject has been particularly influential in my

approach. This scholarship emphasises the importance
of recognising students' multiple identities and the ways
these intersect with academic expectations and
institutional cultures. For students who are also

parents, particularly parents pursuing postgraduate

studies, the challenges are multiplied

Y ' pervision practice

therefore seeks to accommodate these realities while maintaining academic rigour.

The relational turn in supervision scholarship emphasises the importance of building authentic
relationships while maintaining appropriate boundaries (Manathunga, 2007). This approach recognises
that effective supervision requires emotional intelligence, cultural sensitivity, and an understanding of

the broader institutional and social contexts that shape students' experiences.



To date, | have supervised four [l students’ minor dissertations to completion, and | am currently
supervising four [l students. With this expanded cohort, | have reimagined my approach to supervision,
moving from individual sessions to a research and learning community that integrates peer learning, skills
development, and collaborative knowledge construction (see Annexure B.3 Cultivating community: peer-

learning and research supervision which sets this out in detail).

| have initiated a programme where the group meets monthly in a hybrid format to accommodate part-
time students. Each session has two components: first, a postgraduate student presents their work in
progress and receives substantive peer feedback from both myself and their colleagues, fostering a
collaborative learning environment that validates multiple perspectives and promotes critical engagement.
Second, | facilitate training workshops on core research skills including literature review methodologies,
legal research techniques, academic writing, citation practices, and thesis structure. The peer learning
dimension has proven particularly valuable, as it creates horizontal learning opportunities, and addresses
some of the isolation that often characterises postgraduate study, particularly for part-time students who

have limited campus presence.

The multidimensional DECIPhER framework has also informed my approach to supervision. It is important
to engage with students in a dialogic way, especially given the requirement that students show their ability
to form their own views on the literature (including legal doctrine and academic commentary) and
construct knowledge. This in turn requires that the supervisor is open to contestation and debate, and
structures guidance in an engaged way that integrates Vygotsky’s insights regarding the zone of proximal
development for learning. The supervision relationship can be challenging and demands ongoing critical
reflection and introspection. As|Jjjjjj policy recognises, there is an inherent power imbalance between
supervisor and student in navigating conceptual material and building research skills. | remain keenly aware
of the pressures experienced by students to graduate and begin or continue their professional
development. The potential tension between allowing for iterative, dialectical processes of knowledge
construction and ensuring timely completion requires careful navigation that respects student agency in

determining priorities and timelines.



4 TEACHING AND LEARNING LEADERSHIP

4.1 Course coordinator/convener

As the course coordinator for | 2 compulsory third-year . course, in 2022, 2023,
and 2024, and for |GGG " the first semester of 2024, | led a team teaching 350-
480 students. This role required leadership in curriculum development, teaching, assessment design, and
student consultation.

4.2 Leadership in international collaboration with Nirma University, India

A' coordinator and managing co-editor for a comparative research collaboration between ||| | R
of Law and Nirma University, India, | demonstrated strong leadership and project management skills.
This international collaboration on sociolegal challenges included a four-part webinar series and a
forthcoming book. The webinars, which attracted over 400 participants, featured academics, legal
practitioners, and activists. The book, published by Routledge in 2025, includes a key theme of |l
pedagogy, contributing to the scholarship of teaching and learning.

4.3 I o:ching

. moot court teams are a huge credit to the Il and have represented the university at
national and international levels, frequently winning these competitions. Drawing on my experience in
practice, given that | have appeared in and prepared heads of argument for the (N
. | have offered support to these teams as a coach for a number
of competitions (with the overall moot court coaching and coordination exemplarily headed by -
B \vithin the Faculty). My guidance included practical training, intensive research preparation,
constructive feedback on heads of argument and rigorous oral practice rounds, contributing to the
outstanding student success in these competitions. This also integrates the theoretical and practical
dimensions of llfand provides students with invaluable opportunities to exercise agency in knowledge
creation.

Since joining {ij2020, | have been involved in coaching the following moot court competitions:
I

4.4 Commitment to mentorship

As a junior academic with meaningful experience in practice, | am committed to offering ongoing and
informal mentorship to students in recognition of the value of guiding and supporting their academic
and professional journeys. That is demonstrated in a number of testimonials from former students
who | continue to mentor on an informal basis, included below.

I

5 REFLECTIVE PRACTICE AND SCHOLARSHIP OF TEACHING AND

LEARNING

My commitment to the scholarship of teaching and learning (SOTL) has expanded, drawing on a
reflective practice and engagement with pedagogical research and knowledge sharing within the

academic community.



As a member of th | °"I"¢ £rouP of the |
I | participate in regular meetings focused on sharing pedagogical
innovations and challenges specific to I . This community of practice

provides valuable opportunities to engage with colleagues across institutions about curriculum
development, assessment strategies, and student engagement techniques. In August 2025, | will co-

faciitate a sessionon the pedagogy o |G <2 "¢

insights from mygamification strategies and public lecture programmes with a national audience of

I
My scholarly contributions to SOTL include a forthcoming chapter in a publication by the N

I that examines innovative approaches to T the South African context. This

work synthesises theoretical frameworks with practical applications, drawing particularly on my
experience with the DECIPhER framework and its implementation across different courses and year
levels. The chapter contributes to the growing body of literature on transformative_ in
post-apartheid South Africa.

Within | , | have become increasingly active in sharing pedagogical insights through institutional
platforms. In 2025, | have facilitated two faculty-level workshops focusing on innovative teaching
strategies, particularly gamification and bridging theory and practice. These sessions have provided
opportunities for colleagues to explore new pedagogical techniques while contributing to a culture

of pedagogical reflection and innovation within thy——— - Additionally, in 2025 | will present

at two university-wide teaching and learning events.

This SOTL work reflects my belief that effective teaching requires ongoing reflection,

experimentation, and scholarly engagement with pedagogical literature and practice. By contributing

to these conversations at institutional, national, and international levels, | aim to advance
understanding of how legal education can be transformed to better serve diverse student populations

while maintaining academic excellence.

































