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‘What is written in the Law?  What is your reading of it?’ 






Luke 10:26

‘”Why can’t you people take things at their face value?”

“What people are you referring to?”

“Highbrows.  Intellectuals.  You’re always trying to find hidden meanings in things.  Why?  A cigarette is a cigarette.  A piece of silk is a piece of silk.  Why not leave it at that?”

“When they’re represented they acquire additional meanings,” said Robyn.  “Signs are never innocent.  Semiotics teaches us that.”

“Semi-what?”’








David Lodge, Changing Places: A 

Tale of Two Campuses, Secker, 1975

As there is no such thing as an innocent reading, we must say what reading we are guilty of.






Louis Althusser & Etienne Balibar, 

Reading Capital, translated Ben 

Brewster, London, Verso, 1970, p.14

Existing module and problems of learning jurisprudence

The ‘Representations of Law’ course was delivered as part of an already-existing Jurisprudence module.  This module ran for a full semester (twelve weeks) and, before the introduction of ‘Representations of Law’, consisted of two six-week units.  The first was a historical analysis of the thought of key figures (Aquinas, Austin, Hart, Finnis, for instance), and the second focused on jurisprudential topics: punishment, justice, the Critical Legal movement, and the like.  Within this framework, the ‘Representations of Law’ unit was an option in the latter six weeks of the module, so that students could choose this unit instead of the existing topics.  Teaching was carried out by a combination of lectures and tutorials, and the module was assessed by essay (30% weighting) and examination (70%).  

The generic difficulties associated with most jurisprudence teaching and learning were present in this module too.  Students found it difficult to shift from learning rule-based modules on predominantly black-letter law to learning a concept-based module.  From student comment, there would appear to be three reasons for this.  First, modules in substantive law generally have a similarity of approach to the teaching, learning and assessment of rule-based reasoning.  Textbooks are explications of more difficult primary materials (cases and statutes); lectures are events which integrate texts, cases, statutes, tutorials tend to analysis and review of well-defined problems; essays and examinations consist of problem-solving activities and other well-defined sub-genres of writing.  If discursive writing is required, there tend to be limits set on the form and depth of discussion of theory that is expected from students.  All these activities form an educational culture to which students adapt their writing and study patterns at an early stage at university.  

Jurisprudence sits uneasily in this culture.  From an educational stand-point, its discourse – whatever we might interpret that to be – is clearly other than that of rule-based learning and assessment.  This is unsettling for students at the most basic levels of study and learning patterns.  How, for example, do students learn a text such as The Concept of Law in order to write a discursive essay, either for coursework or in an examination?  There is little sense of expectation of forms of study, precisely because the studying environment is unfamiliar.  One student put it thus: 

Student

In the modules so far [ie up to and including level 3] you 

know what to expect, well after your first semester you do.  

You get used to it even though it’s different subjects and 

different people teaching you.  

Interviewer
So what is it you get used to?

Student

Well, you go to lectures, and the lecturer says, you know, 

read this for next week, or the next tutorial, so you go away and you know you’re going to get problems on it in the tutorial, and maybe those problems will help you in the exam problems.

The instrumentalism inherent in manipulation of cases and materials books; the forms of reading applied to cases and statutes – all this cannot be applied to conceptual analysis with ease.  Ways of reading texts, taking notes from them, learning to structure an author’s argument, learning the jurisprudential ‘moves’ which an author makes, learning to place a text within an explicitly or implicitly allusive tradition of texts and argument – all this requires to be learned by students studying Jurisprudence.  

Secondly, the historical dimension to much of jurisprudence was a new experience for many students, some of whom had not studied history to Higher grade at school, let alone taken the subject in any form at university.  Most substantive law modules up to and including third level modules contained little historical analysis of law, and where there was any extended comparison of legal culture, it tended to focus on particular differences between English and Scots law.  As a result, the historical and cultural dimension present in any jurisprudential text was difficult for students to construct with ease:

Student

It’s very different from other subjects I studied.  It’s not 

like law at all.  There’s a lot of philosophy in it, and I’ve 

never done philosophy.

A third, and perhaps most interesting, difficulty for students concerned the way in which they read jurisprudential texts.  They observed, as students generally do, that texts such as Hart’s and Dworkin’s are difficult to understand as texts, quite apart from the point about understanding the social and historical background to the text.  Behind this observation, though, lies the point that the sort of text they are asked to engage with is one that they have not encountered before at university.  As a result it may be that students come to it unequipped to deal with the structures of thought and the forms of analysis contained within it:

Interviewer
What do you do when you read it [The Concept of Law]

Student

… I try to read it bit by bit and that way I can understand it 

better.  But the problem is I can’t link it together very well 

so as to understand a large chunk of it.

Interviewer
What do you do when you’re reading it in bits

Student

I read then I take some notes and try to summarise what it 

says.

Interviewer
Do you do that with the prescribed texts in other legal 

modules?

Student

It depends what I need to do with them.  I don’t do it as 

much, unless I need to memorise a lot from them.  But I do 

it to understand Hart’s book, whereas I can understand 

other law books a lot easier.  

One cannot generalise from comments made by such a small student sample.  Two points, however, can be made.  First, there needs to be more research carried out on what students actually do when they learn jurisprudence, the attitudes they form about the subject and their view of its place in an individual law school’s curriculum.  The second point is more speculative.  It may be that one of the difficulties students have with jurisprudence is its synthetic nature.  The student above, for instance, recognised philosophical content in the module, and cited his lack of familiarity with this discipline as a reason for finding jurisprudence difficult to learn.  If this is the case, it may be that one way to approach this problem is to foreground the problem of synthesis for students by making it an object of study.
  One way to do this is to use an interdisciplinary approach to specific texts.  There are several ways of doing this.  One could, to take the example of the text mentioned by students above, focus on the specific philosophical and linguistics influence on The Concept of Law: Hart’s borrowing of the term ‘open texture’ from Friedrich Waismann, and the genealogy of the term.
  However this approach may lead students to be passive receivers of doctrine regarding influences, and may not enable them to structure their own understanding of Hart’s text and help them to critique it.  Another approach is to identify for students a number of different approaches to texts and ideas, to scaffold students’ understanding of the ideas, and to ask them to use the ideas themselves.  This was the approach taken in the course entitled ‘Representations of Law’.  

If ‘Representations of Law’ were to succeed as an option within the Jurisprudence module, then, it would require to take account of these three major difficulties that students have in engaging with jurisprudential analysis and texts.  It would have to help students move from the more familiar analysis of substantive law to analysis of jurisprudential concepts; to help students see law as culturally and historically embedded, and to help students understand and manipulate jurisprudential arguments.  It would also require to be clear about what constituted interdisciplinary research.  It is to that we now turn.

The Interdisciplinary Basis: Border Controls and Analogy

Tony Becher has given us a colourful and apt description of disciplines.  According to him, the

Tribes of academe … define their own identities and defend their own patches of intellectual ground by employing a variety of devices geared to the exclusion of illegal immigrants’.

Other commentators have observed the topographical metaphor.  To gain control over knowledge, Foucault has observed, we allocate to it a spatial position, a ‘fix’, between existing bodies of knowledge.  Thus contained, we can begin to build a concept of the discipline, create a central core of practices and ideas, guard the penumbral borders between it and other disciplines.  But -- and again, quoting from Foucault -- within any present discipline there are lines of fracture, ‘kinds of virtual fracture which open up the space of freedom understood as a space of concrete freedom, ie of possible transformation’.
  These fractures present us with the opportunity of exchange between disciplines as they are presently conceived: exchange conceived as ‘transmissions, transferences, interferences’.
  Within a discipline, similar fractures occur  Often a discipline will want to deny its origins or distance itself from its rivals; and often there will be a number of interpretations of the historical process within the discipline.  Stephen Bann has described this with reference to art history: 

art history, in defining itself as a discipline over against connoisseurship, understandably took over the positivist paradigm of nineteenth century archival research.  But in doing so it also inevitably (though no doubt unconsciously) took over the prejudice which was so ingrained among archive-based historians against the serious historical value of artistic representations of history.

Acting against the border controls between disciplines are forms of thought we might group under the heading of analogistic reasoning.  Analogy by its very form crosses fields within a discipline, and the disciplines themselves.  As David P. Ellerman put it in his aptly named examination of cross-disciplinary research, Cultural Trespassing as a Way of Life, 

[a]nalogical reasoning is one of the most powerful engines of discovery.  Trespassing is often inspired by noticing a new analogy between two different fields.  [...]  Sometimes only basic knowledge in two seemingly disparate fields is needed to discover happy collusions of concepts that betray some common underlying structures.

It is in the nature of analogical thinking to recognise similarity in ‘common underlying structures’ between fields.  If there is a first stage in interdisciplinary research, it is surely this recognition of pattern which begins the process of trespassing.  This analogical leap is one that is more radical than that performed within and even between legal sub-fields. Nor is it a matter of Dworkinian ‘fit’.  As discussed in Law’s Empire with reference to the well-known example of chain novels, the idea of ‘fit’ is, cognitively speaking, too high-level a concept to describe the processes of analogy.  Rather, it is a matter of creating deeper cognitive patterns, and applying these patterns to other contexts.  It may be that Llewellyn’s concept of ‘situation-sense’ comes closest to the idea.
  

There are many examples of trespassing as defined above in disciplines, not only between what might be regarded as sister disciplines such as literature, history, theology and philosophy, but between the sciences and these disciplines.  The effect of Darwinian science on Victorian literature for example has been charted by Gillian Beer and others.
  More particularly, the biological hypothesis of organic memory has been analysed by Laura Otis who, in her study of it, excavates the history of this way of thinking of the body throughout the nineteenth century, and takes case studies of European literature as examples of how the theory was propagated and re-presented to society.  She reveals how the science becomes analogies for other things in literature; and how in turn these things mirror the science to society: ‘[a]s in image reconstruction, the image [of the organic memory hypothesis] became clear only when viewed from many perspectives simultaneously’.
  In jurisprudence, Roberto Unger developed his notion of ‘expanded discourse’ in defence of a version of interdisciplinarity.
; while the concept of autopoesis arose from biological autopoesis, and its application by Piero Sraffa, Nikolas Luhmann, Günther Teubner and others to social sciences, then law in particular.

Analogical cross-over between disciplines requires a special knowledge of the body of knowledge which is being imported, and the intention to do something with this, as well as a sense of how the body of knowledge being imported might be used within the other field.  There have been studies in law of how this might be done using particular devices which enable researchers to cross disciplines.  One such study is Patrick Nerhot’s collection of essays on analogy.
  Nerhot’s contributors focus on the use to which analogy is put in jurisprudential discourse, and the extent to which analogies ‘play a constitutive role for a determinate sciences by helping to split up the area of investigation and suggest images that could each become concepts’.  Nerhot goes on to say that as a consequence of this role, analogy can play a meta-role in methodology by acting ‘as an intermediary between already constituted disciplines and a newly constructed reality’.
  

A number of contributors take up this theme.  In an elegant essay on the use of parables in case law, for instance, Bankowski shows how the parables of the Good Samaritan and the guests at the wedding feast are analogised, subsumed within the common law and so lose their ‘capacity to surprise, radically to change direction, to transcend’.
  As he puts it, ‘[a] parable of openness becomes an analogy of closure’.
  This capacity of analogy to constrain as well as surprise may hold as regards its effect in case law and when employed by judges; but it is less true of legal education, where it is possible to revive old analogies, and where analogy is a well-tried heuristic within the discipline.  Though he does not make this distinction, Bankowski leaves the question as to whether analogy is always constrained an open one, asking

Surely traditions develop and change beyond all recognition?  ...  Are there forms of reasoning ... that enable us to move beyond a tradition and to import and export ideas between traditions?  Are there institutions that serve as bridges to other traditions or that can be seen as windows from the one into the other?  Or is it the case that we are all immutable locked into our traditions and discourses with no real way out?

These questions are important ones, not just for our research, but for our teaching as well.  They are questions not just about the nature of the legal discipline and its texts, but how we form the discipline and transmit that ‘situation-sense’ to students.  Bankowski’s example of the Good Samaritan and its use in Donoghue is apt here.  Where Atkins rehearses the lawyer’s second question, and adverts to Jesus’ reply, we might consider the answer given by Jesus to the lawyer’s first question as being more open ended than the question with which he ends the parable of the Good Samaritan.  In the parable, he ends not with a homily or a prophecy, but a question: ‘Which of these three, do you think, proved himself a neighbour to the man who fell into the bandits’ hands?’.  The first question goes thus: ‘And now a lawyer stood up and, to test him, asked, “Master, what must I do to inherit eternal life?”  He said to him, “What is written in the Law?  What is your reading of it?”’  In answer to both questions Jesus refuses to give an overt and didactic answer.  Instead, the lawyer is confronted with questions which require a hermeneutical and existential response: what is your reading, which of these three, do you think...?  It is a model of one way in which we interpret texts: not just parables, but any text.  

In the ‘Representations of Law’ course, I decided to try the analogical route of interdisciplinary analysis by introducing students to bodies of theory which had a number of different contiguities.  To point out all of these to the students would have been impossible as well as arrogant; and would not have enabled students to construct their own understandings, their readings, of the concepts and the texts.  Equally, students could not be left to flounder in theory.  Instead, the course was designed so as to model interdisciplinary critique, and allow students the space to develop their own readings.  How we set out to achieve this is described below.  

Representations of Law

From the outset, it was important that the course should combine disciplines.  The question arises as to whether it should be interdisciplinary or multidisciplinary.  The tutors were selected because of their practical experience as well as their academic qualifications (Elaine Bishop, for instance, had spent fourteen years working with first nation tribes in the north of Canada); but if they were teaching only within this expertise, the course should properly be called multidisciplinary rather than interdisciplinary.  This was pointed out in a recent Royal Society report: 

Pulling together a group of experts from different disciplines to contribute to a single project does not constitute interdisciplinarity.  Indeed, in most cases the resulting research is multidisciplinary in nature.

Multidisciplinary research involves people from different fields co-operating: working together towards a common goal but staying within the boundaries of their own fields.  They may reach a point where, because of the restrictions and limitations of their disciplines, they cannot make further progress.  They may then be forced to work at the fringes of their fields, and forge new ones.  At this point the research becomes interdisciplinary.

The distinction between multi- and interdisciplinary research, however, does not apply to teaching.  While it is true that all the tutors worked within their areas of expertise, all were aware of the interdisciplinary aims of the course, of the need to cohere with each other’s work on the course, and the thematic basis to the course methodology.  Above all, the course had to be interdisciplinary from the students’ point of view.  It would have been a block to student understanding of the course if the separate units had remained multi- rather than interdisciplinary.  

If students were to view the course as interdisciplinary, there would have to be something which bound the units together.  I decided to adopt a thematic approach to the units, based on a number of subjects or topoi, in the rhetorical sense.  These themes would be based upon the concept of the representation of law in society: more specifically, law as representation.  This term was adopted for a number of reasons.  First, I wanted to spotlight for students the idea that law is embodied in many ways and by various media in the world, and that we can, as an intellectual task, attempt to understand this process of embodiment.  Understanding this task means understanding theories of what we might call embodiment or representation.  It also means understanding how such theories are built, and how they work in specific contexts in the world.  In this approach, specifics were not to be the handmaids of theory: specifics were to embody theory, so that students could examine how theory could be applied to, and was influenced by, specifics.  This approach, therefore, was both theoretical and concrete: it aimed to bridge the gap between jurisprudential understanding and student knowledge of the world.  

In this sense, I wanted the concept of ‘representation’ to be as general as possible, knowing that students would encounter different aspects of this term from tutors in different units of the course.  In my introductory lecture I outlined a number of ways in which the idea could be used in different disciplines – in film and law
, in literature and law
, graphical representation in cognitive science
, the computational model of mind, and semiotic views of representation.  

The course was divided into four units: 

1. Discourse Analysis and the Semiotics of Law

2. Indigenous Peoples and Land Law

3. Law and Literature

4. Law, Film and Television

The first unit considered how a number of discourse and semiotic practices functioned within law, particularly with reference to oral and written language.  The sub-topics language, linguistics and the Law, forensic linguistics in the courtroom; the detection of deception in texts.  It also included the subject of normal and abnormal communication and the underlying assumptions of these; and the implications for law of semiotic analyses within a context of critical theory.
  Class discussion and activities centred on definitions of semiotic analysis, and application to aspects of language in legal discourse.  The final topic was that of miscommunication, and led into the second unit, ‘Indigenous Peoples and Law Law’.  

In this second unit, students studied a number of key cases and statutes applying to first nation peoples in Canada, and set these in the context of the nations’ lands, their history and their culture.
  The class also learned something of the reality of contemporary Indian life and culture from their tutor, who had first-hand experience of Indian communities, the pro- and anti-Indian movements, the effect of SLAPP suits, and the legal strategies by which first nations are attempting to reclaim rights and lands.
  Links were also made between this second and the first unit: Peter Goodrich’s essay ‘Modalities of Annunciation’, which begins with a moving narrative of the evidence presented by the Haida people in their struggle to prevent the logging of the Queen Charlotte Islands, was used to help students apply what they had learned about the process of semiosis to the evidential process in court.
  

The third unit focused on the representations of law as these appear in literature.  Excerpts from Dickens’, Bleak House; Scott’s, Waverley and Heart of Midlothian and James Kelman’s How Late it Was, How Late and his short stories.  In the first, students analysed Dickens’ presentation of legal procedure by using semiotic analysis; in excerpts from Scott, they explored Scott’s creation of Highland culture as an aboriginal culture, and court process (in Heart of Midlothian) as a collection of voices (Goodrich’s text was useful here); in Kelman’s novel they analysed an interview between a DSS claimant and a doctor, using some of the tools of conversational analysis they had encountered in unit one, and some of the concepts of client counselling they had used in another third level module, Clinical Legal Skills.  Most of the class time, however was spent analysing Scott’s short story, ‘The Two Drovers’ and Scott Turow, Presumed Innocent.  In the first we analysed Scott’s use of the clash of legal and personal values to highlight the cultural differences between communities; and in the second the use of voice to narrate a personal story within a legal context.  Key concepts for this unit were those of narrative voice and genre.
  

In the final unit, ‘Law, Film and Television’, students studied excerpts from the film videos of The Verdict, The Client, and Presumed Innocent.  They also compared episodes of Murder One and Kavanagh QC, using the analytical tools they had learned in the first and third units: that is to say, analysis of what is perceived to be ‘normal’ genres in film and TV contexts; analysis of dialogue, particularly in court-room scenes; discussion of the extent to which political and professional power and legal issues are engaged in the films and episodes; the extent to which legal issues are mediated by the form of the genre.  The tutor, an independent TV producer who was also Creative Writing Fellow at Glasgow and Strathclyde Universities, drew upon film theory as well as the semiotic concepts used in the first unit to analyse the tapes; and of course followed through into the visual medium the textual analysis of Presumed Innocent.  

The course was designed so that themes could be tracked through various units.  It was possible, for example, in ‘The Two Drovers’ to refer back to the literature students read in the second unit on Indian concepts of justice and its workings within a community, and compare this to Scott’s treatment of the ideas of justice and honour in the short story.  Throughout the course, it was made clear to students that in their essay and in the examination they would be expected to draw analogical interdisciplinary links between different knowledge sets, and they were given examples of this type of analysis.  During the law and literature unit in particular, they practised mini-arguments in class, using semiotic tools of analysis upon literary texts.  In this way, some of the forms of interdisciplinary argument were modelled for them, and they had the opportunity to practise, in a relatively safe environment, constructing argument for themselves using the texts studied in the classes.
  

Feedback

Of the twelve students who took the course, all welcomed the variety of the texts and visual media.  Several of them commented that it made jurisprudential analysis much more exciting for them to apply it to film and television, in particular:

I especially liked thinking about the films, though I found it difficult because when you’re watching, even if you’ve seen the film before, you get involved in following the story rather than analysing it.  I found I had to take wee bits and just concentrate on them.

This method of ‘chunking’ (which was one the course tutor recommended) can be contrasted to the student’s method of dealing with the difficulty in Hart’s text.  Here, the student is choosing which chunks of the film to analyse (itself a sophisticated choice), while in the previous comment, the student is using ‘chunking’ as a coping device to understand another’s abstract argument.  This is borne out by what seemed to be the general agreement of the students that the first unit, on semiotic analysis, was the most difficult to understand.  

Shifting disciplines did not seem to cause as much difficulty as it might have done.  One student commented that once she had shifted from unit one to unit two, it was easier to make the move in the succeeding units.  This is an interesting comment because it might be evidence for something approaching the student’s developing ‘situation-sense’ in interdisciplinary research: once she was able to perceive a thematic content and make the conceptual shift from the first discipline to the second, the cognitive move was easier to make to the third and fourth units.  

Two students commented that they could not understand the course.  One of them had difficulty passing; the other failed.  One commented ‘I couldn’t understand what was going on.  We jumped from one idea to the next, and I didn’t really know what to do with it all’.  This comment points to one weakness of the course as it stands, namely the briefing given to tutors.  While the interdisciplinary nature of the course was emphasised, and the need for contextual analysis on the course, the tutors did not receive sufficient information on the classroom techniques which would be common to the course – for example, use of analogy as a heuristic, and the use of intensive writing sessions in every tutorial.  

It is useful to contrast this comment with one made by the student who achieved the highest mark in coursework and exam: ‘The first unit was the most difficult, but once you got the hang of using the ideas it was a lot easier’.  This student viewed the ideas presented in the course teleologically, and it was clear from his work that this student could contextualise his understanding by learning what was needed of a concept on the course, and appling it to examples.  This may sound suspiciously like Entwistle’s concept of strategic learning, but only if the comment is read out of context.  The student was able to demonstrate a fairly deep level of learning by taking a concept such as that of genre and applying it to legal texts and film in order to speak of his own experience of the text, and the way in which law was represented in it.  
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[f]or an account to be perceived as a coherent narrative or story, it must be more than a “simple succession” or enumeration of events in serial order”; it must be “a configuration” (2235)


His footnote cites Paul Ricoeur as the source of the quotations, and his reference to phenomenological hermeneutics is appropriate given the emphasis he places on situatedness.  As Winter puts it, the ‘significance of the concept of idealized cognitive models is that it explains the economy of our ordinary thought processes’ (2235), an economy in which sub-stories contained in key cultural words and phrases play their part in the highly complex processes of narrative determination and structure.  The ‘economy of our ordinary thought processes’ is what others have explored using similar ideas: Minsky’s ‘frame’ concept, Abel & Schank’s ‘schema’, Chilton’s ‘morphism’.





� Gillian Beer, Open Fields: Science in Cultural Encounter, Oxford University Press, 1995; Darwin’s Plots: Evolutionary Narrative in Darwin, George Eliot, and Nineteenth-Century Fiction, London, Routledge & Kegan Paul, 1983; George Levine, Darwin and the Novelists: Patterns of Science in Victorian Fiction, Cambridge, Mass: Harvard University Press; Fiona J. Stafford, The Last of the Race: the Growth of a Myth from Milton to Darwin, Oxford, Clarendon Press, 1994; L.J. Jordanova, (ed) Languages of Nature: Critical Essays on Science and Literature, London, Free Association, 1986;


� Laura Otis, Organic Memory: History and the Body in the Late Nineteenth and Early Twentieth Centuries, University of Nebraska Press, London, 1994, p.xii.  On p. 8 she discusses what Stephen Jay Gould termed the ‘“analogistic tradition”’ in his book on Haeckel, Ontogeny and Phylogeny, Cambridge Mass: Belknap-Harvard University Press, 1977, p.40.  


� ‘The Critical Legal Studies Movement’ 96 Harvard Law Review 561 (1983)


� Maturana defined autopoesis as follows:


We maintain that there are systems that are defined as unities, as networks or productions of components that 1/ recursively, through their interactions, generate and realize the network that produces them; and 2/ constitute, in the space in which they exist, the boundaries of this network as components that participate in the realization of the network.


Maturana, ‘Autopoesis’ in Autopoesis, A theory of Living Organization, M. Zeleny ed, 1981, p.21.  P. Sraffa, Production of Commodities by Means of Commodities (1960.  As Arthur Jacobson points out, Sraffa’s economic theories predate Maturana, and possibly supply a paradigm for the application of biological theories to the field of social sciences, and for Luhmann’s assertion that social systems themselves are autopoietic.  Luhmann, ‘Autopoesis, Handlung und Kommunikative Verständigung [Autopoesis, Action and Communicative Understanding], 11 Zeitschrift für Soziologie 366 (1982)


� Legal Knowledge and Analogy: Fragments of Legal Epistemology, Hermeneutics and Linguistics, Kluwer Academic Publishers, London, 1991


� Ibid, p.2


� Ibid, Zenon Bankowski, ‘Analogical Reasoning and Legal Institutions’, p.212


� Ibid, p.214. Both Joseph Raz and Neil MacCormick have also shown how analogy constrains legal judgment.  See Neil MacCormick, Legal Reasoning and Legal Theory; Oxford, Clarendon Press, 1994; Joseph Raz, The Authority of Law, Clarendon Press, 1979, p.204


� Royal Society Report (December 1996), Environment Interdisciplinarity, Transport and the Environment Committee, Royal Society, London.


� Shirley A. Wiegand, ‘Deception and Artifice: Thelma, Louise and the Legal Hermeneutic’, Oklahoma City University Law Review, 22, 1997, 25-49; Christine Alice Corcos, ‘Presuming Innocence: Alan Pakula and Scott Turow Take On the Great American Legal Fiction’, ibid, 129-166
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