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Developing an Empirical Model
to Test Whether Required Wr1t1ng
Exercises or Other Changes in
Large-Section Law Class Teaching
Methodologies Result in Improved
Exam Performance

Andrea A. Curcio, Gregory Todd Jones, and Tanya M. Washington

Introduction

Many have suggested that law professors could improve student learning
if they did one or more of the following: used multiple assessments; gave
students meaningful opportunities to practice skills they were expected to
learn; gave students more explicit information about the skills they were
expected to master; afforded students an opportunity for self-assessment
and peer assessment; and provided guidelines to help students self-assess.’
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I. Steven Friedland, A Ciritical Inquiry Into the Traditional Uses of Law School Evaluation,
23 Pace L. Rev. 147, 188, 208, 209 (2002); Gregory S. Munro, Outcomes Assessment for Law
Schools 74 (Spokane, Wash., 2000); Philip C. Kissam, Law School Examinations, 42 Vand.
L. Rev. 433, 473 (1989); Roy Stuckey et al., Best Practices for Legal Education 255 (2007)
(encouraging the use of formative assessments throughout the semester); Mary Beth Beazley,
Better Writing, Better Thinking: Using Legal Writing Pedagogy in the “Casebook” Class-
room (Without Grading Papers), 1o Legal Writing: J. Legal Writing Institute 23, 72-74 (2004);
Sophie M. Sparrow, Describing the Ball: Improve Teaching By Using Rubrics—Explicit
Grading Criteria, 2004 Mich. St. L. Rev 1 (2004); Greg Sergienko, New Modes of Assess-
ment, 38 San Diego L. Rev. 463, 482 (2001); Mary A. Lundeberg, Metacognitive Aspects of
Reading Comprehension: Studying Understanding in Legal Case Analysis, 22 Reading Res.
‘Q, 407, 428 (1987) (finding that explicitly teaching strategies for reading and understanding
legal opinions significantly improved comprehension of novice law students).
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In fact, two recent studies have extensively examined law school teaching
methodologies and suggested improvements to them.? Yet, little empirical
work examines the efficacy of the suggested improvements.? To begin to fill
this gap, we examined whether multiple practice essays, combined with peer
and self-assessment using annotated model answers, had any effect on first-
year law students’ ability to break a legal rule into its component parts and
perform a complex factual analysis on an essay exam.

The study’s design was simple. One professor (the non-intervention professor)
taught her first-year, large-section spring semester civil procedure class as she
always had done—she used the traditional oral question and answer method for
case analysis and hypothetical problems. The other professor (the interven-
tion professor) taught a different large-section class also using oral case analy-
sis and hypothetical questions.* Additionally, over the course of the semester,
she required students to write five different three-page essays to answer single-
issue questions.s After each essay was turned in, she gave the students annotated

2. Stuckey, Best Practices for Legal Education, supra note 1; see also the information garnered
during the Carnegic Foundation-funded, extensive study of law school education, wil-
liam M. Sullivan et al., Educating Lawyers: Preparation for the Profession of Law (San
Francisco, 2007).

3. Our research indicates that in the last fifty years, there have only been a few empirical
examinations of law school classroom teaching methodology. See, e.g., Edward L. Kim-
ball and Larry C. Farmer, Comparative Results of Teaching Evidence Three Ways, 30 J.
Legal. Educ. 196 (1979) (finding litde difference in learning outcomes between the case
method, problem method, or self-instruction method); see also Paul F. Teich, Research
on American Law Teaching: Is There a Case Against the Case System?, 36 J. Legal Educ.
167 (1986) (describing nine studies of law teaching methods, most with undergraduate
law classes, virtually all of which concluded that the only methodologies that had any
impact on learning outcomes were computer assisted methodologies or those geared
toward individualized instruction).

There have been a few other articles about classroom innovations that discuss the
professors’ subjective belief that their innovations had a positive impact upon students’ per-
formance. See, e.g., John M. Burman, Out-Of-Class Assignments as a Method of Teaching
and Evaluating Law Students, 42 J. Legal Educ. 447 (1992) (finding that out-of-class writing
assignments resulted in his subjective perception that the students performed better on the
final exam after doing the assignments); Stephen J. Shapiro, The Use and Effectiveness
of Various Learning Materials in an Evidence Class, 46 J. Legal Educ. ror (1996) (finding
that between casebook reading, hornbook reading, and CALI exercises, only the CALI
exercises seemed to have an effect on student exam performance). One recent empirical
study measured a particular lawyering skill. See Karen Barton et al., Valuing What Cli-
ents Think: Standardized Clients and the Assessment of Communicative Competence, 13
Clinical L. Rev. 1 (2006) (providing an excellent empirical analysis of the viability of using
a standardized client as a method of measuring professional competence in communicating
with clients).

4. There were fifty-five students in the non-intervention class and eighty students in the
intervention class. Approximately go percent of the students in each class were first-year
full-time students. The remaining 1o percent of students in each class were part-time second-
year students. The study’s data only included first-year full-time students.

5. As the semester progressed the questions became more complex either in terms of factual
or legal analysis or both. However, all questions were single-issue questions dealing with a
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model answers and spent class time on self and peer edits and discussion about
the questions and model answers.® The practice essays and feedback concen-
trated on teaching students to break a procedural legal rule into its component
parts and to write cogent essay answers requiring complex factual analysis of
both sides of various issues. We, as investigators, decided to focus on these spe-
cific skills because we believed these are critical lawyering skills that could be
explicitly taught and because, in our experience, these skills often eluded many
first-year law students.

The two civil procedure classes were given two co-authored, identical essay
questions during an open-book, three-hour final exam administered on the
same day and at the same time.” Using a jointly devised grading rubric each
professor blind-graded the answers from both sections for each question.? Af-
ter the grading was completed, the investigators’ support staff created a spread
sheet which contained each student’s exam number, the student’s LSAT score
and undergraduate grade point average (UGPA), fall and spring first-year
course grades, and the student’s raw score on each essay question graded by
each professor.

On average, students in the writing exercise class performed better on
the essay exam questions, but the most statistically significant benefit inured
to students who had above-the-median LSAT scores and above-the-median
UGPA scores. The study’s findings raise many questions that require further

particular procedural rule or concept.

6.  Students received a model annotated answer for all five essay questions. For one of the
questions, students also were given a grading rubric so that they could see that most points
were allocated to factual analysis. Students received raw score points towards their final
grade for simply timely turning in their essay answers. The professor also graded one essay
answer with grades varying between four to eight raw score points. The graded essay con-
tained individualized comments. Students received their graded answer before they were
asked to complete their final paper.

7- One question tested relation back of complaint amendments and the other involved a claim
preclusion issue. To ensure students had the same basic substantive understanding of the
subject matter, the professors used the same course material when teaching the substantive
areas and collaborated to ensure that they were teaching from the same perspective and with
similar emphasis. Also, to ensure they did not inadvertently “teach to the test” they waited
until the end of the semester before jointly drafting the exam questions.

Each question was worth one-third of the exam’s total raw score and had a suggested
one-hour time allocation. Each question contained about one page of facts and the overall
issue was easily identifiable because the professors sought to test students’ ability to break
a rule into its component parts and analyze and apply the facts to the rule’s various ele-
ments—the skills that were the focus of the practice writing exercises. In addition to the two
co-authored essay questions, each professor drafted her own short answer questions.

8.  To ensure they were applying the rubric in a similar manner the professors met and graded
the first twenty-five answers at the same time for each essay question. They also checked
in with each other throughout the grading process. Although each professor graded every
answer, each student received his or her grade from the student’s own professor. Each
professor curved her final grades based upon the raw score points of the students in her
individual class. .

HeinOnline -- 57 J. Legal Educ. 197 2007



198 Journal of Legal Education

exploration before reaching definitive conclusions about the value of practice
writing exercises in large-section classes.? However, we believe the study’s
value lies as much in its design as in its findings. Our design and methodol-
ogy can be duplicated relatively easily. Thus, we believe that our work lays
the foundation for further empirical exploration of the impact of various law
school teaching methodologies on learning outcomes.™

Methodology and Findings

To determine if the five practice writing interventions and accompanying
generalized feedback affected essay writing performance, we compared the
raw point essay scores of those students who received the interventions with
those who did not. Initially, we looked only at whether there was a discernible
difference in raw score grades between students in the two classes. The results
of an initial independent sample t-test showed a significant difference in per-
formance on both essays, for both graders, with those students receiving the
intervention, on average, faring better in all four cases.”

TABLE ONE: Average Raw Point Essay Scores (out of a total of 30 possible raw
score points for essay #1 and 33 raw score points for essay #2)

Avg. Score Essay 1 | Avg. Score Essay 2
IC class graded by ICP 19.92 14.86
IC class graded by NICP 19.19 15.92
NIC class graded by ICP 17.27 11.98
NIC class graded by NICP | 17.09 12.29

IC = intervention class; NIC = non-intervention class; ICP = intervention
class professor; NICP = non-intervention class professor

9.  See Andrea A. Curcio, Gregory Todd Jones, and Tanya M. Washington, Does Practice
Make Perfect? An Empirical Examination of the Impact of Practice Essays on Exam Perfor-
mances, 35. Fla. St. U. L. Rev. (forthcoming 2008) (presenting more detailed findings from
this study and exploring potential reasons for those findings).

0. The suggestion to employ the same rigor in an examination of our teaching as in our other
areas of scholarship was first suggested by Emest Boyer. Emest L. Boyer, Scholarship
Reconsidered: The Priorities of the Professoriate (Stanford, Cal., 1990) (urging univer-
sities to conceptualize research and scholarship more broadly to encompass scholarship
of teaching and learning). The idea has been built upon by others. See, e.g., Charles E.
Glassick, Mary Taylor Huber, and Gene 1. Maeroff, Scholarship Assessed: Evaluation of
the Professoriate (Stanford, Cal., 1997) (proposing guidelines for those seeking to engage
in the scholarship of teaching and learning and for those seeking to assess the quality of
scholarly work examining teaching and learning).

1. An independent sample t-test compares the mean scores of two groups on a given variable.
The p value states the likelihood that we would find a difference in means as large as that
found purely by chance. A low p value indicates that the difference is unlikely due to chance.

HeinOnline -- 57 J. Legal Educ. 198 2007



Developing an Empirical Model 199

We ruled out the possibility that the difference between the two classes

resulted from an unidentified sorting mechanism by which more students with
higher law school exam performance predictors ended up in the intervention
class.”” An independent sample t-test looking at students’ LSAT scores and
UGPAs found no significant difference between the two classes. (LSAT: p =
.665, UGPA: p = .204). The analysis confirmed that both LSAT scores and
UGPA were good predictors of overall performance on first-year exams. (See
Table Two below.) These results indicate that the differences between interven-
tion and non-intervention students’ performance on the essay questions likely
were not the result of some unidentified sorting of students by LSAT score or
UGPA between the two classes.

12.

The traditional data used to predict first-year law school grades is UGPA and LSAT score.
The validity of these predictors has been studied by many professors. See, e.g., David A.
Thomas, Predicting Law School Academic Performance from LSAT Scores and Under-
graduate Grade Point Averages: A Comprehensive Study, 35 Ariz. St. L. J. 1007 (2003)
(discussing the results of twenty-seven years of admissions data at BYU law school that
examined the correlation between LSAT and UGPA and law student grades); Jeffrey S.
Kinsler, The LSAT Myth, 20 St. Louis Univ. Pub. L. Rev 393 (2001) (finding that although
LSAT is claimed to be a better predictor than UGPA, at Marquette the opposite was true—
UGPA was a better predictor of law school performance than LSAT).

Studies indicate that LSAT scores and UGPAs are far from perfect predictors of first-
year exam performance. Abiel Wong, Note, “Boalt-ing” Opportunity?: Deconstructing
Elite Norms in Law School Admissions, 6 Geo. J. on Poverty Law & Pol’y 199, 208 (1999)
(noting that the LSATs correlation coefficient with first-year grades ranges from .or to .62,
depending on the law school, with a median correlation of .41; when the LSAT is used in
conjunction with UGPA, predictive validity ranges from .1t to .68, with a median correla-
tion coefficient of .49); William C. Kidder, The Rise of Testocracy: An Essay on the LSAT,
Conventional Wisdom, and the Dismantling of Diversity, g Tex. J. Women & L. 167, 187
(2000) (reporting that “the LSAT accounts for only 16% of the variance in first year grades
among students enrolled in ABA law schools”); see also Jerry R. Parkinson, Admissions Af-
ter Grutter, 35 Univ. Toledo L. Rev. 159, 163 (2003) (noting that the LSAC does not dispute
that the LSAT actually only accurately predicts first-year performance for a relatively small
percentage of first-year students, but instead the LSAC “simply—and correctly—points out
that there is no other measurement that ‘comes close to matching the predictive qualities of
the LSAT").

We agree with those who argue that predicting exam performance is not a valid method
for predicting who will be a good lawyer. See, e.g., lan Weinstein, Testing Multiple Intel-
ligences: Comparing Evaluation by Simulation and Written Exam, 8 Clinical L. Rev. 247,
248-50 (2001) (noting that the LSAT has limited utility in law school grade prediction and
that law school grades do not correlate to ot predict success in the practice of law); Phoebe
A. Haddon and Deborah W. Post, Misuse and Abuse of the LSAT: Making the Case for
Alternative Evaluative Efforts and a Redefinition of Merit, 8o St. John’s L. Rev. 41, 53-54
(2006) (arguing that the LSAT and first-year exams do not purport to measure anything
close to the wide range of skills necessary for minimally competent lawyering). However,
given that LSAT and UGPA are the traditional method of predicting performance on first-
year law school exams, we used those measures as control variables in this study.
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TABLE TWO: Do LSAT Scores and Undergraduate GPAs Predict
Performance in Law School?

LSAT UGPA
Pearson Correlation -.054
LSAT Sig. (2-tailed) 437
Pearson Correlation -.054
UGPA Sig. (2-tailed) 427
Civil Procedure P?arson ('jorrelation .215* .278%*
Sig. (2-tailed) .O11 .001
4 *% **
Contracts P_earson Qorrelatlon 241 .256
Sig. (2-tailed) .00I .00I
Torts Pearson Correlation .240™% .278**
Sig. (2-tailed) .004 .001
Pearson Correlation 128 215**
Property Sig. (2-tailed) .074 .003
. Pearson Correlation .062 .270™*
Legal Writing | o (o tailed) 286 000
.. Pearson Correlation .286** .232**
Criminal Law . .
Sig. (2-tailed) .000 .001
Overall Spring | Pearson Correlation .286%* .349**
Average Sig. (2-tailed) .001 .000

* Correlation significant at 0.05 level.

** Correlation significant at o.or level.

We also considered whether the differences in performance found in this
study were attributable to differences in professors’ experience or general
teaching styles.’s Although this possibility cannot be eliminated, it is called into
question by the fact that the writing interventions seemed to have the biggest
impact on students with above-the-median LSAT scores. Comparing students
with similar LSAT scores in both classes, intervention class students with above-
the-median LSAT scores earned statistically significant better raw scores, from
both professors, on both essay questions, than those with similar LSAT scores
in the non-intervention course.* There was no statistically significant difference

13.  The intervention professor had been teaching for twelve years while the non-intervention
professor had taught for four years. One attempt to control for this variable was that the
professors used the same cases and problems to teach the substantive areas that would be
tested and collaborated to make sure that they were teaching the material from a similar
perspective and with similar emphasis on various substantive issues.

14. The statistical significance of these results was confirmed by an independent sample t-test.
Non-Intervention Professor [N1P] Essay 1: p = .000, NIP Essay 2: p = .000, Intervention
Professor [IP] Essay 1: p= .000, IP Essay 2: p = .000.
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between raw essay exam scores in the two classes for students who had below-
the-median LSAT scores.” Thus, the intervention’s impact seemed to benefit
primarily students with above-the-median LSAT scores.* If the impact of the
interventions was due to teaching ability or some particular quality of the inter-
vention professor, one might expect to see a more significant across-the-board
tmpact on all students in the intervention class, regardless of LSAT score.”

Discussion

The literature suggests that exam performance tends to improve when
students are given practice exams that are similar to the actual exam®® and
that improvement requires practice, feedback, and explicit instruction on
strategies for improving learning.® That is what the intervention professor
sought to provide to her students. The study’s results indicate that the writ-
ing interventions and feedback did have a discernible benefit, particularly
for students with above-the-median LSAT scores and above-the-median
UGPAs. However, we cannot claim with scientific certainty that it was the
writing interventions and accompanying feedback, per se, that were respon-
sible for the differences between the intervention and non-intervention stu-
dents. Perhaps doing anything more than reading and orally reciting answers
would produce the same outcome. This could be tested by giving students
the assignments and having them outline their answers or complete the
assignments in some way other than by writing complete essay responses.

15. NIP Essay 1: p = .679, NIP Essay 2: p = .123, IP Essay 1: p = .750, IP Essay 2: p = .264.

16.  We found similar results using UGPA as a variable, with a statistically significant correlation
showing that students with above-the-median UGPA benefited the most from the writing
interventions. (NIP Essay 1: p = .o05, NIP Essay 2: p = .00, IP Essay 1: p = .000, IP Essay 2:
p = -009.) However we found that students with below-the-median UGPA in the interven-
tion class showed a statistically significant benefit from the interventions on the second essay
question. (NIP Essay 1: p = .244, NIP Essay 2: p = .oo1, IP Essay 1: p = .058, IP Essay 2: p =
.004.) Possible explanations for our findings include the students’ different metacognitive
skill levels and perhaps the test-taking speed variable of both the LSAT and in-class timed
tests, See Curcio et al., Does Practice Make Perfect?, supra note g, for further discussion of
these issues.

17.  Although our findings lead us to believe that the results are probably not attributable to
differences in teaching experience or style, we think a better way to control for this variable
would be to have the same professor teach two different sections of the same class, using the
interventions in one class and not in the other. If this is not possible, another control might
be to have both professors give identical short answer questions and to compare students’
scores on those questions as a way to test whether students’ scores in the essay portion were
a function of teacher effectiveness.

18. See Renee Oliver and Robert L. Williams, Direct and Indirect Effects of Completion
Versus Accuracy Contingencies on Practice-Exam and Actual-Exam Performance, 14 J.
Behav. Educ. 141, 142 (2005) (citing to studies which indicate that practice exams which
are similar to regular exams may improve students’ exam performance).

19. See, e.g., John L. Nietfeld, Li Cao and Jason W. Osborne, Metacognitive Monitoring
Accuracy and Student Performance in the Postsecondary Classroom, 74 J. Experimental
Educ. 22 (2005).
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Alternatively, the results could be attributable to any one of the feedback
methods: the annotated answers, the rubric, the peer edits, the self-edits, or
the one graded essay containing the professor's comments. Future studies
might attempt to isolate these variables.

Another potential explanation for the outcome may have been that the
take-home writing exercises helped some students focus their study efforts on
the areas likely to be tested on the final exam. Intervention class students may
have been better able to predict what was likely to be tested and so might have
been able to focus their study efforts on those substantive areas, while the
students in the non-intervention course had to focus their study efforts more

broadly.

An unexpected result was that the most statistically significant benefit from
the exercises and feedback inured to students with above-the-median LSAT
scores and above-the-median UGPAs. We think this may be due, in part, to
the test-taking speed component inherent in the LSAT and in-class timed ex-
ams.” It would be interesting to do this study with a take-home exam, rather
than a timed, in-class exam. This would eliminate the “test-taking speed” com-
ponent that affects both LSAT score and in-class timed exams. This change
would also make the exams more similar to the practice exams, something
that others have found increases the impact of practice exercises on final exam
performance.® It would be interesting to see if a take-home exam resulted in
a more across-the-board benefit to all intervention class students rather than
concentrating the benefit on those with above-the-median LSAT scores.®

20. See Linda Baker, Metacognition, Comprehension Monitoring and the Adult Reader, 1
Educ. Psychol. Rev. g, 10 (1989) (noting that one metacognitive strategy that has led to
higher test scores is students’ verbalization of their predictions regarding potential test
questions). Because the intervention class had five essay assignments along with model
answers, the students with more highly honed metacognitive skills in the intervention class
may have predicted it was unlikely that the areas covered by the writing exercises would
be tested on the exam. Given that there is a limited universe of substantive areas in civil
procedure that lend themselves to essay questions, students in the intervention class with
more highly developed metacognitive skills may have figured out the remaining areas most
likely to be tested via an essay question and focused their studies on those areas. Students
in the non-intervention class, regardless of metacognitive skills, had no idea what was likely
to be tested and thus did not have the benefit of focusing their study for essay questions on
just a few substantive areas. In a future study, to eliminate this factor, the professors could
tell students the subject matter that would be tested on the essay exam questions and test
broad knowledge via short answer questions.

a1, See William D. Henderson, The LSAT, Law School Exams, and Meritocracy: The Surprising
and Undertheorized Role of TestTaking Speed, 82 Tex. L. Rev. g75 (2004) (discussing the
impact of the test-taking speed variable on LSAT scores and law school exams).

22. Oliver and Williams, Direct and Indirect Effects of Completion Versus Accuracy, supra note
18, at 142.

23.  See generally Henderson, The LSAT, suprz note 21 (arguing that take-home essay exams
without the speediness component may decrease the correlation between first-year exam
grades and LSAT scores).
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We also wonder if the writing interventions would have been more beneficial
for all students if we had more explicitly taught students to actively think about
what they were learning. Would we have gotten different results if the inter-
vention professor had incorporated reflective exercises designed specifically to
help students identify and evaluate their strengths and weaknesses and to help
them develop specific steps to address their weaknesses?** We wonder if being
even more explicit about teaching students to analyze what they were learning
and how they could transfer the information gained from one exercise to differ-
ent contexts and other exercises may result in more uniform across-the-board
benefits for all students. We also question whether active reflection would have
helped students more easily transfer essay exam skills developed in one class to
other law school exams.s

Given all the variables and open questions we discovered as we analyzed
our data, we make no claim that this study has unassailable results. Others
may think of adaptations that would increase the reliability of future stud-
ies. We simply suggest that this study’s basic methodology can be used as a
starting point for those seeking to empirically measure the impact of various
teaching methodologies and interventions.

Conclusion

The Best Practices and Carnegie Foundation studies challenge us to reexamine
how we think about and teach law school students.”® Part of that challenge in-
volves empirically testing whether changing our teaching methodologies results in
better student learning outcomes.?” We recognize that this study is only a small

24. The literature on metacognition suggests that students’ ability to use practice exercises is
enhanced by providing the students with specific strategies to analyze why they performed
well or poorly on the practice exercises. See, e.g., Nietfeld et al., Metacognitive Monitoring
Accuracy, supra note 19, at 22; see generally Chris Masui and Erik De Corte, Learning to
Reflect and to Attribute Constructively as Basic Components of Self-Regulated Learning,
75 Brit. J. Educ. Psychol. 35172 (2005) (discussing how instruction in the metacognitive
techniques of reflection upon what helps one’s learning and attributing learning outcomes
to particular causes has a positive impact upon students’ overall academic achievement).

25. We found no correlation between whether students were in the intervention or non-interven-
tion section and their grades in other spring semester courses. In retrospect, this is not that
surprising given the different types of final examinations and the different emphases placed
on various skill sets. It would be interesting to see if incorporating specific instruction in
metacognitive skills during the feedback sessions changed this cutcome. Studies suggest
that students who learn specific metacognitive skills that help them monitor and self-reg-
ulate how they learn perform better in all their academic courses. See generally Michael
Hunter Schwartz, Teaching Law Students to Be Self-Regulated Learners, 2003 Mich. St. L.
Rev. 447 (discussing numerous studies which have found that highly developed metacogni-
tive skills lead to overall better academic performance).

It would be interesting to see what would happen if writing interventions accompanied by
feedback as described here occurred in multiple first-year substantive courses. We suspect that
the more classes in which the skills are explicitly taught, the stronger the skill acquisition.

26. See Stuckey, Best Practices, supra note 1; Sullivan, Educating Lawyers, supra note 2.

27.  Most of the other empirical work on practice tests has involved multiple choice, rather than
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first step toward empirical validation of teaching and assessment. However, it
is a step in the right direction because it demonstrates that there is a cost-effec-
tive way to measure the effectiveness of teaching methodologies in the context
of our regular classroom teaching. The challenge for future studies is to isolate
the effects of various teaching and feedback methodologies and to find ways
to improve student performance across the board.

essay questions. See, e.g., Margaret K. Snooks, Using Practice Tests on a Regular Basis to
Improve Student Learning, New Directions for Teaching and Learning, Winter 2004, at 109,
110 (multiple choice practice tests); William R. Balch, Practice Versus Review Exams and
Final Exam Performance, 25 Teaching of Psychol. 181 (1998) (multiple choice practice tests);
John A. Gretes and Michael Green, Improving Undergraduate Learning with Computer-
Assisted Assessment, 33 J. Computing in Educ. 46 (2000) (computerized multiple choice
practice tests). But see Linda Bol and Douglas Hacker, A Comparison of The Effects of
Practice Tests and Traditional Review on Performance Calibration, 2 J.Experimental Educ.
133 (2001) (assessing the impact of practice tests on multiple choice and short answer essay
questions). We searched for but did not find other studies involving an empirical examina-
tion of the impact of practice essay assignments on exam performance. This may be because
most of the work in this area is in undergraduate classes, many of which test via multiple
choice exams. However, we realize that the failure to find studies dealing with empirical
assessments of essay practice tests or assignments on exam performance may also be due to
our limited familiarity with methods of searching the social science literature. We did find
one article in which a legal educator discussed his subjective perception that out-of-class
writing assignments led to better performance on final exam essay questions. See Burman,
Out-of-Class Assignments, suprz note 3.
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