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Stimulus business writing: Using case studies and reports in a 
cross-cultural Virtual Exchange
Simon Smith

School of Humanities, Coventry University, Coventry, UK

ABSTRACT
We evaluate the use of a Virtual Exchange (VE) writing task, 
Stimulus Writing, which we assigned to groups of UK and Finnish 
business students. There were two learner cohorts in the study: one 
in the UK (mainly Chinese students), the other in Finland (mainly 
Finns). The Finnish students wrote authentic case studies about 
Nordic businesses, while the students in the UK adopted our 
Stimulus Writing approach to write a report based on a case study 
given to them by the Finnish students. In Smith & Keng (2017) we 
reported on the experiences of the Finnish students in the colla-
boration. In this study, we examine the perceptions of the UK-based 
Chinese students. They found the approach motivating, and 
believed that through it their academic English skills improved, as 
did their understanding of business and culture.
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Introduction

This paper reports on a university case study and report writing Stimulus Writing task 
involving students of two linguistic-cultural backgrounds. Students of business in Finland 
(L1 mainly Finnish or Swedish), and UK-based students of Accounting and Finance for 
International Business (L1 mainly Mandarin or Cantonese) took part in the study. It 
happened that the average English proficiency of the two cohorts differed quite con-
siderably, the Finnish students being more advanced than the UK-based cohort, particu-
larly in terms of writing skills. In this study, we employed a Virtual Exchange (VE) approach 
which turned the proficiency differential to the advantage of both cohorts, and which 
enabled communication and collaboration despite the physical distance. Other affor-
dances included authentic engagement with overseas peers in the lingua franca, 
English, as well as the opportunity to learn about, reflect on and critically evaluate 
business practice in an unfamiliar cultural context.

Earlier in this project, Smith and Keng (2017) reported principally on the perspectives of 
one cohort (the Finns). Here, we turn to an analysis of the experiences of the Chinese 
students in the UK. In addition, we offer here a more complete motivation for and 
explanation of the Stimulus Writing task.

In the next two sections, we will review some related VE work, which does not take 
a stimulus approach, but still describes two or more cohorts collaborating to produce 
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a written artefact. Following that, we will consider prior work on stimulus writing in non- 
VE contexts. The work reported here brings these two strands of practice and scholarship 
together, exploiting student-written business case studies in an innovative way.

Collaborative artefact approach in VE

Lewis and O’Dowd (2016) suggested that students benefit more from collaborations 
where they create a joint artefact than from the synchronous or asynchronous interaction 
typical of earlier work, and we wished to enable just such a collaborative context for our 
own students in their co-creation of business texts. Lewis & O’Dowd highlighted such 
examples of collaborative work as: joint design of artefacts such as websites and pre-
sentations, ethnographic interviewing, juxtaposition of objects of two cultures, and the 
use of parallel (bilingual) texts by two cohorts.

In a further example of co-creation of academic texts, Fuchs (2019) had her VE 
participants in Hong Kong and Germany collaboratively produce a literature review, as 
well as a ‘solutions and recommendations’ wiki, using Google Docs and Wix. Fuchs also 
asked participants to interact on social media (WeChat), and noted that while they 
reported some engagement difficulties in the WeChat interactions, they were generally 
satisfied with the text co-creation aspects of the project.

In another instance of artefact collaboration, Abruquah et al. (2016) reported on an 
ambitious and successful project involving students in five European countries, including 
Finland. Students worked collaboratively on a questionnaire, which they then used to 
survey other students locally.

Case studies for stimulus writing

In our Stimulus Writing model, students from one cohort supply the stimulus in the form 
of a case study (presenting knowledge of a local situation). The second cohort are 
required to understand the challenges and opportunities faced by a business in a less 
familiar cultural context, critically analyse it, and deliver recommendations in the role of 
a business consultant. The reports are then fed back to the students who originally 
prepared the case studies, with the expectation that they will critically reflect on the 
analysis performed and the advice given. This section describes prior work where case 
studies have been provided as a stimulus for student work based on them.

Case studies are, of course, widely used in medical and health studies, and in a USA- 
South Africa VE project, Vahed and Rodriguez (2020) provided participating students of 
dentistry with a dental health case study. The students were assigned six sub-case 
projects. Specifically, the students were expected to ‘collaborate on how culture and 
diversity impact the [dental treatment] process’ (p. 3). Students were required to write 
a report as the next and final stage of the collaboration. Vahed & Rodriguez’s project does 
share some features with the present study, in that it incorporates both a case study and 
a student-written report. However, whilst in our case the report is based on a case study 
written by counterparts overseas, Vahed & Rodriguez asked students to report on the 
collaborative practice emerging from the case study, not on the case study itself. 
Enhanced intercultural awareness and ‘effective and respectful communication across 
cultures’ (p. 9) were among the affordances of their approach.
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Business case studies do not appear to have been used widely in prior VE projects. The 
best-known approach to the use of case studies in (face-to-face) business education is 
probably the Harvard Case Method (HCM), which dates from 1921 (Steiner & Laws, 2006). 
Staff at the Harvard Business School (HBS) write the case studies, liaising with actual 
business stakeholders to do so (Harvard Business School, 2020). The prepared case studies 
present a ‘real-life business situation’ but do not offer solutions: they serve as a point of 
departure for student discussions, analysis and recommendations (Steiner & Laws, 
2006, p. 10).

Esteban and Cañado (2004) worked within the HCM framework, with students writing 
about Benetton and the Body Shop. It is not quite clear what Esteban & Cañado’s source 
texts were – it may be that students’ written outputs were based on their own research 
rather than strictly following the HCM. The students of Nathan (2013, 2016) produced 
reports based on a pharmaceuticals and a confectionery case study, and while it is not 
stated how these two stimulus texts were sourced, the name of the confectionery 
company, Darling Chocolate, suggests that the texts are inauthentic and written by the 
teacher/researcher.

As EAP teachers, in common with Nathan, we cannot engage with stakeholders in the 
commercial world and compile authentic case studies for the use of our students. Esteban 
and Cañado (2004, p. 140) highlight the challenges faced by teachers who have to ‘devise 
their own materials, combine practice with pedagogical skills, and avoid degeneration of 
cases into mere exchanges of personal opinion’. We have, nevertheless, produced many 
of our own invented case studies for students’ use: subject enterprises have included 
‘Sylvia’s Bar’, ‘Zorba’s Restaurant’ and the ‘Birmingham Furniture Company’. This approach 
to preparing case studies is time-consuming, and requires considerable creativity on the 
part of the teacher. The inauthenticity means that plausible scenarios from the business 
world are under-represented.

Henry (2019) investigates the use of professionally-written case studies as a stimulus 
for student analysis and report writing. He did not assign a VE project, but his students 
were similar to our participants (mainly from China; all taking a credit-bearing EAP 
module on a Business course). Drawing on Nathan (2013) and Swales (1990), Henry 
specifies the organisation and move structure of a Student Business Report, with an 
Introduction, Analysis and Recommendations. Relying then on Nesi and Gardner (2012), 
he classifies the reports into two subtypes: Company Reports, where the student writer 
takes on the role of a business consultant advising their client, and Organization 
Analyses, which are written as academic and rather more theoretical pieces, with the 
business lecturer as intended audience. The Company Reports were based on 
a journalistic-style (and highly topical) case study, while the Organization Analyses 
were stimulated by a case study from an older business textbook. Henry found that 
Company Reports involved more discussion of ‘material processes and concrete actors’ 
(p. 8), while Organization Analyses dealt with subject-matter more abstractly and 
metaphorically.

Textbook compilations of case studies, normally based on real business scenarios, are 
widely used in HE business schools (Steiner & Laws, 2006), and they include Market Leader 
(Cotton et al., 2016), created in collaboration with the Financial Times; Global Business 
(Peng, 2016); and Marketing: 10 Case Studies (Martinez & Garcia, 2013), which was trans-
lated from the French and written in collaboration with the companies reported on. As 
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Henry (2019) notes, textbook case studies can date quickly. They also have the potential 
disadvantage of cost, and they are by nature a finite resource.

Henry’s other strategy of sourcing case studies (namely, from the web) can be very 
fruitful. The data is authentic, and there is usually no problem locating up-to-date 
material. However, as he notes, the style is typically journalistic rather than academic, 
and the teacher may have to contend with copyright issues. Companies sometimes write 
self case studies, and include them in annual reports, but these tend to present the 
business in an overly positive light. Apart from the inauthenticity risk, students may find 
little to critique when they report on such case studies.

In our Stimulus Writing approach, described in the next section, we worked with our 
Finnish cohort to produce authentic case studies in English for the use of students in the 
UK cohort.

Our goal was to establish whether a VE Stimulus Writing task benefits learners in both 
cohorts. With respect to the UK cohort in particular, we posed the following Research 
Questions:

Does this form of collaborative stimulus business writing:

(1) improve their English writing or language? [language learning]
(2) improve their understanding of content? [business and/or another culture] [learn-

ing of content]
(3) motivate students to learn? [motivation]

Methodology

The participants in this study were 22 students of business in Finland (L1 mainly Finnish), 
and 27 UK-based students of Accounting and Finance for International Business (L1 
mainly Mandarin or Cantonese).

There was an imbalance in the English proficiency of the two cohorts. Most of the 
Finnish students would be at CEFR level C1 or C2. The UK-based students were at around 
B2 level.

According to O’Rourke (2007, p. 51), parameters such as students’ language profi-
ciency, teacher and student motivation, number of students, and the weighting and 
importance of assessments, should all be the same in the two cohorts as far as ‘institu-
tional constraints’ permit, while O’Dowd (2015) notes that this may not always be 
possible. For example, mismatches in institutional assessment requirements may be 
a barrier to successful VE projects. In a UK-Belgium-Finland collaboration, Preshous et al. 
(2017) were only able to apply a summative assessment to the two continental cohorts, 
due to assessment constraints in the UK university. In the work described here, student 
numbers were balanced, and the interventions were able to inform formative assessment 
in both institutions. English proficiency between cohorts was uneven; however, fortui-
tously, we were able to take advantage of the mismatch in proficiencies, offering differ-
entiated tasks for the two cohorts.

The task assigned to the Finnish cohort was fairly challenging; they were asked to 
prepare a case study about a Nordic business. They wrote 1200–1500 words, in pairs, 
drawing on personal knowledge and academic or business sources. It was explained that 
their case study would be sent to students in Britain, who would adopt the role of 
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consultant, writing a business report which incorporated recommendations. Thus, the 
task mimics an authentic business practice. This authenticity, coupled with the fact that 
a similar task is set in their final exam, probably provided motivation for the students in 
the UK.

The 22 Finland-based students produced 11 case studies, describing the facts and 
presenting the data, but without evaluation. They mainly wrote about companies that 
were currently facing challenges (e.g. Finnair), or had already lost a substantial part of 
their market share (e.g. Nokia). The case studies were then uploaded to a Padlet interface 
which was demonstrated to the UK cohort in class.

The 27 UK-based students were assigned to groups of four and five, and at least one 
member of each group read each of the case studies. Each group was then asked to select 
a single case study and study it carefully. In the next class, informal seminar discussion 
activities, based on the chosen case study, were held. Subsequently, an activity took place 
in which some group members played the role of bank manager, with other students 
acting as board members of the case-study business. The board members were chal-
lenged to secure loans from the bank managers.

Students then wrote an individual ‘report’ on the chosen case. The report was expected to 
comprise an Introduction, an Analysis or Findings section, a Conclusion and 
Recommendations. The Introduction of a successful report would summarise and/or para-
phrase information in the case study to set out the background to the situation. The next 
section would identify and discuss problems and issues experienced by the company by 
further interpreting data in the case study. Here, students had the option of using a formulaic 
structure such as SWOT or PESTEL, or organising the section by topic or business area (for 
example, Customer Service, Product Range and so forth); the majority of students opted for 
a SWOT analysis. The Conclusion would sum up and outline the prospects for the company, 
while the Recommendations took the form of a bulleted list of specific actionable points. 
Some students inserted an (optional) Procedure section after the Introduction, in which they 
either described the actual process of basing the report on a Nordic case study, or invented 
a scenario in which they had been invited to act as consultants for the company, sometimes 
stating that they had conducted interviews with employees or other stakeholders.

Weaker reports leaned heavily on the stimulus case study, and sometimes copied 
passages verbatim, while stronger reports relied more on individual analysis and inter-
pretation, after briefly paraphrasing the subject company context.

A copy of the best report was returned to the students who had written the original 
case study. So, whilst the UK-based students enjoyed the motivation of using case studies 
that had been prepared with them in mind, the Finnish cohort were also motivated by the 
fact that their writing was serving an authentic pedagogical purpose.

Both cohorts were also given the opportunity to provide feedback to their peers 
overseas on their writing.

Our analysis employed a questionnaire which interrogated student perceptions of the 
three aspects of the study specified in the RQs. It was made up of eleven 5-point Likert 
Scale statements (shown in Table 1) and three open-ended questions. It was administered 
online via JISC online surveys (a survey platform used by most UK universities) and 
completed anonymously by 21 of the 27 UK-based students. Each Likert statement was 
aligned to one of the research questions: RQ1 (language learning), RQ2 (content learning) 
and RQ3 (motivation). These alignments are shown in Table 1.
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The open-ended questions were posed in English and Chinese, encouraging respon-
dents to reply in either language, with a view to eliciting more detailed and possibly more 
candid responses.

As part of the institution’s Ethics procedure, participants gave their informed consent. 
Participation was anonymous and participants were free to withhold their consent or 
withdraw from the study at any time.

Findings

In this section, we will first briefly summarise the feedback from the Finnish students from 
our earlier study (Smith & Keng, 2017), where both open-ended and Likert scale questions 
were asked. After that, we will present the Likert scale and open-ended questionnaire 
responses from the present study.

We demonstrated that the Finnish students believed they had benefited from the 
intervention. There were some slightly critical remarks about the Chinese students’ 
English; it seems, though, that the Finns perceived task authenticity as a key affordance 
of the project: they were aware that their written output was going to be used for a bona 
fide educational purpose.

The most interesting thing was that someone actually wanted to write a review based on our 
case study. (S2)

It is really interesting to read report that has been written from outsiders’ perspective. (S1)

Their grammar and writing aren’t good, but we observe that we don’t all learn English the same 
way. (S6)

It is interesting to find that students searched a lot of information about our case company and 
Finland. (S7)

The most interesting thing is that they as readers can find problems that I as an author easily 
neglect. (S9)

For the Likert scale questions, a positive result was obtained (5 = Strongly Agree; 
4 = Mostly Agree) for all 10 questions (28.7% ‘strongly agree’, 43.52% ‘agree’, aggregated).

Table 1. Likert scale questions
RQ addressed Statement Positive Neutral Negative

RQ1 Language 
Learning

1. My English writing improved 20 0 1
2. My English reading improved 19 1 1
3. Feedback from the Finnish students helped me. 17 3 1
4. Feedback from my tutor about my report helped me. 20 0 1

RQ2 Content 
learning

5. I learned something about a different culture. 19 2 0
6. I learned something about business 19 2 0

RQ3 Motivation

7. It was good that the case studies were about real companies 20 1 0
8. It was good that the case studies were written by advanced 

students of English.
20 0 1

9. I enjoyed giving feedback to and interacting with the Finnish 
students.

21 0 0

10. I liked using Padlet. 15 4 2
11. The task was fun. 18 1 2
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Likert responses from UK cohort

As is clear from Table 1, the positive responses (agree or strongly agree) dominate over-
whelmingly. A small number of respondents answered either neutrally (neither agree nor 
disagree) or negatively (disagree; no respondent selected ‘strongly disagree’). For question 9, 
all the responses were positive. Some students were less than enthused about the Padlet 
interface, and they appeared to be slightly more trusting of the feedback from their tutors 
than from their Finnish collaborators (this echoes the findings of many researchers, sum-
marised for example in Hyland & Hyland, 2006).

Open ended responses from UK cohort

18 of the 21 respondents answered the three open-ended questions. Open-ended Q13 
related to RQ1 (Language learning): How helpful did you find the comments and feedback 
from the Finnish students? How did it help you in your writing? 14 gave positive responses, 2 
neutral, and 2 negative. 9 of the positive responses seemed to acknowledge the higher 
English proficiency of the Finns, stating that they had helped them with language skills, 
especially grammar, while 4 commented on the company knowledge or case study content 
imparted.

Open-ended Q14 related to RQ2 (Content Learning): Did you find the case studies 
written by the Finnish students interesting? What did you find most interesting? 15 gave 
positive responses, 1 neutral, and 2 negative. Almost all of the comments confirmed that 
the case studies were interesting. Two of the positive comments made mention of the 
Finns’ superior ‘writing style’ and grammar. Two responses make mention of the authen-
ticity of the company information (‘the real data of the company’; ‘感觉更加真实’ [feels 
more realistic]). This last respondent also noted ‘和之前看的case study相比, 芬兰学生写 

的专业很多’ [the case studies are more professionally written than those previously 
encountered]; another characterised the writing as ‘生动有趣’ [vivid and interesting]. 
A clearer understanding of business and business practices was an affordance for two 
students: ‘The case makes me know more information about [company name] and make 
sense [of the] oil industry’; ‘Very interesting. How the inability of the management to 
institute best practices could ruin the outfit’.

Open-ended Q15 related to RQ3 (Motivation): Did you enjoy the interaction on Padlet? 
How could it be improved next year? This time only 7 responded positively, while 6 
responses were neutral and 5 negative. The positive comments were rather vague, or 
seemed to revisit the question of the interaction itself. There was negative feedback about 
the interface, which was considered untidy by two respondents. One student unexpect-
edly commented that using Padlet was inconvenient because of the need to use 
a computer ‘不方便, 必须用电脑 不习惯’. The relatively poor results for this question 
correlate to some extent with the response to Likert question 10, and lead us to surmise 
that the otherwise positive findings were reliable, and that participants did not feel 
impelled to be supportive of their teacher’s work.

The first elements of Q14 and Q15 are in fact closed questions, but overall they function as 
open questions, and were asked in this way to simplify the question grammar for the students.
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Use of Padlet interface

Figure 1 is a screenshot of part of the Padlet interface. The company logos and case 
studies from Finnish students were uploaded by staff; the (anonymised) names of the UK- 
based students who had selected each case study to base their report on appear here. The 
red company name links to another Padlet page, which is the location of the reports on 
that case study, feedback from staff and peers, as well as greetings and other interactions 
between the students. What the researchers envisaged to be a simple click through 
structure turned out to be difficult for students to navigate. A further challenge was 
that although staff had Padlet accounts available, most students did not, so posts and 
greetings appeared under the identity ‘Anonymous’. This may have made the interactions 
feel more distant to students (although it was not mentioned in any feedback).

In a VE study on Teaching Presence, involving groups of trainee EFL teachers based in 
Germany and Poland, Kurek and Müller-Hartmann (2019) found that participants pre-
ferred to engage students with multimodal communication tools such as Padlet and 
Zoom than with text-based tools. The participants made synchronous use of Padlet. Kurek 
& Müller-Hartmann successfully exploited the ‘unique gallery-like affordances of Padlet’ 
(p. 64) to work synchronously on such tasks as developing online conduct rules, and 
brainstorming ‘what bothers me most’ about an assignment.

It is fair to say that Padlet was conceived more as a platform for synchronous exchange 
and logging of ideas, rather than a document repository. In the present study, Padlet was 
used asynchronously as a gallery/ repository for shared images, documents, and informal 
chat between participants. Our decision to use Padlet in this way was partly motivated by 
the experience of Fuchs (2019), whose use of cloud storage for files was more successful 
than the use of social media channels like WeChat and Facebook for communication. In 
a future iteration, we will consider other options for the VE platform.

Figure 1. Screenshot of part of the Padlet interface.
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Limitations and conclusions

Respect for teachers is deeply ingrained in Chinese educational culture, and it could 
reasonably be claimed that this contributed to the very positive student perceptions that 
were reported. An evaluation of the quality of reports produced, with both a peer case 
study stimulus and a traditional or textbook stimulus could have mitigated this effect, and 
this is planned for a future study. For now, the reader is reminded that the findings 
reported here do corroborate the perceptions of the Finnish students (Smith & Keng, 
2017); and, as noted above, the Chinese cohort were frank in their responses regarding 
the Padlet interface, which did not find universal favour. Participants’ freedom to respond 
in their L1 may have enabled them to speak more frankly.

The work is based solely on survey results, using both Likert and open-ended ques-
tions. It is recognised that the study could have benefited from a triangulation instrument, 
such as focus groups.

Some of the case studies were more popular than other amongst the report writers, 
but every case study was used at least once, so every case study writer had a report to 
read. The case studies on Finnair, Nokia and Fazer Chocolate proved particularly popular. 
The difference in popularity had no discernible impact on the study; it seems that better- 
known brands and products likely to be used by students may be more accessible, 
although as noted above students did express an interest in learning about new compa-
nies from an unfamiliar culture.

This study has examined the pedagogical affordances and benefits of an innovative 
stimulus writing VE collaboration. The tasks set in this study were mediated by 
a collaborative approach that offered the students in both settings a genuine motivation to 
engage in both reading and writing. Students’ perceptions in terms of language learning, 
content learning and motivation (the three aspects addressed by the RQs) were positive; the 
students reported that they found the experience motivating, that it benefited their academic 
writing skills, and taught them something of business practice in an unfamiliar culture.

Disclosure statement

No potential conflict of interest was reported by the author(s).

Notes on contributor

Simon Smith is an Assistant Professor in EAP and Chinese at Coventry University, and contributes to 
the MA in ELT and Applied Linguistics. He has taught at universities in Taiwan, China and the UK, and 
is committed to trans-national teaching and learning collaborations. He has published on data- 
driven learning and the use of corpora in Chinese and English language teaching as well as Virtual 
Exchange.

ORCID

Simon Smith http://orcid.org/0000-0003-4794-5629

INNOVATIONS IN EDUCATION AND TEACHING INTERNATIONAL 9



References

Abruquah, E., Dosa, I., & Duda, G. (2016). Telecollaboration, challenges and opportunities. In S. Jager, 
M. Kurek, & B. O’Rourke (Eds.), New directions in telecollaborative research and practice: Selected 
papers from the second conference on telecollaboration in higher education (pp. 105–111). 
Research-publishing.net. https://doi.org/10.14705/rpnet.2016.telecollab2016.496 

Cotton, D., Falvey, D., & Kent, S. (2016). Pre-intermediate market leader: Business english course book. 
Pearson Education Limited.

Esteban, A. A., & Cañado, M. L. P. (2004). Making the case method work in teaching Business English: 
A case study. English for Specific Purposes, 23(2), 137–161. https://doi.org/10.1016/S0889-4906(03) 
00016-4 

Fuchs, C. (2019). Critical incidents and cultures-of-use in a Hong Kong–Germany telecollaboration. 
Language Learning & Technology, 23(3), 74–97. https://hdl.handle.net/10125/44697 

Harvard Business School. (2020). The HBS case method. https://www.hbs.edu/mba/academic- 
experience/Pages/the-hbs-case-method.aspx 

Henry, J. (2019). From doing to being: Process type as indication of purpose in academic business 
reports. Journal of English for Academic Purposes, 42, 100778. https://doi.org/10.1016/j.jeap.2019. 
100778 

Hyland, K., & Hyland, F. (2006). Interpersonal aspects of response: Constructing and interpreting 
teacher written feedback. In K. Hyland (Ed.), Feedback in second language writing: Contexts and 
issues (pp. 206–224). Cambridge University Press.

Kurek, M., & Müller-Hartmann, A. (2019). The formative role of teaching presence in blended virtual 
exchange. Language Learning & Technology, 23(3), 52–73. https://hdl.handle.net/10125/44696 

Lewis, T., & O’Dowd, R. (2016). Online intercultural exchange and foreign language learning. In 
Online intercultural exchange. Policy, pedagogy, practice (pp. 21–66). Routledge.

Martinez, J., & Garcia, C. (2013). Marketing: 10 case studies. Dunod.
Nathan, P. (2013). Academic writing in the business school: The genre of the business case report. 

Journal of English for Academic Purposes, 12(1), 57–68. https://doi.org/10.1016/j.jeap.2012.11.003 
Nathan, P. (2016). Analysing options in pedagogical business case reports: Genre, process and 

language. English for Specific Purposes, 44, 1–15. https://doi.org/10.1016/j.esp.2016.04.006 
Nesi, H., & Gardner, S. (2012). Genres across the disciplines: Student writing in higher education. 

Cambridge University Press.
O’Dowd, R. (2015). The competences of the telecollaborative teacher. The Language Learning 

Journal, 43(2), 194–207. https://doi.org/10.1080/09571736.2013.853374 
O’Rourke. (2007). Models of telecollaboration (1): ETandam. In R. O’Dowd (Ed.), Online Intercultural 

Exchange: An introduction for foreign language teachers (pp. 41–61). Multilingual Matters Ltd.
Peng, M. W. (2016). Global business. Cengage learning.
Preshous, A., Ostyn, A., & Keng, N. (2017, 7–9 April). Taking EAP students to another dimension. . .. 

pay close attention: A collaborative online international learning project. In Addressing the state 
of the union: Working together = learning together. In Proceedings of the 2017 BALEAP Conference. 
Garnet Publishing.

Smith, S., & Keng, N. (2017). A business writing OIL (Online International Learning): A Finland/UK 
case study. International Journal of Computer-Assisted Language Learning and Teaching (IJCALLT), 
7(4), 33–43. https://dx.doi.org/10.4018/IJCALLT.2017100103 

Steiner, G., & Laws, D. (2006). How appropriate are two established concepts from higher education 
for solving complex real-world problems?: A comparison of the Harvard and the ETH case study 
approach. International Journal of Sustainability in Higher Education, 7(3), 322–340. https://doi. 
org/10.1108/14676370610677874 

Swales, J. (1990). Genre analysis: English in academic and research settings. Cambridge University 
Press.

Vahed, A., & Rodriguez, K. (2020). Enriching students’ engaged learning experiences through the 
collaborative online international learning project. Innovations in Education and Teaching 
International, 1–10. https://doi.org/10.1080/14703297.2020.1792331

10 S. SMITH


