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[bookmark: _Toc337119227]Chapter One: Introduction
The relationship between the teacher and the learner is fundamental to the language learning process. This is evident in the frequency with which learners define their learning in terms of this relationship. Ehrman (1998:94) comments on the number of learner course evaluations which refer to this relationship rather than other aspects of the learning process. Arguably, many learners who choose face-to-face learning rather than distance do so because of the motivating force of the direct relationship with the teacher in this mode of learning. Many distance courses often emulate the presence of a teacher through a quasi-conversational style in the written materials and virtual learning environments have brought the direct presence of the teacher into the distance learning context. In situations where the teacher might be removed from the learning equation altogether, such as with self-access, it is increasingly reported that teacher involvement is vital for effective and successful learning contexts.
The learner-teacher relationship can be defined in different ways. Widdowson (1990:184) notes that the term "teacher" can denote a label which encapsulates the sociological roles within an educational system, for example it entails certain roles of conduct associated with the authority of that role. However, like the term "learner", it can also be defined by learning objectives. Therefore, these roles need not be constrained by a set of societal norms; instead they can be shaped by the pedagogy in practice.[footnoteRef:1] [1:  Student-centred learning, that is, putting students first, is in contrast to teacher-centred learning. Student-centred learning is focused on the student's needs, abilities, interests, and learning styles with the teacher as a facilitator of learning. This classroom teaching method acknowledges student voice as central to the learning experience for every learner. Teacher-centred learning has the teacher at its centre in an active role and students in a passive, receptive role. Student-centred learning requires students to be active, responsible participants in their own learning.] 

The roles of the both the English language learner and teacher may change with shifts in method and approach. Traditionally, the teacher has been the key figure in the classroom, initiating and controlling any communication that takes place. With a shift towards a more learner-centred approach, there is a less central role for the teacher, since the roles are mutually dependent: one role cannot shift without a counter-shift in the corresponding role. Oxford (1998:3) asserts that ELT has always focussed on methodology, largely ignoring the learner and the teacher and even though the situation is changing, as we begin to emphasise and examine the role of the learner, the teacher's role is still largely overlooked.
Quarterly Graph
The integration of computers into resourced societies and, as a result, into education and training has prompted a great deal of interest in roles: not only of the learner and teacher but also of the computer and the inter-dependence of the three. The introduction of new technologies and media has many implications for what Phillips[footnoteRef:2] terms : [2:  Phillips (1986:8)] 

"the delicate balance among students, materials and the teacher”.
An exploration of these roles within given contexts can help to bring about an understanding of how more effective learning environments can be created and maintained. This dissertation aims to carry out a preliminary exploration of such roles with specific reference to learner-teacher-computer interaction. For this purpose a piece of courseware, designed for a given context in an attempt to maximise effective learner-teacher-computer interaction, has been produced and trialled and observations of the roles assumed as well as learner perception of the effectiveness of those roles carried out.
In this chapter,  the context will be outlined in terms of significant cultural factors; the setting in which the language training takes place; corporate culture; media of communication and resources; the structure and resources of the learning environment; the learners; their native language and the teachers. These factors will be discussed in terms of their influence on the learning process.
In Chapter 2, an effective learning environment for these learners will be defined and explored and the influence of context and approach will be shown to strongly influence the appropriate roles of the learner and teacher. In Chapter 3, the use of  CALL in this context will be discussed and the most appropriate roles for multi-media courseware, word-processing and the World Wide Web (the Web) will be considered, with emphasis on how they could be aligned with the corresponding learner-teacher roles to create the desired learning environment. In Chapter 4, the courseware will be described along with a rationale explaining how it is has been designed to meet the objective of creating a successful learning environment through the promotion of appropriate roles and implementation of effective materials. In Chapter 5, the rationale for the research, the procedures adopted, and the results obtained will be described and discussed. Finally, a discussion of what the exploration of roles has revealed and suggestions for the construction of an effective language learning environment will be presented.


[bookmark: _Toc337119228]Chapter Two: Overview of the Software
The software was designed using Asymetrix Toolbook 4.0, a multimedia authoring environment, whose characteristics are believed to support the methodological approach adopted in this context. It is a hypermedia environment, which allows the author to present information in manageable units whilst indicating to the user relationships between parts of the whole. For the teacher exploiting these features, Toolbook enables authentic texts to be chunked. Toolbook also supports skills work through the integration of media; enables the user to launch and work simultaneously with other pc-based applications, such as MS Internet Explorer 3.02, which provides access to a wealth of authentic material and on-line support. Toolbook’s hypertext functions allow for on-line support, strategy-training and learner choice, while the graphical interface means that materials can be presented in a way that meets the expectations of the presentation-conscious learners in this context.
Writing Business Plans is designed for corporate managers with an advanced level of English. The overall aim of the courseware is to practise the skill of writing a business plan. The secondary skills practised are reading, speaking and listening. There are two sections, the first of which corresponds to the initial stage of the writing process where stimulus and new information are provided as a precursor to organising the content of the business plan. The main input is an authentic text from The Harvard Business Review, describing a non-standard way to write business plans (Shaw and Bromiley, 1998). As well as dealing with effective writing techniques, the article discusses effective ways of learning and therefore also provides input on strategy training. The second section starts with an exploration of the approaches to the writing process and then guides the learner through the stages of writing a plan. The software is designed so that the second section could be used as a standalone activity. The courseware is non-linear: the learner is presented with a range of options and has the opportunity to work with MS Word 7 and the Web. The duration of the program will depend entirely on learner choices of options and learner pacing. The learner works with the computer and the teacher in the usual training room.
[bookmark: _Toc337119229]Design Features
The software has been designed to support the methodological approach adopted and ease the integration of the computer into the learning process.
It is important that the objectives of the courseware are explicit (Criswell, 1989:7; Laurillard and Murillo, 1993:156); that they remain so throughout the program (Laurillard 1995:188); and that the learner has a global conceptualisation of the task (Wild and Quinn, 1998:76). Therefore, the introduction to Writing Business Plans states the final goal and the route the learners will take to achieve that goal. In addition, there are three progress bulletins which inform the learner of what has been achieved, what lies ahead and what their options are at that point. These also help to support global comprehension of the chunked text (Clarke, 1992:15), and encourage participation (Criswell 1989:138). Tips buttons provide the learner with information on how to approach an activity, as suggested by Fox (1986:7) and Laurillard (1995:187) as well as information on learning strategies.
The hypertext branching allows the learner to interact with the areas they consider relevant (Criswell, 1989:9). Options include lexical, structural, reading, and writing activities as well as information on learning strategies, ways to approach writing and information on the company featured in the text. However, none of these activities are essential for reaching the final goal of writing a business plan. Although the program is branching, there is a path through it, which will guide the learners to the final goal. Laurillard (1995:188) stresses the importance of being able to access this path easily. In order to achieve this, it is necessary to limit the number of hyperlinks from one node. Hemard (1997:24) recommends a maximum of five. In Writing Business Plans the greatest complexity of links is at the point where the learner identifies the format they use for their business plans.
To ensure ease of navigation there is a short tutorial at the beginning of the program. In addition, the learner can request help from the program, and exit or return to the main menu at any time, which is believed to make the program more flexible and powerful (Criswell, 1989:104). Davey et al (1995:41-42) describe this as having an escape route back to "familiar territory".   
Likewise, Addler  (2008:143) lists four key factors in good design.  The course must:  
State the goals it is designed to meet, and review progress at key junctures 
Be visually engaging
Be highly interactive
Be straight-forward to navigate. 
[bookmark: _Toc337119230]The Learners 
Writing Business Plans is congruent with the learner profile of the learners for whom the program is designed: their professional experience includes writing business plans and dealing with authentic materials; they are competent using Windows-based applications both at work and in the training context. 
[bookmark: _Toc337119231]Content
CALL applications need to meet the requirements of those using the medium (Ashworth 1996:94). Novo Nordisk managers are expected to write business plans as part of their responsibilities. These may be departmental or project-based, as opposed to product-based, but the principles of writing business plans, recommended in the article, equally apply.
The original text is nine pages long and since the length of the Harvard Business review articles often deters learners from reading them, the text is chunked. Reading on screen can be visually fatiguing for learners and Fox (1989:6) contends that learners need to practise reading skills with paper-based text rather than with large amounts of text on screen. However, in the target situation, the learners are required to interact with large quantities of text on the company Intraweb, the WWW and in e-mail attachments, so it seems appropriate to present the learners with text on screen. Taking individual preferences into account, however, all but the shortest text are available in print.
The reading process promoted by the activities fulfils Plass’s (1998:38) criteria for reading comprehension activities. The software begins by activating the learner’s prerequisite knowledge of business plans and making explicit their beliefs about the characteristics of good business plans. Information is then provided which challenges the learner’s conceptions of a good business plan. By asking the learner to consider the information in the light of their own experience this information is accommodated into their existing schemata. More input is provided and the learner needs to process this information and reorganise their existing mental models to be able to discuss the new idea with the teacher. The activities continue with this pattern culminating at the end of section one when they are explicitly asked if they have modified their opinion in light of the information they have received. Demonstration of the integration of the new information into the existing schemata will take place when the learner writes a business plan. 
Writing involves both personal and social processes (Phinney, 1996:142). Authentic oral discourse is promoted between the learner and the teacher. Stevens (1989:40) notes that discovery produces a need to communicate. In this case, communication will involve the learner’s response to the information they have processed and the teacher's authentic response.
Writing the business plan can be undertaken in the training session to allow learners to write with support from the teacher. They are explicitly guided through the stages of the writing process to increase their awareness of an affective approach. In line with Milton’s (1997:238) suggestion, they are afforded both independence and support during writing, which is both individual and structured.
The listening text involves native speaker interaction, a variety of accents, and promotes detailed listening as well as note-taking skills. The content focuses on the speaker’s approach to writing and the learner is asked to reflect on their own approach in relation to that described.
The learner’s expertise is the starting point of Writing Business Plans and all new information is to be evaluated by the learner in terms of their experience. Learner choice is an integral part of Writing Business Plans. Space is created for learner input through the use of frameworks and discussion as well as the structure provided for the writing of the plan. Higher level cognitive processes, such as problem solving are promoted through the task of writing a plan and using the editing guide (see appendix B) and on-line editing facilities to produce the final document.
Learners can choose their own weighting of skills, control pacing and control what breaks they take. Learner-centredness in its strongest form entails a tailor-made content and attention to individual learning styles (Light, 1993:40). The courseware is not designed for one learner alone and therefore cannot be entirely tailored to one particular learning style. However, as Wild and Quinn (1998:75) recommend, a choice of paths is provided to accommodate learning styles, for example, they can represent their business plan format visually and/or explain it orally. The concept of learner control can also be extended to social control of interaction patterns (Crookall et al, 1992 98-99) and at points the learner can choose whether to engage in social interaction with the teacher or not.
However, the learner does not have total control over the process. As Wild and Quinn (1998:76) state, learner control can improve the learning process but the learner still needs some support and structure. Cobb and Stevens (1996:132) add that it is highly likely that learners will not make the most effective choices alone and that some pedagogical guidance is required. Therefore a linear path is provided for the learner from which they can choose to branch out and move backwards and forwards, but which will take them to the goal of writing a business plan.
Learner training is incorporated into the courseware on three levels: explicit information on strategy use in the tips function and sections on the stages of the writing process; implicit training through task type such as predicting and modifying predictions, experimenting with mindmaps and the use of the on-line editing facilities. Self-correction is encouraged through feedback which highlights the relevant area of the text. Self-evaluation is included through frameworks such as “What I’ve learned about the writing process”.
Learner autonomy is promoted through explicit reference to and use of the Web which shows learners the on-line resources available to support them in the writing process (Ryan 1997:215). Finally, by allowing time in the training session for the learner to write a whole text, the learner will be more prepared to write autonomously. 
	
	Italy
	Germany
	France
	UK

	1950-60
	16.9%
	20.0%
	13.9%
	19.8%

	1960-70
	13.5%
	8.0%
	7.3%
	3.1%

	1970-80
	1.1%
	1.4%
	3.7%
	2.9%

	1980-90
	4.0%
	2.2%
	2.0%
	2.8%


Rate of Growth 1950-1990, selected countries
The affective needs of the learner are addressed primarily through the presence of the teacher, who is able to interpret and respond to signals and provide appropriate support. In addition, the software also takes the affective needs of the learner into account, through the use of supportive feedback and by allowing for learner control. 
[bookmark: _Toc337119232]Learner-Computer-Teacher Interaction
The software was designed for use in a one-to-one context, with the aim of promoting the most effective roles of the learner, computer and teacher in a triangular relationship. The nature of those roles will now be discussed more fully.
[bookmark: _Toc337119233]The Role Of The Learner 
The learner is the key decision maker in the triangular interaction and to a great extent controls the learning process. The learner will be largely responsible for the selection and progression of tasks, monitoring their own progress, controlling the pacing and keeping time. If, for example they choose to read all the Tips and optional activities, the activities could take 10-12 hours. Alternatively, if the learner follows the linear path and discards some of the activities, they could take forty-five minutes to complete. In choosing the Web options, learners may also become explorers of information. Unlike the teacher or the computer, they will be experts in the area of business plans and in creating their own.
Levy states that the tutor/tool framework does not imply that that the roles are exclusive (1997:179). The role of the computer in Writing Business Plans is conceptualised as both tutor and tool.
The tutor role of the computer is pre-determined to some extent by the software design. The computer assumes the role of the teacher as guide along a learning path and sets the tasks along that path. However, the computer is not over-controlling: the tasks include the open spaces required for learner input. The computer also assumes the role of the principle information provider. As the provider of feedback, the computer is also assuming the role of evaluator and pedagogical expert.
The computer can also be conceived of as a tool in Writing Business Plans. The information provided on learning strategies and approaches to writing can be used by the learner as a resource. Access to The Web is provided to demonstrate to learners where they might find useful resources for future use. The use of the word-processor to write a business plan allows flexible use of the computer for learner input and demonstrates effective use of online editing tools.
[bookmark: _Toc337119234]The Role Of The Teacher 
In Writing Business Plans, there is a division of responsibilities between the computer and the teacher. As manager of the overall learning process, the teacher is responsible for using the software with the appropriate learners at an appropriate time. The teacher is as much a resource as the computer. While the computer can provide a wealth of attractively presented textual information, the teacher is able to employ her contextual and pedagogical knowledge to provide insightful feedback, help the learner interpret their own experience and to interpret learner signals. The computer provides the textual input and the workspace for learner written output, while the teacher provides the discourse-rich environment for oral output: the learner is asked by the software to discuss their responses to the reflective activities and to the text with the teacher. There may also be interactions generated by the software but not directed by it, for example an individual response to the content or the hypermedia environment. The computer provides the bulk of the instructions except when it would interrupt the flow of interaction, at which point, the teacher provides the next instruction. For example, when the learner is asked by the software to discuss with the teacher the nature of their plans, at the close of that interaction, it is the teacher, not the computer who instructs the learner to click on the Characteristics button and prioritise the characteristics. The teacher is provided with notes on their input not described on screen (see appendix C).
Both the computer and the teacher provide feedback. In general, the teacher provides delayed feedback at the end of the session, by using the feedback sheets which focus on language errors and avoidance noted by the teacher during the activities, as well as new lexis. The feedback sheet (see appendix A) covers both oral and written output and can include any type of interaction that occurs in the session. However, like the computer, the teacher may provide immediate feedback on tasks. While the computer feedback will be content based, the teacher feedback may be motivational. The teacher has an extensive supportive role, providing support in the use of the software and additional linguistic information, interpreting immediate learner needs and providing the encouragement, humour and understanding that the computer is not equipped to provide. This role cannot be scheduled by the design and will operate as needed by the learner in the learning context.
In summary, the computer provides a creative environment for learning, a path along which the learner navigates that environment and authentic information for the target situation. The learner makes decisions within the boundaries defined by the computer and provides their own expertise while the teacher provides authentic oral discourse and support. All three participants are responsible for the evaluation of learner output.
[bookmark: _Toc337119235]Conclusion
Writing Business Plans aims to maximise the strengths of learner, the computer and the teacher by sharing responsibilities for the learning process and harmonising the different roles. Each has their own responsibility in the activities and each relies on the others for the attainment of the final goal. It is proposed, therefore, that Writing Business Plans will promote effective roles which will be perceived by the learners to meet their needs. In the next section, these hypotheses will be tested.







[bookmark: _Toc337119236]Chapter Three: Evaluation of the Interaction
There is insufficient knowledge about learning to be able to evaluate what learning takes place with the software. However, we are able to collect information on what happens when factors in the learning environment are changed or when we “apply the leeches in different places” (Higgins, 1995:73). Chapelle (1998:31) points out that software may be designed to promote effective interaction but it is the interactions that occur during use which will determine its validity. Milton (1997:141-142) argues that it is key to the effective introduction of autonomy to understand how the learners define the learning environment and Brett (1996:192) states that research into learner attitudes can inform decisions about implementation of software. Therefore, to evaluate the roles promoted by the software, a small scale study was undertaken which consisted of learner and teacher perceptions of the interaction promoted by Writing Business Plans. 
	
	Italy
	Germany
	France
	UK

	1950-60
	16.9
	20.0
	13.9
	19.8

	1960-70
	13.5
	8.0
	7.3
	3.1

	1970-80
	1.1
	1.4
	3.7
	2.9

	1980-90
	4.0
	2.2
	2.0
	2.8


Percentage of registrations
[bookmark: _Toc337119237]Hypotheses
The aim of the study was to test two hypotheses. The first hypothesis was that Writing Business Plans will promote those learner-computer-teacher roles which have been proposed as effective in meeting the learner’s needs in the one-to-one context. If hypothesis one was supported by the study, then the second hypothesis was that the learners would perceive these roles as beneficial.
[bookmark: _Toc337119238]Methods and Procedures
Evaluation was carried out in five phases. Below is a rationale of the research methods, the aim of each stage, and the procedure adopted.
[bookmark: _Toc337119239]Rationale Of Research Methods
Levine (1990:456-2) notes that the most commonly used research techniques for researching classroom activities are “field-based observational techniques” because researchers are interested in looking at the process not the results. In this study, the main techniques used were observation in conjunction with focussed interview techniques.  
Windeatt (1986:93) suggests that information needs to be collected from the learners themselves through interviews. Focussed interviews have the advantage of flexibility (Bell, 1993:91; Nunan,1992:9). Nunan, however, also warns that the interviewer needs to be aware of possible bias in the learner-teacher relationship (ibid:150). In the present case, the teacher who is also the software designer, needs to be very aware of her questioning techniques and responses. However, given the socio-cultural norms of the learners, it is not anticipated that they will be inhibited by the learner-teacher relationship and the inclusion of other teachers in the study gives some independent validation to the results obtained.
Observation of the use of the software is required to have a real understanding of its function (Chapelle 1998:28) Keith and Lafford (1989:138) recommend observation of the user to gather extra information. Higgins (1995:73) recommends comparing answers from questionnaires with another source of information. Nunan (1992:150) also argues that observation is an effective counterpoint to focussed interviews. In the present study the focussed interview results were compared with the observations of the researcher. Higgins (1995.73) also notes that observations should not be carried out by the software designer to avoid subjective bias. In the present case, the small number of suitable participants available, due to the tailor-made nature of the training courses, resulted in the designer carrying out some of the research. However, the designer was also the teacher of the learners and therefore had the added insight of the learning process. 
Phase one aimed to assess the validity of the software and eradicate design faults prior to the completion of section one of the software. The evaluation was carried out by three of the designer’s colleagues with knowledge of the authoring software. They were asked to use the software and give informal feedback on its pedagogical validity and operational features. The modifications carried out as a result of the feedback were: redesigning the introductory tutorial, re-scripting some of the navigational buttons, re-wording some instructions and re-scripting to ensure “tidying up” at close of software.
Phase two aimed to assess the operational validity of the completed section one. The software was submitted as part of an MEd assignment and evaluated by the tutor in terms of its pedagogical validity for the context described and its operational validity. As a result the following modifications were made: the inclusion of the text in print form; a gradual increase in the speed of the delayed text, change of font; re-scripting of a navigational button and further proof-reading.
Phase three aimed to eradicate any design faults of the completed software. Two colleagues were asked to use the software and complete the Writing Business Plans Evaluation Form (see appendix D). This form asked questions to investigate ease of use. Simultaneously the users were observed by the designer-teacher with the aim of ascertaining ease of use and notes were made. As a result, the following modifications were made: the button on the opening page was enlarged, key words were highlighted and instructions were staged. The option to draw a mindmap in Word was rephrased to take into account those learners who did not have the appropriate Word competencies. A notepad was added to the listening task to allow the learners to make notes as they listened. The direct question: “Do you want to make modifications?” was changed to a statement to avoid the expectation that a dialogue box would appear. The activity of writing a summary was given greater structure by including more guidance on summary writing and including a notepad. Finally, one of the feedback messages was altered to include more supportive information for the learner.

Phase four aimed to collect background information on the learners chosen for the study and on their teachers to enable more accurate interpretation of the software evaluation results. The procedure adopted was focussed interview and observation.
Six learners participated in the study and had the following profile. They were all taking courses in with the teachers who participated in the study, they had writing business plans in their course objectives, they had an advanced level of English, they were aged 32-42 and were all women.
Individually and in training time, the participants of the study were informed of the objectives and the procedure of the study by their teacher. They were then asked to complete The Helpful Tasks sheet (see appendix E) with teacher guidance. The teacher asked each learner to write down the kinds of activities they found useful for improving their English. Then, they were asked to complete the sheet Roles Of The Instructor: Learner Sheet (see appendix F). The learners were asked to circle the metaphors for the role of the teacher which they thought were most appropriate for their training sessions. 
Three teachers participated in this phase of the study: the designer of the software and two colleagues working in the same context. Their age range was from 32-35 and were all women. All three were familiar with the objectives of the study and the software.
The teachers were observed teaching twice over a period of time by a colleague. The colleague was asked to indicate the roles they perceived the teacher to assume in the observed session on the sheet Roles Of The Instructor: Instructor Sheet (see appendix G) which contained the same metaphors as those given to the learners.
The aim of the final phase was to evaluate the roles promoted by the use of Writing Business Plans in the one-to-one context. The software was used as part of the learner’s course with their own teacher. The time spent on the software was determined by the learner. During its use, the teacher participated as both teacher and researcher. As researcher, she observed learner-computer-teacher interaction and made notes on a printout of each page of the software (see appendix H). For each page of the software it was noted if the learner visited that page, what features were used and how. In addition, the nature of any learner-teacher, teacher-learner or teacher-computer interaction was noted. 
After using the software, a focussed interview was conducted. The learner was asked a series of pre-determined questions (see appendix I) concerning their attitudes to the roles promoted by the software. The teacher made notes and the learner was asked to confirm the accuracy of both the observation and interview notes. 
The information obtained from phases four and five was then analysed to obtain a picture of what roles emerged and what the learners’ attitudes to these roles were. 
[bookmark: _Toc337119240]Results 
The hypothesis that Writing Business Plans would promote those learner-computer-teacher roles identified as beneficial to their learning process was supported by the study. The second hypothesis, that learners would perceive the value of the roles, was supported by all but one participant. Below, the roles observed and the learner’s perception of those roles will be discussed in terms of four categories of interaction: learner-teacher, teacher-learner, learner-computer and learner-computer-teacher interaction.

[bookmark: _Toc337119241]Learner-Teacher Interaction
There were a high number of learner-initiated interactions with the teacher by all participants except participant two. These initiations included comments about the content, seeking the teacher’s opinion, confirmation of the participants’ actions, and requests for linguistic and navigational help.
All participants seemed to view the teacher as the pace setter: they indicated when they finished an activity; and sought permission to continue; participant one apologised for her speed and participant three justified the time taken to complete an activity. Participants one, two, three, and four seemed to view the teacher as having control over the overall learning environment, for example: participant three enquired what the consequences would be of her not doing an activity as requested by the computer and if she could listen again and participant two asked if it was necessary to read all the text. All participants made decisions about which activities to do but some requested help with those decisions more than others, notably participants one, three and four. Participants two and five adopted the role of negotiator and task manager. For example, participant two negotiated with the teacher to read the texts at home and to explore the entirety of the software first before choosing which tasks to do and when to do them. 

Company Structure 1980
The teacher was consulted as a linguistic expert and resource by all except participant four. Requests were made for orthographic information while writing notes and input on lexis. All participants, except for number six saw the teacher as expert on the materials, making enquiries about the nature of the software design. 
All participants made comments to the teacher in response to computer input, placing the teacher in the role of audience and respondent. The teacher’s opinion was also solicited on occasion: participant three asked for her opinion, involving the teacher in the process of ordering the stages of the writing process and participant five used the teacher’s opinion as a resource for various tasks.
All participants used the teacher as a partner in conversation. Except for participant two, who largely chose not to discuss her ideas with the teacher when prompted by computer, the others took the opportunities presented for lengthy discussions. In addition, participant two chose to communicate with the teacher rather than the computer, by giving oral instead of written responses to many of the tasks set by the computer. 
In clarifying and justifying their answers and actions, all except participant four clearly saw the teacher in the role of evaluator. All used the teacher as a support, seeking confirmation of their understanding of the instructions given by the computer or further clarification of the instructions.
Participants one, two, three and four initiated discussions with the teacher on their own learning processes. Participant one informed the teacher that she would not be able to effectively manage her time when exploring the internet and asked the teacher to assume this role. Participant two used Chandler’s (1993) typology of writing types outlined in the text to describe her own approach to the software: she stated that her approach to using the software was not the precise ordered method of the Bricklayer type of writer.
The affective relationship between the learner and the teacher was evident with all participants. Many interactions involved humour which can be seen as a tool to release tension. One clear occasion of this was when participant three was feeling under pressure as a result of trying to read against the clock and used humour to deflect from the task. In addition, participant two initiated discussions on her mood and its relation to her learning situation both at the outset of the session and during an activity. Participant four also stated her feelings towards working with the computer at the start of the activities.
There was far less teacher-initiated interaction than learner-initiated interaction. However, in the case of participants three, five and six, who involved the teacher a great deal, the teachers reciprocated by initiating more interaction themselves.
 At times, with participants one, two, three and five the teacher adopted a managerial role, for example when directing participant three to a particular page which addressed an issue the learner had previously been enquiring about. In all cases, the teacher retained a time-keeping role, although the decision of whether to continue or take a break was taken by the participants.
In her role as observer and supporter of the learner, the teacher gave advice on navigation in all cases when learners encountered problems. As partner in conversation, the teacher responded to spontaneous comments, participated in discussions and helped the learners interpret the tasks in light of their own experience and previous responses to the activities.
In all cases but participant five, who was an IT expert, the teacher was able to train the learners by showing them how to send the URL of web pages to themselves. As evaluator and pedagogical expert, the teacher gave all participants feedback from the feedback sheets at the end of the session. The learners were also encouraged at this point to adopt the role of self-evaluator.
The teacher’s role of giving affective support was evident in the form of reassurance in all cases, encouragement in the cases of one, two and three and praise in the cases of participants one and two. Humour was evident in all cases and was used to diminish learner anxiety about their performance. With participant three, there was a clear case of the teacher reading the learner’s paralinguistic signals and intervening as a response: when it became clear to the teacher that the learner was experiencing fatigue and as a result stress, the teacher gave the learner the choice of continuing with the activity, changing to a different activity or ending the training session.
[bookmark: _Toc337119242]Learner-Computer Interaction
The role of the computer as guide and task setter seemed to be wholly accepted by all participants. High levels of concentration and effort and extended time on task were observed in all participants except number two. With respect to the computer as evaluator, participants generally accepted the computer feedback. Notable exceptions were when participants five and six refused to accept the computer’s feedback on the drag and drop activity.
However, all learners appeared to control the learning process rather than be controlled by the computer. This was most evident in the fact that none chose to write a plan during the session. Participant two opted to explore the whole program before selecting her tasks. In general, learners took a very linear path through the software. They also adopted the role of decision makers, making clear choices about which activities to do in and out of the training session: participant two chose to do the reading at home and expressed an interest in completing the whole program at home before discussing it in the training session. Participant six chose to explore the Web pages out of training time.
With respect to movement between activities, participants one, two three and five did not seem constrained by the computer. They moved freely backwards and forwards to incorporate new information into the notes made on previous pages, or checking previous information to interpret new information or in the case of participant three, a plan she had already written and had with her. 
The navigation tutorial was used by participants three, four and six. However, the use of on-line help was very limited, suggesting that the learners did not perceive the role of the computer to be that of supporter. The tips button was not used by half the participants and only used once by the others. The menu was used by participant three once at the end of the session. The hot word glossaries were used by all participants.
With respect to the role of the computer as a resource, learner behaviours varied. The provision of both screen text and print-based text created movement to and from the computer, as participants one, two and three read from both the screen and the print version. Participants five and six requested copies of the text in print to take away and read outside the session.
Interaction with the computer was characterised by all participants reading the instructions or text segments aloud, suggesting that the computer was seen as a resource. However, participants three and four verbally responded to the computer when asked if they wanted a break and also admonished it for being slow, lending it a more human persona.
In all cases the teacher interacted at some point with the computer and the learner simultaneously. At times this was built into the software, such as when the teacher gives the instructions to the learner for the task of the characteristics of a good plan, but frequently it was because the learner drew the teacher into the role of partner and audience. For example, participants three, five and six frequently discussed the text extracts with the teacher as they were reading them.
The post-software focussed-interview revealed that the learners had a range of perceptions pertaining to the interactions which occurred. 
All participants found the managerial role and the consequent interventions of the teacher useful. Participant three stated that she expected the teacher to indicate further possibilities and to challenge her to re-think.
All participants wanted the teacher to adopt the role of partner in authentic communication. The desired degree of this interaction, however, varied according to participant. Participant two valued the role of conversation partner to such an extent that she felt it would be more appropriate to work with the software before the training session so that the session itself could be devoted to discussion. However, all the other participants considered that there was a good balance between learner-computer interaction and learner-teacher interaction. Participant one found the partner role of the teacher to be very positive and stated:
“It’s nice not having the feeling that you have to teach and I have to learn.”
and felt so strongly about the involvement of the teacher in a computer based lesson that she stated: 
“If the teacher was not involved it would be like having lunch with her and her not talking to me at all.”
Participant three enjoyed having dialogue with the teacher and stated that she would have missed her presence.
In terms of support, participant one reported that she felt supported by the computer but it was the teacher who gave her ideas. Participant two found the teacher’s help with navigation useful although she felt she could have done it on her own eventually. Participants three and six also alluded to the supportive role of the teacher and participant four stated her appreciation of the teacher’s input when choosing between options. Participant one and three found the clarification provided by the teacher useful and participant three found that she needed help with the application of the tasks to her own experience. 
All participants reported finding the software easy to use. Participants one, five and six stated that they were comfortable working with the computer in this way. Participant one thought it was a good task master, that her level of concentration was raised and that interaction with the computer was intense and satisfying. She also reported that in general, she does not like reading instructions and would like them to be recorded in future. Participant two stated that she did not like writing notes on the computer and usually worked with paper to generate and organise ideas over a long reflection period. She saw Writing Business Plans as a resource for ideas and inspiration and would be most suitably used in her office outside training time. Participant three enjoyed working with the computer to bring variety to her language training but that she only used computers when she had to. In addition, she worked with computers all day and enjoyed a break from that in class. She found the structure imposed by any software to be too structured for her preferred learning style. Although participant four was ambivalent about working with the computer in this way, she was able to state that she now felt more confident and would like more exposure to computer-based activities in the future.
Participants one, two and three all felt they had sufficient control of the learning process. Participant six felt that the software gave her more control over her options than with more traditional sessions and participant five stated that she liked being able to share control with the teacher. 
Participants one, three, five and six found it easy to switch their focus from computer to teacher. Participant two found it a little difficult at the beginning and would have liked more guidance.
Participant one would have liked more participation from the teacher, while participant two would have liked a separation of the functions: working with the computer alone over an extended period of time to allow for reflection and then to discuss the resulting ideas and plan with the teacher in subsequent sessions. Participant three thought it was a good to “work with the computer and have dialogue with the teacher”. Participants four and five reported that they liked working with the computer in the presence of the teacher. Participant four added that having an audience lent discipline to the activities.
[bookmark: _Toc337119243] Discussion
The use of hypermedia and multimedia software in language training has been widely reported to increase motivation (Evans, 1993:228). Although this was not a comparative study, teachers reported that all participants, except for number two, were motivated by the software and this was reflected by the participants in the focused interview.
The use of the computer as a tutor has been noted to be directive in many cases (Barnett, 1993:296; Sturtridge, 1997:76). However, Farrington (1986:201) noted in a study of the triangular mode of interaction that the presence of a teacher creates far greater flexibility than when the tutorial is used by the learner alone. Jones (1986:171) also found that there were a greater range of possibilities when the learner, computer and teacher came together. This was seen to be the case in the present study, where learners used the teacher in a variety of roles as and when they needed the teacher to fulfil those roles. In addition, the teacher’s presence allowed more learning styles to be catered to, for example, when participant two chose to respond to some of the tasks orally, instead of in writing, something that would be impossible without the presence of the teacher. In addition, her presence also promoted the learning strategies of asking questions, seeking practice opportunities, asking for clarification or verification, co-operating with proficient users of the language and using circumlocution or synonym, as described by Oxford (1990:19-21). The triangular mode of working could therefore be seen to promote a more learner-centred approach.
Unlike the software described by Sturtridge (1997) where the learner is controlled by the computer and “learner freedom is an illusion” (ibid:76), in the case of this software the learners were seen to be the principle decision-makers in the learning process. Not only did they decide what to do, but also when and where and made far more choices than prompted to by the program. Each participant interpreted the software in an extremely individual way. Even though the software was designed for such flexibility, the degree of control exerted by the participants was far higher than anticipated, which could be due to the influence of the target situation and socio-cultural factors. The learners are all job experienced adults who work with the computer as a tool in the target situation. They are therefore used to managing the computer to achieve their objectives. In addition the socio-cultural norms of the Danish and corporate culture give the learners a strong sense of responsibility and the right to assert their needs and preferences. The corporate cultural norm of assuming ownership of tasks was clearly evident in the learner interaction with the computer. The roles of the teacher information sheets showed that none of the participants perceived the role of the teacher as controller of the learning process. In addition, none of the teachers observed were seen to adopt this role. 
The teacher had a very clear supportive role in the activities. This was linguistic, pedagogical, and affective. The teacher was the primary source of help to the learners, who largely ignored any on-line help available. This situation is reflected in a study by Towndrow (1997) who found that when learners did not understand the activity, 66% turned to teacher for help, 19% to their peers and only 15% to the computer (ibid: para 13). The help participants sought was often in the form of personalised feedback to enable them to relate the tasks to their own situations. Chen (1997:11) found that personalised feedback rather than computer-generated feedback improved the learning process and Sturtridge (1997:75) has recently emphasised the importance of the teacher in a supportive role. The participant who stated that she found the teacher’s support to be useful but unnecessary had previously indicated on the Roles Of The Instructor sheet that she did not see the teacher’s role in terms of an evaluator, guide, resource or information provider, while the other participants had indicated guide.
The importance of the affective relationship of the teacher and learner was clear in all cases. The high incidence of humour and the references made by the learners themselves indicated that the learner-teacher interpersonal relationship was pivotal to the learning process. Farrington (1986:202) found that the teacher adopted the role of animator in the triangular mode of interaction, which was also seen in the present study. 
Arguably, the strongest role of the teacher was as partner in conversation. In contrast to studies carried out by Piper and Pujol where spoken discourse generated by software activities was poor (Piper, 1986:187; Pujol, 1995/6:5), in the triangular mode of the study in the one-to-one training context, the promotion of meaningful discussion was seen by all participants as one of the key benefits of the software. Cumming et al (1994:111) in a study of the triangular mode of interaction, found the learner-teacher interaction to be richer than the learner-computer interaction and that the teacher was able to draw on information from the immediate environment and their knowledge of the learner. In addition, they found that discussion with the learner can promote reflection on behalf of the learners (ibid:113). Participant three explicitly referred to the teacher in this role, as a partner in conversation. The Helpful Tasks information revealed that speaking was a priority for all learners in their training sessions and introducing the computer into the training context did not alter this. 
The learners conceptualisation of the role of the computer and their attitude towards it emerged as an important factor. In Brett’s (1996:204) study most learners saw the multimedia software as a tool and only 16.8% saw it as a teacher. All participants in the present study found the software valuable but viewed its use differently. Participants two and six clearly saw the software as a resource, while participants two, three and five viewed it as a tutor and were therefore happy to use it in class, seeing the presence of the teacher as adding value to the tutor role of the software. However, an additional factor, was the participants’ attitudes to computers. While participant three was happy to have used the computer as tutor for variety, she preferred not to work with one habitually in the training sessions. Participant one, however, who was involved in the production of computer-based training in marketing was happy to use the triangular mode of interaction again. Crosby et al (1994:11) found that while there were clear differences in the preference of learners to use computer-based learning they did not find a correlation between preference and performance, which was reflected in the findings of this study.
[bookmark: _Toc337119244]Conclusion
A learner-centred approach has been adopted, since it is believed that it meets the clearly defined needs and high expectations of the learners; maximises the potential of one-to-one training and is congruent with the socio-cultural norms of the context described. Such an approach involves multiple roles and a partnership between the learner and the teacher and the introduction of computer-based learning should aim to promote the most effective roles in a triangular mode of interaction.
Software can be designed to promote a rich and interactive learning environment, where learner control and learner choice can be catered for by the computer and effective roles are promoted and harmonised: while the learner remains the expert for their target situation, assumes the role of decision-maker and to some extent the role of evaluator, the role of the teacher becomes one of manager, evaluator, linguistic and pedagogical expert, partner in authentic oral communication and provider for the learner’s affective needs. 
The study indicated that these roles were indeed promoted by the software in this context and in all but one case, these roles were perceived by the learners as beneficial. Although the sample was limited to six participants, there is some indication that the learners’ attitudes to the role of the computer will affect classroom use. It is therefore recommended that these perceptions be investigated prior to integrating computer-based activities into a language training course in order to accommodate learner preferences more fully.
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