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The	present	study	aims	at	investigating	the	effectiveness	of	a	WebQuest	in	the	development	
of	online	reading	strategies	in	Greek	primary	education.	A	WebQuest	was	designed	and	forty	
6th	 grade	 learners	 participated	 in	 the	 implementation	 of	 the	 project.	 Small-scale	 action	
research	 was	 conducted	 combining	 both	 quantitative	 and	 qualitative	 research	 tools	 that	
aimed	 to	 identify	 the	 strategies	 employed	 by	 the	 learners	 in	 their	 attempt	 to	 comprehend	
Internet	 texts	 through	 the	WQ	 application.	 The	 results	 were	 very	 positive	 as	 the	 learners	
employed	a	variety	of	reading	comprehension	strategies,	such	as	goal	setting,	reviewing	and	
repairing	comprehension,	adjusting	their	reading	rate	and	evaluating	information	according	
to	their	reading	purposes.	The	results	of	this	study	indicate	that	WQs	could	be	useful	tools	in	
the	hands	of	English	language	teachers	in	state	primary	schools.	
	

�	
		
Η	 παρούσα	 μελέτη	 έχει	 ως	 στόχο	 να	 διερευνήσει	 την	 αποτελεσματικότητα	 μιας	
ιστοεξερεύνησης	 στην	 ανάπτυξη	 στρατηγικών	 ανάγνωσης	 στο	 χώρο	 της	 πρωτοβάθμιας	
εκπαίδευσης	στην	Ελλάδα.	Σαράντα	μαθητές	και	μαθήτριες	της	6ης	δημοτικού	υλοποίησαν	
ένα	σχέδιο	 εργασίας	μέσα	από	μια	 ιστοεξερεύνηση	που	σχεδιάστηκε	 για	αυτή	 τη	μελέτη.	
Μέσα	στην	 τάξη	πραγματοποιήθηκε	 έρευνα	μικτών	μεθόδων,	 η	 οποία	συνδύαζε	ποιοτικά	
και	 ποσοτικά	 δεδομένα.	 Σκοπός	 της	 έρευνας	 ήταν	 να	προσδιοριστούν	 οι	 στρατηγικές	 που	
χρησιμοποιούν	οι	μαθητές	στην	προσπάθειά	τους	να	κατανοήσουν	κείμενα	του	διαδικτύου	
μέσα	 από	 την	 ιστοεξερεύνηση.	 Τα	 αποτελέσματα	 έδειξαν	 ότι	 οι	 μαθητές	 χρησιμοποίησαν	
μια	 ποικιλία	 στρατηγικών	 για	 την	 κατανόηση	 των	 κειμένων.	 Διάβασαν	 τα	 κείμενα	 του	
διαδικτύου	με	συγκεκριμένο	στόχο,	αναθεώρησαν,	προσάρμοσαν	το	ρυθμό	της	ανάγνωσής	
τους	και	αξιολόγησαν	 τις	πληροφορίες	σύμφωνα	με	 τους	στόχους	 τους.	Τα	αποτελέσματα	
αυτής	 της	 έρευνας	 έδειξαν	 ότι	 οι	 ιστοεξερευνήσεις	 θα	 ήταν	 χρήσιμα	 εργαλεία	 στα	 χέρια	
καθηγητών	της	Αγγλικής	γλώσσας	στα	δημόσια	σχολεία	πρωτοβάθμιας	εκπαίδευσης.	
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1.	Introduction	
	
It	 is	 without	 doubt	 that	 online	 reading	 serves	 as	 the	 source	 of	 input	 for	 thousands	 of	 L2	
learners	and	the	Internet	has	entered	the	language	classroom	permanently.	Learners	search	
for	information	or	answer	questions	using	the	Web	almost	on	a	daily	basis.	The	new	features	
of	online	texts	aid	 the	reader	map	out	his	or	her	own	route	when	reading	on	the	 Internet	
(Dobler-Schmar,	 2003),	 so	 the	 conventional	 perceptions	 of	 the	 reader,	 text	 and	 task	 have	
changed	 when	 applied	 to	 electronic	 environments	 (Coiro,	 2003;	 Leu	 et	 al.,	 2011).	 It	
therefore	becomes	imperative	to	provide	a	broader	definition	of	reading,	one	that	includes	
the	concept	of	‘new	literacy	skills,’	which	include	identifying	the	most	important	problems,	
locating	useful	information	faster,	evaluating	information	critically,	synthesizing	information	
appropriately	 to	 develop	 the	 best	 solutions,	 and	 then	 communicating	 these	 solutions	 to	
others	effectively	(Coiro	et	al.,	2008).	
	
The	 WebQuest	 (WQ)	 model,	 “an	 inquiry-oriented	 activity	 in	 which	 some	 or	 all	 of	 the	
information	 that	 learners	 interact	 with	 comes	 from	 resources	 on	 the	 Internet”	 (Dodge,	
1995),	 provides	 practice	 in	 these	 new	 literacy	 skills	 and	 strategies	 that	 are	 necessary	 in	
today’s	world,	 its	most	significant	benefit	being	that	 it	provides	scaffolding	 in	higher-order	
thinking	processes	(Dodge,	1995;	March,	2004;	Şen	&	Neufeld,	2006;	Sox	&	Rubinstein-Avila,	
2009),	thus	promoting	thoughtful	literacy	(Ikpeze	&	Boyd,	2007).	
	
Given	the	usefulness	of	WebQuests	in	EFL	teaching,	studies	that	have	been	carried	out	in	the	
Greek	 reality	 have	 yielded	 promising	 results	 concerning	 the	 application	 of	 Webquests.	
Katsoulaki	 (2010)	 and	 Liakou	 (2011)	 underlined	 the	 potential	 of	 these	 tools	 to	 reinforce	
metacognitive	 skills,	 creativity,	 collaboration	 and	 intercultural	 awareness.	 Popota	 (2011)	
concluded	 that	WQs	 reinforce	motivation	 by	 lowering	 the	 affective	 filter	 in	 the	 classroom	
and	 providing	 opportunities	 for	 the	 development	 of	 multiple	 intelligences.	 However,	 the	
only	 case	 study	 that	 focused	 on	 reading	 strategies	was	 conducted	 by	Manou	 (2012),	who	
concluded	 that	 the	 WQ	 format	 has	 the	 potential	 to	 instigate	 a	 more	 strategic	 reading	
behavior	in	6th	grade	students.	
	
Taking	 into	 account	 the	 call	 for	 further	 research	 in	 various	 subject	 and	 grade	 levels,	
expressed	by	a	number	of	researchers	(Ikpeze	&	Boyd,	2007;	MacGregor	&	Lou,	2004;	Polly	
&	Ausband,	2009),	the	present	study	attempts	to	bridge	this	gap	in	the	body	of	research	by	
exploring	the	effects	of	a	WebQuest	on	the	reading	comprehension	strategies	that	6th	grade	
EFL	learners	use	to	make	sense	of	Internet	texts.	
	
2.	Literature	review	
	
2.1.		Reading	comprehension	processes	and	strategies	
	
Reading	 has	 been	 described	 as	 a	 complex	 skill	 that	 involves	 a	 multiplicity	 of	 cognitive	
processes	 (Grabe	 &	 Stoller,	 2002).	 These	 processes	 are	 categorized	 as	 “top-down”	 and	
“bottom-up,”	 the	 former	 denoting	 the	 application	 of	 prior	 knowledge	 to	 working	 on	 the	
meaning	 of	 a	 text,	 and	 the	 latter	 having	 to	 do	 with	 the	 decoding	 of	 letters,	 words	 and	
language	features	of	a	text	(ibid).	
	
According	 to	 Grabe	 &	 Stoller	 (2002),	 balancing	 the	 processes	 and	 skills	 needed	 for	
comprehension	 also	 requires	 that	 the	 reader	 be	 strategic,	 in	 other	 words,	 “able	 to	 read	
flexibly,	 in	 line	with	changing	purposes	and	the	ongoing	monitoring	of	comprehension”	 (p.	
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18).	 In	 the	 same	 vein,	 Pearson	 et	 al.	 (1992)	 describe	 the	 overall	 reading	 comprehension	
process	as	a	set	of	strategies	employed	by	successful	readers.	
	
Thus,	thoughtful	reading	includes:	

• specifying	a	purpose	for	reading;	
• using	prior	knowledge	to	make	meaning;	
• reading	 with	 flexibility,	 monitoring	 comprehension,	 looking	 back	 and	 employing	

repair	strategies;	
• distinguishing	important	from	unimportant	information;	
• synthesizing	data	and	creating	summaries	with	the	most	appropriate	information;	
• drawing	inferences	before	and	while	reading;	
• asking	questions.	

	
Focusing	 on	 online	 reading,	 Anderson	 (2003)	 classified	 strategies	 under	 three	 categories:	
global,	 problem	 solving	 and	 support	 strategies.	 Global	 strategies	 relate	 to	 the	 overall	
comprehension	 of	 a	 text,	 such	 as	 skimming,	 scanning	 and	 applying	 prior	 knowledge	 to	
understand	 the	 general	 idea.	 Problem	 solving	 strategies	 include	 repair	 processes,	 such	 as	
monitoring	 of	 comprehension,	 rereading,	 paying	 closer	 attention,	 adjusting	 one’s	 reading	
rate,	 inferring,	 and	 visualizing	 new	 information.	 Finally,	 support	 strategies	 include	
translating,	using	an	online	dictionary,	reading	aloud,	and	using	a	hardcopy	of	the	text.	
	
2.2.		EFL	reading	in	Greek	primary	schools	
	
In	 the	 Greek	 reality,	 the	 Unified	 Cross-Disciplinary	 Curriculum	 for	 the	 English	 Language	
(Pedagogical	 Institute,	 2003)	 places	 emphasis	 on	 active	 learning,	 life	 skills	 and	 learner	
autonomy,	 which	 can	 be	 achieved	 through	 authentic	 tasks,	 self-assessment,	 projects	 and	
portfolios.	Ideas	of	‘learning	how	to	learn’,	lifelong	learning,	and	holistic	knowledge	are	put	
forward.	 Young	 learners,	 at	 the	 centre	 of	 the	 educational	 process,	 have	 to	 experience	
learning,	a	fact	that	will	make	them	understand	our	multicultural	world.	Towards	the	aim	of	
learner	autonomy,	the	curriculum	places	particular	emphasis	on	strategies	and	skills,	such	as	
cooperation,	negotiation,	problem	solving,	critical	thinking	and	new	literacy	skills.	
	
In	the	same	vein,	as	far	as	new	literacy	skills	are	concerned,	the	governmental	strategic	plan	
of	action	for	the	‘New	School’	(Ministry	of	Education,	Lifelong	Learning	and	Religious	Affairs,	
2010b)	puts	 forward	 the	necessity	 for	 the	 learners	 to	be	 competent	 in	 ICT	and	 to	acquire	
critical	 skills	 and	 strategies	 in	 order	 to	 be	 able	 to	 choose	 among	 the	 information	 and	
knowledge	that	 is	available	to	them.	The	revised	Unified	Curriculum	for	Foreign	Languages	
(EPS-XG	 Curriculum)	 makes	 specific	 reference	 to	 the	 concept	 of	 multiliteracy	 and	 its	
connection	 to	 the	 variety	 of	 text	 types	 that	 are	 produced	 in	 today’s	 communication	
environments	and	stresses	the	need	for	EFL	teaching	to	provide	learners	with	the	skills	they	
need	to	communicate	effectively	in	today’s	social	media	(Pedagogical	Institute,	2011).	
	
However,	 the	 coursebook	 English	 6th	 Grade	 (Efraimidou	 et	 al.,	 2009)	 does	 not	 include	
sufficient	 material	 for	 nurturing	 new	 literacy	 skills	 and	 strategies	 in	 young	 learners.	
Moschidou	 (2010),	 whose	 study	 evaluated	 the	 reading	 component	 of	 this	 coursebook,	
suggests	supplementing	it	with	authentic	texts	either	from	magazines	or	newspapers	or	the	
Web.	Similarly,	relying	on	data	collected	from	EFL	teachers	in	the	6th	grade	of	Greek	primary	
schools,	Papaioannou	(2011)	proposes	the	design	of	a	parallel	language	syllabus	that	would	
integrate	the	Internet	into	the	EFL	classroom.	
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2.3.		WebQuests	
	
Bernie	 Dodge,	 professor	 at	 San	 Diego	 University,	 who	 initially	 conceived	 the	 WebQuest	
model,	described	 it	as	“an	 inquiry-oriented	activity	 in	which	some	or	all	of	the	 information	
that	learners	interact	with	comes	from	resources	on	the	Internet”	(Dodge,	1995).	Years	later,	
March	 (2004,	 p.	 42)	 provided	 a	detailed	definition	which	highlighted	 the	 key	 attributes	of	
WebQuests:	
		

A	 real	 WebQuest	 is	 a	 scaffolded	 learning	 structure	 that	 uses	 links	 to	 essential	
resources	on	 the	WWW	and	an	authentic	 task	 to	motivate	students’	 investigation	of	
an	 open	 ended	 question,	 development	 of	 individual	 expertise	 and	 participation	 in	 a	
group	process	 that	 transforms	newly	acquired	 information	 into	a	more	sophisticated	
understanding.	

	
This	 scaffolded	 learning	structure	consists	of	components	 that	 function	as	“building	blocks	
that	comprise	a	tightly	formatted	Internet	lesson”	(Watson,	1999)—an	introduction,	a	task,	a	
process,	an	evaluation	and	a	conclusion.	
	
The	 introduction	 introduces	the	topic	of	the	WebQuest	and	aims	to	arouse	curiosity	 in	the	
learners.	The	task	provides	a	focus	for	the	learners	by	describing	the	end-product	they	will	
create.	The	process	takes	the	form	of	a	traditional	lesson	plan	(Dodge,	1995)	as	it	illustrates	
the	 steps	 learners	 should	 follow	 to	 achieve	 the	 complex	 task.	 This	 component	 is	
accompanied	by	resources	in	the	form	of	hyperlinks	and	other	supportive	materials	that	are	
necessary	for	the	completion	of	the	task.	Reflecting	all	the	elements	of	the	project	that	are	
included	in	both	the	task	and	process	(Schweizer	&	Kossow,	2007),	the	evaluation	presents	
the	 learners	 with	 the	 criteria	 the	 assessor	 will	 use	 to	 evaluate	 their	 work.	 Finally,	 the	
conclusion	summarizes	the	whole	project	and	asks	the	learners	to	reflect	on	their	learning.	
	
This	 scaffolded	 learning	 structure,	 which	 WebQuests	 provide,	 is	 compatible	 with	 social-
constructivism,	which	emphasizes	social	 interaction	as	one	of	the	main	presuppositions	for	
learning	(Bruner,	1966;	Vygotsky,	1978).	 It	also	promotes	the	development	of	higher-order	
thinking	 processes,	 which	 work	 at	 the	 levels	 of	 understanding,	 application,	 analysis,	
evaluation	 and	 creation	 according	 to	 Bloom’s	 revised	 taxonomy	 of	 educational	 objectives	
(Krathwohl,	2002).	
	
More	 specifically,	 when	 engaged	 with	 a	 WebQuest	 task,	 learners	 do	 not	 just	 transfer	
information,	but	they	have	to	transform	the	knowledge	gained	in	order	to	achieve	their	goal.	
This	transformation	requires	their	engagement	in	higher-order	thinking	skills	(Dodge,	1995;	
March,	2004;	March,	2007;	Şen	&	Neufeld,	2006;	Sox	&	Rubinstein-Avila,	2009).	First,	 they	
have	 to	 comprehend	what	 they	 read,	 analyzing	 and	 synthesizing	 information.	 Throughout	
this	process,	they	have	to	employ	metacognitive	strategies	as	they	activate	prior	knowledge	
in	the	introduction	and	then	are	engaged	in	goal	setting	and	planning	through	the	task	and	
the	 process.	 Through	 the	 evaluation	 stage,	 they	 are	 provided	with	 the	 tools	 they	 need	 to	
assess	their	end	product.	Finally,	through	the	conclusion,	they	look	back,	self-assessing	and	
reflecting	on	the	whole	process.	Additionally,	as	learners	are	guided	in	their	reading	step	by	
step,	 they	do	not	 spend	 time	using	 search	 tools	 (Lamb,	2000)	 and	at	 the	 same	 time,	 they	
practise	 reading	 authentic	 texts	 online,	 developing	 new	 literacy	 skills	 (Sox	 &	 Rubinstein-
Avila,	2009).	
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3.		The	research	design	
	
3.1.		Aim	and	research	questions	
	
Taking	 into	 account	 the	 reports	 on	 the	 numerous	 benefits	 of	WebQuests	 and	 the	 call	 for	
further	research	on	their	use	in	a	variety	of	educational	contexts	in	Greece	(Katsoulaki,	2010;	
Liakou,	 2011;	 Manou,	 2012;	 Popota,	 2011)	 and	 abroad	 (Alshumaimeri	 &	 Almasri,	 2012;	
Halat,	 2013;	 Ikpeze	 &	 Boyd,	 2007;	 MacGregor	 &	 Lou	 2004;	 Polly	 &	 Ausband,	 2009),	 the	
present	 study	 aimed	 to	 investigate	 the	 effectiveness	 of	 WebQuests	 on	 online	 reading	
strategies	in	primary	education.	
	
The	research	questions	posed	were	the	following:	
	
1. Can	 the	 WebQuest	 application	 combined	 with	 appropriate	 teaching	 techniques	

(modeling,	scaffolding,	exemplifying,	and	demonstrating	the	use	of	graphic	organizers)	
in	the	pre-reading	phase	enhance	online	reading	comprehension?		

2. Is	there	evidence	of	reading	strategy	use	when	the	learners	are	engaged	in	the	tasks	
within	the	WebQuest	framework?		

3. Which	reading	strategies	are	mostly	applied	through	the	WebQuest	application?		
	
3.2.		Participants		
	
The	participants	were	forty	learners	in	the	6th	grade	of	a	state	primary	school	in	Thessaloniki,	
Greece,	divided	into	two	groups.	The	first	group	consisted	of	9	boys	and	11	girls,	while	the	
second	group	of	12	boys	and	8	girls.	They	were	heterogeneous	classes,	mixed	on	the	basis	of	
language	skills,	language	aptitude,	and	levels	of	self-confidence.	Their	level	ranged	from	A1	
to	A2	according	to	the	Common	European	Framework	(Council	of	Europe,	2001).	
	
3.3.		Research	method	
	
The	 study	 employed	 a	 mixed	 methods	 classroom-based	 research	 approach	 combining	
qualitative	and	quantitative	data	to	achieve	‘triangulation.’	As	Dornyei	(2007)	points	out,	if	a	
finding	can	be	verified	by	different	methods,	it	is	considered	more	valid	than	a	finding	which	
results	 from	 a	 single	 method.	 Because	 questionnaires	 are	 “easy	 to	 construct,	 extremely	
versatile	 and	 uniquely	 capable	 of	 gathering	 information	 quickly	 in	 a	 form	 that	 is	 readily	
processible”	 (Dornyei,	 2007,	 pp.	 101-102),	 two	 questionnaires	 were	 designed	 to	 gather	
quantitative	 data	 for	 this	 study—a	 needs	 analysis	 questionnaire	 that	 was	 administered	
before	 the	 WebQuest	 application	 and	 a	 post-WebQuest	 questionnaire	 that	 was	
administered	after	the	implementation	of	the	project.	
	
The	 needs	 analysis	 questionnaire	 aimed	 at	 drawing	 an	 outline	 of	 the	 participants’	
characteristics	related	directly	or	 indirectly	to	the	focal	points	of	 the	present	study	and	led	
to	the	design	of	the	particular	WebQuest.	The	post-WebQuest	questionnaire,	aiming	at	the	
collection	 of	 quantitative	 data,	 adapted	 19	 items	 from	 the	 Online	 Survey	 of	 Reading	
Strategies	 (OSORS)	 that	was	developed	by	Anderson	 (2003).	The	questionnaire	 items	were	
organized	 in	 a	 3-point	 Likert	 scale	 and	 reflected	 the	 global,	 problem	 solving	 and	 support	
strategies	of	Anderson’s	(2003)	classification.	
	
Additionally,	 the	 study	 used	 the	 ‘stimulated	 recall’	 approach,	which,	 according	 to	Dornyei	
(2007),	 is	 an	 introspective	 method	 of	 collecting	 data	 related	 to	 the	 inner	 processes,	
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thoughts,	 feelings,	 and	 motives	 of	 the	 individual	 participants.	 One	 of	 these	 took	 place	
immediately	after	the	learners	had	read	the	Internet	texts	to	collect	information,	and	one	at	
the	 end	 of	 the	 WebQuest	 application.	 Responding	 to	 the	 first	 stimulated	 recall,	 the	
participants	had	to	write	down	their	first	impressions,	the	problems	they	faced	while	reading	
and	 the	 strategies	 they	 used	 to	 comprehend,	 using	 the	 notes	 on	 their	 worksheet	 as	 a	
‘stimulus’.	 In	 the	 second	 recall,	 the	 learners	 wrote	 down	 which	 strategies	 they	 might	
consider	helpful	for	a	future	project	using	their	final	products	as	a	‘stimulus.	
	
Finally,	 a	 journal	with	 entries	was	 kept	 by	 the	 teacher,	 during	 the	 implementation	 of	 the	
WebQuest.	The	journal	entries	were	completed	after	each	teaching	period,	and	the	teacher	
judged	 whether	 the	 objectives	 set	 in	 the	 lesson	 plans	 had	 been	 achieved.	 The	 entries	
focused	 on	 the	 employment	 of	 strategies	 such	 as	 goal	 setting,	 planning	 skimming,	 note-
taking,	 activating	 prior	 knowledge,	 chunking,	 monitoring,	 repairing	 comprehension,	 self-
reflection,	as	well	as	on	problems	that	emerged.	
	
3.4.		The	research	procedure	
	
The	 needs	 analysis	 questionnaire	 was	 administered	 in	 November	 2012,	 and	 the	 data	
collected	 led	 to	 the	 design	 of	 the	 WebQuest	 “Christmas	 without	 borders”1	 which	 was	
implemented	 in	 December	 and	 which	 adopted	 the	 stages	 of	 a	 Project	 Based	 Framework.	
According	 to	 Legutke	&	Thomas	 (1991,	 p.	 160),	 the	Project	Based	Framework	 is	 “a	 theme	
and	 task-centred	 mode	 of	 teaching	 and	 learning	 which	 results	 from	 a	 joint	 process	 of	
negotiation	between	participants”;	 it	 is	 experiential,	 bridging	 the	gap	between	 theory	and	
practice,	balancing	between	the	process	and	the	end	product	(ibid).	
	
The	major	goals	of	the	project	were:	

• to	 develop	 an	 understanding	 and	 appreciation	 of	 different	 customs	 around	 the	
world;		

• to	provide	practice	in	reading	and	writing	reports	within	an	integrated-skills	syllabus;		
• to	engage	learners	in	using	the	present	simple	to	describe	customs;	
• to	provide	practice	in	new	literacy	skills	and	online	reading	strategies;	
• to	foster	positive	attitudes	towards	online	reading.	

	
The	whole	project	 lasted	 five	 two-hour	sessions,	which	 took	place	 in	 the	classroom	and	 in	
the	computer	lab.		
	
3.4.1.		The	preparation	stage	
	
The	 pre-WebQuest	 phase	 took	 place	 in	 the	 classroom	 with	 the	 use	 of	 a	 laptop	 and	 a	
projector.	To	introduce	the	theme	smoothly	and	create	a	pleasant	atmosphere,	the	teacher	
showed	the	learners	the	video	clip	of	a	Christmas	song	and	the	video	of	Christmas	from	the	
WebQuest	 ‘introduction,’	and	a	small	discussion	ensued.	As	brainstorming	activities	are	an	
effective	means	for	the	activation	of	“schematic”	knowledge	(Skehan,	1998),	and	the	use	of	
graphic	 organizers	 has	 been	 acknowledged	 as	 an	 important	 means	 for	 enhancing	
comprehensible	input	(Echevarria	et	al.,	2000,	in	Sox	&	Rubinstein-Avila,	2009),	the	learners	
engaged	 in	 a	 brainstorming	 activity	 and	 completed	 a	 Christmas	mind	map,	 both	 of	which	
aimed	at	activating	prior	knowledge	and	vocabulary.	
	
The	 ‘introduction’	 and	 the	 ‘task’	 of	 the	 WebQuest	 were	 demonstrated,	 with	 the	 aim	 of	
providing	the	learners	with	a	global	idea	of	the	situation	and	the	final	product.	The	purpose	
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for	 reading	 was	 clarified	 for	 the	 first	 step—the	 learners	 had	 to	 keep	 notes	 on	 three	
categories	concerning	Christmas	in	a	country	of	their	choice.	
	
According	to	schema	theory,	organizing	one’s	notes	in	an	ideational	framework	is	one	of	the	
“best	models	we	have	of	how	the	mind	organizes	ideas	in	information	sets”	(Burgess,	1994,	
p.	309).	To	 this	end,	a	worksheet	 for	notes,	 functioning	as	a	 concept	map	 for	note-taking,	
was	distributed,	with	a	focus	on	specific	categories:	decoration,	food,	customs,	Santa	Claus	
and	wishes.	The	 ‘process’	page	of	 the	WebQuest	was	demonstrated	and	 the	 teacher	used	
texts	 from	 the	 resources	 of	 the	 WQ	 as	 examples	 to	 model	 the	 employment	 of	 reading	
strategies.	Towards	the	goal	of	lowering	the	affective	filter	(Krashen,	1984),	the	teacher	tried	
to	 provide	 modified	 input	 and	 demonstrated	 the	 use	 of	 an	 online	 dictionary	 in	 case	 the	
learners	 needed	 to	 look	 up	 unknown	words.	 Finally,	 learners	 formed	 groups	 of	 three	 and	
moved	to	the	computer	lab	in	order	to	decide	on	the	country	of	their	research.	
	
3.4.2.		The	implementation	stage	
	
During	 the	 implementation	 stage,	 the	 learners	 produced	 a	 magazine	 about	 multicultural	
Christmas,	 which	 was	 published	 in	 their	 wiki	 and	 then	 photocopied.	 To	 accomplish	 their	
goal,	the	learners	read	texts	about	Christmas	in	other	countries,	they	kept	notes	and	wrote	
reports.	 Throughout	 the	 process,	 they	 also	 created	 mind	 maps	 and	 drawings	 with	 key	
expressions.	
	
At	the	beginning	of	the	‘reading’	step,	the	evaluation	rubric	of	the	WebQuest	was	discussed,	
to	clarify	the	main	criteria	used	in	the	evaluation	and	provide	learners	with	a	framework	for	
their	 work.	 Subsequently,	 the	 learners	 started	 their	 research	 using	 the	 hyperlinks	 of	 the	
‘process’	 page,	 collecting	 relevant	 information,	 trying	 to	 categorize	 their	 notes	 in	 their	
worksheets.	The	teacher	monitored,	acted	as	facilitator,	and	ensured	that	the	learners	were	
not	 disoriented.	 Following	 the	 suggestions	 for	 WebQuest	 implementation	 with	 young	
learners,	the	teacher	had	prepared	simplified	versions	of	texts	and	lists	of	possible	unknown	
key	 words	 to	 support	 weak	 learners.	 In	 the	 end,	 the	 groups	 were	 engaged	 in	 the	 first	
stimulated	 recall.	 For	 homework,	 they	 had	 to	 prepare	 mind	 maps	 with	 words	 and	
expressions	from	their	notes.	
	
At	the	beginning	of	the	‘preparation	of	the	final	product’	step,	there	was	a	class	discussion,	
during	 which	 the	 groups	 had	 to	 report	 to	 the	 rest	 of	 the	 class	 the	 newly-acquired	
information,	 consulting	 their	 notes	 and	 showing	 their	 mind	 maps.	 Then,	 learners	 had	 to	
assemble	 the	 information	 gathered	 to	 prepare	 illustrated	 reports	 for	 the	 classroom	
magazine.	 At	 this	 point	 they	 were	 engaged	 in	 process	 writing	 with	 the	 use	 of	 the	 word	
processor.	 Towards	 the	 creation	 of	 the	 end	 product,	 which	 was	 a	 written	 text,	 the	 word	
processor	was	chosen,	since	this	tool	can	contribute	to	the	improvement	of	learners’	writing	
(Piper,	 1987).	 Through	 word	 processing,	 learners	 can	 produce	 texts	 which	 look	 attractive	
quickly	 and	 easily,	 they	 are	 likely	 to	 spend	 more	 time	 on	 improving	 their	 text	 and	
concentrate	harder	on	what	they	are	doing	while	errors	seem	to	be	ephemeral	(ibid).	
	
Throughout	this	process,	the	learners	had	the	chance	to	revisit	the	WebQuest	texts	in	order	
to	download	pictures	and	to	write	short	summaries	of	their	reports	in	their	mother	tongue	
for	 the	 magazine.	 The	 Word	 files	 were	 saved	 on	 their	 computers	 and	 were	 sent	 to	 the	
teacher’s	e-mail	address.	
	
As	 Zamel	 (1985)	 pinpoints,	 in	 writer-based	 approaches,	 learners	 understand	 that	 they	
produce	a	text	which	evolves	over	time.	So,	 in	the	third	step	of	the	 implementation	stage,	
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conferencing	 took	place	 in	 the	 classroom	and	a	whole-class	discussion	about	 the	 learners’	
reports	was	 initiated.	 The	 teacher	made	 comments	 on	 content	 and	 points	 to	 be	 clarified,	
while	after	the	conferencing,	 learners	went	to	the	lab	for	improvements.	The	learners	who	
finished	early	helped	their	classmates.	
	
3.4.3.		The	evaluation	stage		
	
Phillips	et	al.	(1999)	suggest	that	during	the	evaluation	stage	of	a	project,	both	the	teacher	
and	 the	 children	 reflect	 on	 the	 process	 and	 the	 final	 product;	 they	 add	 that	 this	 kind	 of	
evaluation	 contributes	 to	 the	 improvement	 of	 teaching	 techniques	 reinforcing	 learner	
autonomy.	Accordingly,	 the	evaluation	stage	 took	place	 in	 the	classroom.	The	 teacher	had	
photocopied	the	learners’	products	with	notes	for	feedback.	Then,	the	learners	had	to	grade	
themselves	 according	 to	 the	 evaluation	 rubric	 of	 the	 WebQuest.	 At	 this	 point,	 learners	
completed	the	post-WebQuest	questionnaire	and	the	final	stimulated	recall	sheet.	
	
Finally,	as	Halat	(2008)	pinpoints,	through	the	‘conclusion’	of	a	WebQuest,	learners	may	be	
encouraged	to	extend	the	experience	into	other	domains.	In	this	study,	apart	from	triggering	
reflection,	 the	 ‘conclusion’	 of	 the	 WebQuest	 engaged	 children	 in	 singing	 along	 familiar	
Christmas	 songs	 watching	 video	 clips.	 Then,	 they	 made	 ‘Christmas	 without	 borders’	
drawings	 to	 decorate	 the	 classroom.	 The	 reports	 of	 the	 children	 were	 published	 in	 the	
learners’	wiki.	
	
4.	Findings	and	discussion	
	
4.1.		Evidence	of	strategy	use	
	
According	to	the	quantitative	and	the	qualitative	data	of	 this	study,	 there	was	evidence	of	
strategy	use	when	the	learners	were	engaged	in	the	tasks	within	the	WebQuest	framework.	
The	 learners	employed	a	combination	of	 reading	strategies	 that	 took	place	simultaneously	
and	not	in	a	linear	order.	
	
Taking	 into	account	 the	 students’	 answers	 to	 the	post-WQ	questionnaire,	problem	solving	
strategies	 had	 a	 prevailing	 role.	 Learners	 monitored	 their	 reading	 (85%)	 to	 figure	 out	 if	
particular	 parts	 of	 a	 text	 fit	 their	 purposes,	 and	 they	 reread	 a	 text	 (70%)	 adjusting	 their	
speed	 (70%)	 in	 their	 struggle	 to	 comprehend	 (see	 Fig.	 1).	 Secondly,	 application	 of	 global	
strategies	was	 reported	at	high	percentages:	goal	 setting	 (88%),	 scanning-skimming	 (65%),	
and	making	 inferences	 (63%).	 Lastly,	 concerning	 support	 reading	 strategies,	 learners	were	
mostly	engaged	in	downloading	images	(68%),	translating	to	their	mother	tongue	(63%),	and	
note-taking	(63%)	(see	Fig.	2).	
	
From	the	beginning,	as	it	was	depicted	in	the	teacher’s	journal,	the	learners	were	engaged	in	
goal	 setting	 and	 planning.	 After	 they	 conceived	 the	 real	 purpose	 for	 their	 reading,	 they	
started	 working	 towards	 achieving	 their	 goal.	 As	 the	 material	 was	 lengthy,	 preliminary	
scanning	 and	 skimming	 were	 necessary	 to	 distinguish	 important	 from	 unimportant	
information.	They	rapidly	moved	their	eyes	over	texts	to	get	the	main	ideas	and	to	acquire	a	
general	 idea	 of	 the	 content.	 Also,	 through	 the	 links	 of	 the	WebQuest,	 they	 visited	 all	 the	
texts	 that	had	 information	concerning	 the	country	 they	had	chosen	before	deciding	which	
text	 to	 choose	 for	 more	 careful	 reading.	 After	 reading	 fast,	 they	 chose	 a	 text	 and	 they	
started	reading	more	carefully	and	slowly,	looking	for	key	words	that	fit	their	categories.	
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a	lot	 a	little	 	 not	at	all	
	
	

Fig.	1.	Frequency	of	employment	of	reading	strategies	with	the	WebQuest	(How	much	did	you	use	the	
following	strategies	in	order	to	comprehend	the	texts?)	
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Fig.	2.	Most	frequently	employed	reading	strategies	(according	to	the	questionnaire)		
	
	
The	evidence	yielded	from	this	study	corroborates	the	results	of	the	case	study	conducted	
by	Manou	 (2012),	who	explored	hypertext	 reading	strategies	 through	a	WebQuest.	As	 she	
reported,	the	students	were	“acting	as	participants	of	a	treasure	hunt”,	employing	an	array	
of	strategies,	scanning,	skimming,	assessing	every	context	clue	of	the	Web	pages.	
	
4.2.		Most	frequently	employed	strategies	
	
Taking	 into	account	 the	notes	 from	the	 teacher’s	 journal	and	 the	 stimulated	 recalls	of	 the	
students,	the	strategy	of	making	inferences	was	at	the	heart	of	the	reading	comprehension	
process.	 The	 learners	 tried	 to	 infer	 the	meaning	 of	 sentences	 they	 considered	 important	
using	 their	 background	 knowledge.	 While	 reading,	 they	 made	 predictions,	 checked	
comprehension	 and	 asked	 questions	 to	 verify	 their	 initial	 guesses.	 Then,	 before	 writing	
anything	on	 their	worksheets,	 they	had	discussions	 evaluating	 the	 information	 in	order	 to	
choose	 which	 parts	 should	 be	 noted	 down,	 simultaneously	 making	 decisions	 about	
classifying	 this	 information	 according	 to	 the	 categories	 listed	 on	 their	 worksheets.	
Furthermore,	 the	online	dictionary	was	used	extensively;	 learners	 found	 the	 translation	of	
unknown	 words	 in	 Greek,	 noted	 them	 down	 and	 then	 reread	 the	 sentences	 that	 they	
perceived	 as	 important	 according	 to	 their	 reading	 purposes.	 Apart	 from	 the	 online	
dictionary,	 another	 feature	of	 the	 Internet	 that	was	used	was	 images.	 If	 their	 text	did	not	
include	 images,	 they	 downloaded	 pictures	 from	 the	 Internet	 to	 create	 their	 illustrated	
reports.	These	 images	also	helped	them	make	connections	between	text	and	pictures	and,	
thus,	comprehend	difficult	parts	of	information.	
	
4.3.		Reading	comprehension	and	scaffolding	
	
Regarding	the	qualitative	data	of	this	study,	there	were	different	degrees	of	comprehension	
among	 learners,	 depending	 on	 their	 prior	 knowledge.	 Therefore,	 learners	who	 came	 from	
other	countries	activated	their	prior	knowledge	about	their	countries	easily	and	were	eager	
to	 share	 their	 information	 with	 their	 peers	 in	 the	 pre-WQ	 phase.	 Moreover,	 during	 the	
implementation	 of	 the	 project,	 these	 learners	 encountered	 fewer	 difficulties	 in	
comprehending	 crucial	 information.	 In	 the	 same	 vein,	 learners	 with	 prior	 linguistic	
knowledge	did	not	face	any	comprehension	problems.	On	the	contrary,	some	weak	learners	
who	 also	 lacked	 content	 schemata	 seemed	 to	 have	 comprehension	 difficulties	 at	 the	
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beginning.	At	this	point,	scaffolding	provided	by	the	teacher	was	reported	by	the	learners	as	
being	very	helpful	(see	Fig.	3).	When	the	learners	seemed	stuck,	the	teacher	supported	them	
in	 their	 top-down	processing,	 facilitating	 them	 to	activate	 their	prior	 knowledge	of	 similar	
customs	 in	 Greece	 they	 were	 already	 familiar	 with.	 Towards	 this	 end,	 she	 asked	 them	
questions	or	she	modeled	the	use	of	strategies.	Additionally,	in	their	bottom-up	processing,	
these	 learners	 were	 supported	 with	 the	 Greek	 translation	 of	 key	 words	 or	 they	 were	
encouraged	to	use	the	online	dictionary.	
	

	
	

a	lot	 a	little	 	 not	at	all	
	
Fig.	3.	Students’	perceptions	about	the	most	helpful	features	of	the	WQ	and	the	teaching	procedures	

(How	much	did	the	following	help	you	understand?)	
	
	
Furthermore,	 the	 diagrams,	 the	 worksheet	 and	 the	 tasks	 to	 keep	 notes	 and	 create	 mind	
maps,	along	with	the	particular	steps	and	the	pre-selected	Web	sites	of	the	WQ,	proved	very	
helpful	for	most	of	the	learners.	Apart	from	enhancing	the	learners’	bottom-up	processing,	
they	helped	them	remain	focused	and	triggered	the	use	of	crucial	strategies,	such	as	goal-
setting,	 rereading,	skimming	and	scanning.	Similarly,	 reflective	procedures,	 such	as	sharing	
information	 within	 the	 groups,	 conferencing	 and	 self-assessment	 through	 the	 evaluation	
component	of	the	WQ,	reinforced	class	interaction,	monitoring	of	the	whole	comprehension	
process,	metacognition	 and	 peer	 feedback	 contributing	 to	 the	 solution	 of	 comprehension	
problems.	 The	 development	 of	 metacognitive	 skills,	 creativity	 and	 collaboration	 through	
WQs	 has	 also	 been	 reported	 by	 the	 studies	 conducted	 by	 Katsoulaki	 (2010)	 and	 Liakou	
(2011)	in	Greek	primary	schools	with	EFL	learners.	
	
A	 problem	 that	 appeared	 was	 distractibility	 due	 to	 the	 limited	 attention	 span	 that	 is	
characteristic	of	young	 learners	 (Bouniol,	2004).	 In	the	pre-WQ	phase,	some	learners	were	
anxious	to	start	their	exploration	without	paying	much	attention	to	important	warm-up	class	
procedures.	 The	 result	was	 that	 at	 the	 beginning	 of	 their	 first	 reading	 they	 asked	 for	 the	
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teacher’s	help.	Similarly,	some	children	very	soon	claimed	that	they	had	finished	their	task	
and	asked	for	permission	to	play	games.	At	this	point,	 the	teacher	asked	them	to	evaluate	
themselves	and	their	products	according	to	the	evaluation	component	of	the	WQ.	Through	
self-assessment,	they	understood	that	they	had	to	employ	repair	strategies	to	improve	their	
notes	or	their	reports.	
	
Overall,	the	components	of	the	WQ	combined	with	monitoring	and	support	by	the	teacher—
group	 or	 individualized—contributed	 to	 enhancing	 reading	 comprehension.	 Taking	 into	
account	 both	 the	 quantitative	 and	 qualitative	 data	 that	 were	 collected,	 the	 learners	
acknowledged	goal	setting	and	scaffolding	provided	both	by	the	teacher	and	the	WQ	itself	
as	 the	 most	 valuable	 elements	 that	 facilitated	 them	 in	 planning	 their	 reading	 towards	
comprehension.	
	
In	the	end,	the	 learners	synthesized	the	 information	they	gathered	and	were	proud	to	see	
their	 illustrated	 reports	 about	 Christmas	 in	 various	 countries	 published	 in	 their	 wiki.	 By	
gaining	knowledge	about	different	cultures	 in	the	world,	they	developed	their	 intercultural	
awareness	through	the	WQ,	a	finding	also	reported	by	Katsoulaki’s	(2010)	research	with	EFL	
learners	in	a	Greek	primary	school.	
	
5.		Implications	
	
The	findings	of	this	small-scale	study	that	implemented	the	use	of	a	teacher-designed	WQ	to	
develop	 various	 reading	 strategies	 and	 positive	 attitudes	 towards	 online	 reading	 in	 forty	
primary	 school	 students	 can	 be	 used	 as	 a	 tool	 for	 the	 realization	 of	 the	 governmental	
strategic	 plan	of	 action	 for	 the	 ‘New	School’	 (Ministry	 of	 Education,	 Lifelong	 Learning	 and	
Religious	Affairs,	2010b)	and	the	revised	Unified	Curriculum	for	Foreign	Languages	(EPS-XG	
Curriculum)	 (Pedagogical	 Institute,	 2011),	 both	 of	 which	 emphasize	 the	 need	 to	 provide	
learners	with	new	literacy	skills,	necessary	in	today’s	fast-paced	reality.	Through	WebQuests,	
ICT	 and	 authentic	 reading	 skills	 can	be	 smoothly	 incorporated	 into	 EFL	 teaching	practices,	
helping	learners	overcome	the	challenges	of	reading	online	and	providing	them	with	a	sense	
of	achievement	that	can	lead	them	to	becoming	more	autonomous	lifelong	learners.	
	
Consequently,	 teachers	 who	 have	 access	 to	 a	 computer	 lab	 could	 use	 WQs	 to	 promote	
strategic	online	reading	in	their	students.	They	can	choose	a	project	from	the	theme	areas	of	
the	coursebook	and	design	or	select	a	WQ	according	to	the	interests	of	the	learners.	Above	
all,	 there	 has	 to	 be	 careful	 planning	 in	 setting	 a	 framework	 for	 group	 work.	 Before	 the	
application,	strategic	behaviour	has	to	be	modeled	and	time	for	activation	of	schemata	has	
to	be	provided,	whereas	throughout	the	implementation,	constant	monitoring,	support,	and	
class	procedures	that	engage	learners	in	reflection,	metacognition,	self-assessment	and	peer	
interaction	have	to	be	maintained.	
	
In	order	 for	all	 this	 to	be	 realized,	however,	English	 language	 teachers	 should	be	provided	
with	expertise	and	support	in	using	technology	tools	such	as	WQs.	Warschauer	(2002,	p.	29)	
puts	emphasis	on	the	essential	role	of	teachers	“with	the	knowledge,	skills,	and	attitude	for	
innovatively	designing,	adapting,	and	applying	 technology	 in	 the	classroom,	appropriate	 to	
local	context”	in	order	to	equip	students	with	valuable	lifelong	learning	skills	and	strategies	
toward	autonomous	learning.	According	to	Papaioannou’s	(2011)	study,	there	is	a	call	by	EFL	
teachers	 for	 professional	 development	 to	 cater	 for	 the	 actual	 implementation	 of	 CALL	 for	
EFL	 purposes.	 Her	 data	 converge	 with	 the	 statistical	 results	 drawn	 from	 the	 survey	
conducted	 in	 Greece	 within	 the	 framework	 of	 the	 ‘Major	 programme	 for	 professional	
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development’	(Ministry	of	Education,	Lifelong	Learning	and	Religious	Affairs,	2010a),	which	
reflects	the	teachers’	need	to	receive	training	for	using	ICT	in	their	instructional	settings.	
	
Finally,	 it	 is	 important	to	refer	 to	the	 limitations	of	 this	study.	The	most	serious	restriction	
was	the	 limited	availability	of	 the	computer	 lab,	which	was	occupied	during	most	teaching	
hours	 and	 was	 available	 only	 two	 hours	 a	 week	 for	 each	 group2.	 Also,	 time	 restrictions,	
combined	with	a	 tight	school	schedule,	did	not	allow	the	researcher	 to	carry	out	a	 longer-
term	 experiment	 and	 to	 provide	 more	 sophisticated	 statistical	 analyses	 of	 the	 results.	
Therefore,	the	results	of	this	small-scale	action	research	cannot	be	generalized	to	the	whole	
student	population	of	the	EFL	context.	
	
6.	Conclusion	
	
This	study	proved	that	WebQuests	as	an	instructional	tool	can	be	used	to	promote	reading	
strategies	 in	 a	 Web	 environment.	 Clearly,	 they	 have	 the	 potential	 to	 instigate	 the	
employment	 of	 reading	 strategies,	 such	 as	 goal-setting,	 monitoring,	 rereading,	 scanning-
skimming,	and	making	 inferences.	The	WQ	components	can	provide	young	 learners	with	a	
concrete	task,	a	real,	meaningful	goal	for	reading	and	a	plan	for	implementing	this	goal.	
	
Overall,	 regardless	of	 the	 limitations	and	the	restrictions,	 this	study	proved	that	with	WQs	
and	with	 the	 teacher’s	 support,	 even	 the	weak	 learners	 can	 be	motivated	 to	 read	 online	
towards	autonomous	 learning.	However,	more	WQ	projects	have	 to	be	 implemented	with	
different	participants	and	different	tasks	focusing	on	online	reading	strategies	 in	the	Greek	
EFL	 context.	 In	 this	 way,	 there	 is	 a	 possibility	 that	 the	 conclusions	 of	 this	 study	 will	 be	
verified	and	more	insights	will	be	provided	in	the	area	of	online	reading.		
	
		

Notes	
	
1. The	Webquest	can	be	found	at	http://zunal.com/webquest.php?w=170227.	
2. There	are	ICT	classes	in	the	school,	so	the	teacher	had	to	organize	the	reading	sessions	

in	the	computer	lab	according	to	the	schedule	of	the	ICT	teacher.	
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