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The	 present	 paper	 focuses	 on	 the	 exploitation	 of	 the	 Internet	 and	 the	 effectiveness	 of	
WebQuests	 for	 the	 teaching	of	 stories	 in	an	EFL	context.	More	specifically,	 the	article	 is	an	
attempt	 to	 investigate	 how	 WebQuests	 can	 be	 used	 in	 combination	 with	 stories	 for	 the	
benefit	 of	 the	 learning	 process.	 Particularly,	 the	 research	 is	 intended	 to	 determine	 which	
reading	strategies	are	identified	through	the	learners’	interaction	with	the	text.	In	addition,	it	
is	an	attempt	 to	explore	 to	what	extent	 they	are	applied	and	whether	WebQuests	have	an	
impact	 on	 learners’	 motivation	 and	 positive	 attitudes	 towards	 reading	 in	 English.	 To	 that	
end,	a	case	study	was	conducted	 regarding	 two	classes	of	 fifth	graders	 in	a	Greek	primary	
school.	 Findings	 indicate	 progress	 in	 reading	 strategy	 use	 because	 of	 the	 learning	 context	
using	 WWW	 as	 a	 resource	 as	 well	 as	 increased	 motivation	 and	 more	 positive	 attitudes	
towards	reading.	
	

�	
	
Το	 παρόν	 άρθρο	 εστιάζει	 στην	 αξιοποίηση	 του	 διαδικτύου,	 στην	 αποτελεσματικότητα	 της	
ιστοεξερεύνησης	 και	 στην	 επεξεργασία	 του	 αφηγηματικού	 γραπτού	 λόγου	 στο	 πλαίσιο	
εκμάθησης	 της	 Αγγλικής	 ως	 ξένης	 γλώσσας.	 Πιο	 συγκεκριμένα,	 το	 άρθρο	 αποτελεί	 μια	
προσπάθεια	να	ερευνηθεί	το	κατά	πόσο	οι	 ιστοξερευνήσεις	μπορούν	να	χρησιμοποιηθούν	
σε	 συνδυασμό	με	 τις	 ιστορίες	προς	 όφελος	 της	 μαθησιακής	 διαδικασίας.	 Ειδικότερα,	 έχει	
σκοπό	 να	 καθορίσει	 κατά	 πόσο	 η	 κατανόηση	 ενός	 κειμένου	 ενισχύεται	 από	 την	
ιστοεξερεύνηση	 και	 να	 εντοπίσει	 ποιες	 στρατηγικές	 επεξεργασίας	 γραπτού	 κειμένου	
μπορούν	 να	 καλλιεργηθούν	 κατά	 την	 αλληλοεπίδραση	 του	 μαθητή	 με	 το	 ηλεκτρονικό	
αφηγηματικό	 κείμενο.	 Επιπλέον	 διερευνά	 τις	 στάσεις	 και	 τις	 μορφές	 παρώθησης	 που	
αναπτύσσουν	οι	μαθητές	κατά	τη	διάρκεια	της	μαθησιακής	διαδικασίας	με	τη	βοήθεια	της	
ιστοεξερεύνησης	 και	 της	 επεξεργασίας	 αφηγηματικού	 γραπτού	 λόγου	 σε	 ηλεκτρονική	
μορφή.	 Για	 το	 σκοπό	 αυτό	 η	 ερευνήτρια	 έχει	 διεξάγει	 μια	 περιπτωσιολογική	 μελέτη	 που	
αφορά	δυο	τάξεις	της	Ε’	τάξης	σε	ένα	ελληνικό	δημοτικό	σχολείο.	Τα	ευρήματα	ανέδειξαν	
στρατηγικές	 ανάγνωσης	 καθώς	 και	 εφαρμογή	 αυτών	 ως	 αποτέλεσμα	 της	 χρήσης	 του	
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διαδικτύου	 καθώς	 επίσης	 και	 ανάπτυξη	 κινήτρων	 και	 θετικών	 στάσεων	 σε	 σχέση	 με	 την	
επεξεργασία	και	κατανόηση	του	γραπτού	λόγου.	
	
Keywords:	WebQuest,	EFL,	stories,	reading	strategies,	motivation,	young	learners	
	
	
	
	
1.		Introduction	
	
The	rapid	development	of	technology	has	pervaded	every	aspect	of	human	activity	having	a	
significant	 impact	on	our	 lives.	The	ubiquitous	presence	of	 technology	 in	education	cannot	
be	denied.	The	main	aim	of	today’s	information	age	is	to	provide	learners	with	all	the	skills	
necessary	 to	 obtain	 knowledge	 on	 their	 own	 (Dogan,	 et	 al,	 2013).	 First,	 computers	 offer	
materials	 from	which	 learners	can	search	and	select	 information	 in	order	to	 learn;	 second,	
learners’	 dependency	 on	 the	 teacher	 can	 be	 reduced.	 In	 this	 way	 student	 autonomy	 is	
enhanced.	
	
Having	the	above	suppositions	in	mind,	WebQuests	seem	to	be	an	ideal	vehicle	for	teaching	
school	 children	 through	 a	 series	 of	 worthwhile	 activities.	 More	 specifically,	 according	 to	
Setyaningsih	 (2011),	 the	 WebQuest	 framework	 can	 help	 children	 develop	 deeper	
understanding	 of	 the	 problems	 in	 research.	 Furthermore,	 through	 the	 WebQuest	
collaboration	 is	 promoted	 as	 learners	 take	 on	 roles	 within	 small	 student	 groups	 and	
cooperative	 learning	 strategies	 are	 applied	 which	 are	 necessary	 for	 the	 learners’	
contribution	 (March,	2000).	Moreover,	via	 the	networked	computer,	 learners	are	provided	
with	 multimodal	 resources	 in	 order	 to	 locate,	 assess	 and	 present	 information	 (Douglas,	
2000).	
	
On	the	one	hand,	taking	into	consideration	the	above,	WebQuests	are	powerful	technology	
tools;	on	the	other,	learners	have	an	innate	love	for	stories	(Papadopoulou	&	Vlachos,	2014).	
Based	 on	 this	 assumption,	 the	 present	 study	 is	 an	 attempt	 to	 examine	 how	 we	 can	 use	
WebQuests	 in	 combination	with	 stories	with	 learning	being	 the	ultimate	aim.	 The	present	
study	was	initiated	after	detecting	that	there	is	a	dearth	of	research	pertaining	to	studying	
stories	through	WebQuests	in	the	Greek	educational	reality.	The	rationale	behind	the	design	
of	the	experiment	was	to	determine	whether	reading	comprehension	can	be	achieved	with	
the	help	of	WebQuests.	The	relevant	literature	of	reading	and	WebQuests	are	reviewed	in	a	
socio-constructivist	framework.		
	
2.		Reading	and	different	aspects	of	comprehension	
	
2.1.		Social	constructivist	view	of	reading	
	
Social	constructivism,	based	on	the	work	of	Vygotsky	and	others,	has	pervaded	EFL	literature	
and	 teaching	 with	 considerable	 ramifications	 for	 the	 learning	 environment.	 It	 views	
classroom	 as	 a	 “community	 of	 discourse”	 (Fosnot,	 1989)	 where	 learners	must	 participate	
dynamically	 in	reconstructing	 ideas	within	their	own	minds	(Wilson,	2003).	 In	other	words,	
the	 teacher	 does	 not	 disseminate	 knowledge	 and	 students	 are	 not	 passive	 recipients	 of	
information	 (Brooks	 &	 Brooks,	 1993).	 Learners	 go	 beyond	 rote	 memorization	 toward	
understanding	 which	 cannot	 be	 achieved	 unless	 they	 are	 actively	 engaged	 (Flynn	 et	 al,	
2004).	 Furthermore,	 children	 construct	 their	 ideas	 with	 others	 when	 they	 collaborate	 in	
cooperative	 learning	 groups	 (Lunenburg,	 2011).	 This	 explains	 one	 of	 the	 fundamental	
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concepts	 of	 social	 constructivism,	 scaffolding.	 Scaffolding	 is	 realized	 in	 class	 when	 the	
teacher	 provides	 ‘tools’	 such	 as	 problem	 solving	 tasks,	 questions	 and	 answers	 (Bouniol,	
2004).	
	
The	 social	 constructivist	 view	of	 reading	has	many	 implications	 for	 the	 reading	 classroom.	
Social	 constructivists	 see	 reading	 as	 social	 practice.	 The	 social	 context	 plays	 an	 important	
role	 in	what	you	read,	how	you	read	and	who	you	read	 it	with.	For	 this	 reason,	 reading	 is	
taught	 not	 through	 disembodied	 texts	 which	 have	 no	 context	 but	 through	meaningful	 as	
well	 as	 purposeful	 practices.	 Additionally,	 learners	 are	 encouraged	 to	 create	 their	 own	
meaning	 of	 the	 text	 instead	 of	 the	 teacher	 imposing	 his	 interpretation	 of	 the	 text	 on	 the	
learner.	Furthermore,	peer-scaffolding	can	help	learners	decode	text	effectively,	participate	
in	 meaning	 making	 and	 become	 more	 aware	 of	 how	 authors	 manipulate	 text.	 Texts	 are	
relevant	to	the	child’s	interests	and	his	needs	are	emphasized	and	catered	for	(Rixon,	1991).	
The	primary	goal	of	all	the	above	is	to	enable	learners,	through	a	learner-centered	program,	
to	 become	 independent	 readers	 and	 thus	 lead	 them	 a	 step	 towards	 autonomy,	 (Wilson,	
2003,	 Yang	 &	 Wilson,	 2006).	 What	 is	 important	 at	 this	 point	 is	 to	 note	 what	 reading	
comprehension	is	and	how	it	may	be	affected.	
	
2.2.		Comprehension:	a	cognitive	process	
	
Comprehension	 is	 a	 complex	 task	 that	 draws	 on	 many	 different	 cognitive	 skills	 and	
processes.	Text	comprehension	involves	the	construction	of	a	coherent	representation	of	a	
text’s	meaning,	which	is	called	a	mental	model	or	a	situation	model	(Cain,	2003,	Cain	et	al.,	
2004).	The	comprehension	processes	that	bring	about	this	representation	occur	at	multiple	
levels:	word	 level,	 sentence	 level	 and	 text	 level	 (Perfetti	 et	 al.,	 2005).	 Elaborating	 further,	
integration	 and	 inference	 are	 important	 processes	 for	 the	 formation	 of	 an	 integrated	 and	
coherent	 model	 of	 the	 text.	 In	 other	 words,	 integration	 is	 necessary	 to	 establish	 local	
coherence	which	involves	decoding	the	words	and	phrases	of	a	text.	In	particular,	unless	the	
word-level	 processes	 are	 mastered,	 it	 will	 be	 impossible	 to	 carry	 out	 the	 higher	 order	
processes	 (Pressley,	 2000).	 Consequently,	 children	 must	 decode	 words	 and	 encode	 their	
meaning	into	the	mental	representation	they	are	constructing	(Perfetti	et	al,	2005).	
	
Background	knowledge	is	 important	for	memory	as	well	as	comprehension	(Kintsch,	1994).	
Mature	 readers	 know	 much	 about	 the	 world	 and	 their	 prior	 knowledge,	 their	 schematic	
knowledge	 in	 particular,	 affects	 comprehension.	 Schemata	 function	 in	 the	 process	 of	
interpreting	 new	 information	 and	 allowing	 it	 to	 become	 part	 of	 the	 knowledge	 store	
(Anderson	 &	 Pearson,	 1988).	 Thus,	 as	 Woolley	 (2011)	 states	 meaning	 is	 formed	 in	 the	
reader’s	 head.	 From	 this	 perspective	 a	 reader’s	 existing	 knowledge	 plays	 a	 crucial	 role	 in	
acquiring	new	 information	 (Cain	&	Oakhill,	1999).	Calfoglou	 (2004)	maintains	 that	efficient	
readers	rely	more	heavily	on	contextual	clues	than	on	lexical	ones.	Reading	comprehension	
depends	on	the	reader’s	ability	to	 interpret	context	and	one’s	ability	to	decode	text.	Thus,	
according	to	the	cognitive	theory,	a	balanced	approach	to	the	teaching	of	reading	combines	
a	 text-based	 approach	 and	 a	 discourse	 meaning	 approach	 so	 that	 the	 two	 processes	 are	
interactive	 (Woolley,	 2011).	 Consequently,	 the	 intention	 of	 the	 author,	 the	 readers’	
background	knowledge	as	well	as	their	experiences	play	a	critical	role	in	the	comprehension	
process.	From	the	above	it	can	be	deduced	that	reading	is	a	complex	activity.	Moreover,	 it	
requires	 the	 successful	 selection	 and	application	of	multiple	 strategies	 (Woolley,	 2011)	on	
the	part	of	the	learner.	
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2.3.		Comprehension	and	the	active	learner	
	
Accordingly,	effective	comprehension	necessitates	children	to	be	actively	engaged	 in	order	
to	 gain	 meaning	 from	 text.	 Constructivists	 believe	 that	 real	 understanding	 occurs	 when	
children	are	fully	involved	in	the	development	of	their	own	knowledge.	This	learning	process	
is	 described	 as	 self-regulatory	 (Harris	 &	 Pressley,	 1991).	 Self-regulation	 strategies	 can	 be	
taught	 explicitly	 and	 can	 lead	 to	 improved	 reading	 achievement.	 Skilled	 readers	who	 self-
regulate	 know	 how	 and	 when	 to	 use	 fix-up	 strategies	 during	 reading	 to	 regain	 meaning	
when	it	 is	 lost	 (Zimmerman,	2002).	These	 learners	monitor	their	behavior	 in	terms	of	their	
goals	and	 self-reflect	on	 their	 increasing	effectiveness.	Each	 self-regulated	process	 such	as	
goal	setting,	strategy	use,	and	self-evaluation,	can	be	learned	from	instruction	and	modeling	
by	parents,	coaches	and	peers.	This	gradual	transfer	of	strategy	ownership	to	the	student	is	
consistent	with	one	of	the	precepts	of	constructivism,	scaffolding.	Learners	are	kept	active	
and	 involved	 with	 tasks	 requiring	 meaningful	 processing.	 Subsequently,	 the	 instructor	
provides	 feedback	 and	 builds	 on	 his	 advice.	 Therefore,	 the	 concepts	 of	 constructivism	
underlie	good	strategy	instruction.	However,	there	are	factors	which	affect	comprehension	
and	which	lie	within	the	reader	or	may	be	found	outside	of	the	reader.	
	
2.4.		Variables	that	influence	comprehension	
	
There	 may	 be	 a	 multiplicity	 of	 factors	 that	 affect	 comprehension.	 It	 has	 been	 found	
(Woolley,	 2011)	 that	 reader	 variability	 is	 often	 linked	 with	 the	 economic	 and	 social	
circumstances	 of	 the	 home.	 As	 Abraham	 &	 Gram	 (2009)	 note,	 low	 socio-economic	
backgrounds	 as	 well	 as	 cultural	 and	 linguistic	 differences	 between	 home	 and	 school	
compounds	 students’	 reading	 ability.	 This	 is	 supported	 by	 the	 fact	 that	 variables	 such	 as	
educational	background	of	the	parents,	social	class,	the	number	of	books	at	home	and	family	
income	were	related	to	reading	achievement	(Romeo,	2002).		
	
As	Kendeou	&	van	den	Broek	(2005)	posit,	one’s	cultural	beliefs	and	values	as	well	as	their	
religious	 and	 political	 affiliations	 influence	 the	 way	 a	 reader	 comprehends	 the	 text.	 To	
comprehend,	a	 reader	must	possess	a	wide	 range	of	 cognitive	capacities	 such	as	memory,	
inferencing,	and	critical	analytic	ability.	 Furthermore,	motivation,	knowledge	of	vocabulary	
and	strategies	as	well	as	domain	and	linguistic	knowledge	are	also	identified	as	variables	that	
interact	with	one	another	and	with	the	text	the	reader	is	exposed	to	(Snow,	2002).	
	
Pictures	 can	 also	 be	 exploited	 to	 influence	 reading	 comprehension	 enabling	 the	 reader	 to	
form	 a	 more	 detailed	 understanding	 of	 the	 passage.	 As	 Duke	 &	 Pearson	 (2002,	 p.218)	
maintain,	“a	visual	display	helps	readers	understand,	organize,	and	remember”.	Glenberg	&	
Langston	 (1992)	 found	 that	 pictures	 can	 help	 build	 a	 mental	 model	 that	 the	 readers	
construct	 facilitating	 inference	 making.	 In	 the	 same	 vein,	 Goldstein	 &	 Underwood	 (1981)	
assert	 that	visual	 information	provided	by	picture	cues	enable	 less	experienced	 readers	 to	
understand	better.	This	can	be	brought	about	by	linking	the	reader’s	background	knowledge	
to	the	ideas	of	the	text.	Thus,	in	Goldstein	&	Underwood’s	(1981,	p.	6)	words:	“An	analysis	of	
mutual	interference	effects	between	pairs	of	pictures	and	words	leads	to	the	conclusion	that	
the	cognitive	 representations	of	meanings	are	organized	 in	a	 semantic	 system	common	 to	
pictures	 and	words”.	 Hibbing	&	 Rankin-Erikson	 (2003)	 have	 found	 that	more	 able	 readers	
rely	less	on	illustrations.	On	the	other	hand,	less	able	readers	are	focusing	on	the	decoding	
of	 words	 rather	 than	 creating	 images	 associated	 with	 meaning.	 Nevertheless,	
comprehension	must	be	considered	under	 the	 light	of	motivation	as	well.	Motivation	may	
contribute	to	engagement	in	reading.	
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2.5.		Engaging	the	reader	–	Motivation	and	affective	factors	towards	reading	
	
Motivation	has	a	strong	impact	on	reading	comprehension	because	it	influences	the	choices	
that	 individuals	 make	 about	 what	 activity	 they	 will	 deal	 with,	 their	 persistence	 and	 the	
amount	 of	 effort	 they	 will	 use	 on	 an	 activity	 (Woolley,	 2011).	 Competence	 and	 efficacy	
beliefs	 refer	 to	 how	 efficacious	 individuals	 feel	 with	 respect	 to	 their	 ability	 at	 different	
activities	 (Wigfield,	 2000).	 According	 to	 Zimmerman	 (2002)	 when	 a	 student	 feels	 positive	
about	his	efficacy	to	manage	a	task	then	his	stress	and	anxiety	are	decreased.	Thus,	success	
raises	 self-efficacy	 whereas	 failure	 tends	 to	 lower	 it	 (Woolley,	 2011).	 An	 important	
implication	for	motivation	is	that	when	children	believe	they	are	efficacious	at	reading	they	
are	 more	 likely	 to	 engage	 in	 reading	 (Wigfield	 &	 Guthrie,	 1997).	 For	 this	 to	 be	 realized,	
reading	 texts	 should	 be	 challenging	 but	 not	 too	 difficult	 (Woolley,	 2011).	 In	 addition,	
engaged	 readers	 are	motivated	 to	 read	 for	 a	 different	 purpose	 and	 interact	meaningfully	
around	reading	(Baker	&	Wigfield,	1999).		
	
Social	motivation	can	also	affect	a	reader’s	dispositions	and	behaviours	(Wigfield,	2000).	It	is	
asserted	 that	 students’	 self-efficacy	 is	 increased	when	 they	 receive	 encouraging	 feedback	
from	 the	 teacher	 or	 modeling	 by	 their	 peers	 (Woolley,	 2011).	 In	 addition,	 as	 Baker	 &d	
Wigfield	(1999)	note	the	social	aspects	of	classroom	have	a	considerable	impact	on	student	
achievement.	
	
3.		WebQuests:	Key	issues	
	
3.1.		The	theoretical	framework	of	WebQuests	
	
The	 principles	 of	 constructivism	 support	 the	 use	 of	 computers	 in	 second	 language	
acquisition.	 Computer	 technology	 provides	 the	 context	 for	 collaboration	 and	 social	
interaction	in	which,	as	Simina	&	Hamel	state	(2005),	learners	will	construct	the	knowledge	
of	 the	 target	 language	on	 their	own	by	being	engaged	 in	meaningful	activities.	Knowledge	
construction,	as	Vrasidas	&	McIsaac	(2001)	assert,	results	when	learners	interact	with	their	
peers,	cooperate	and	negotiate	meaning.	Consistent	with	that	direction	is	the	sociocultural	
approach	 Vygotsky	 takes	 to	 cognitive	 development	 (Simina	 &	 Hamel,2005).	 Within	 this	
framework	learning	is	an	active	process	which	is	based	on	the	learners’	prior	knowledge	and	
experiences	(Simina	&	Hamel,	2005).	From	this	aspect,	the	use	of	WebQuests	appears	to	be	
a	 good	 practice	 in	 second	 language	 acquisition	 through	 a	 socio-constructivist	 perspective.	
First,	 tasks	 are	 contextualized	 and	 authentic	 focusing	 on	 learning	 that	 is	 relevant	 for	
students	 (Luzon-Marco,	 2010,	 Schweizer	&	 Kossow,	 2007;	 Ikpeze	&	 Boyd,	 2007).	 Learners	
will	 use	 their	 background	 knowledge	 to	 analyze	 a	 body	 of	 materials,	 to	 evaluate	 their	
relevance	and	to	create	an	artifact.	This	complies	with	the	constructivist	theory	of	 learning	
which	puts	an	emphasis	on	constructing	artifact	meaningful	to	the	learner.	
	
Constructivist	 approaches	 accommodate	 individual	 differences.	 Individuals	 learn	 in	 a	
different	way.	 For	 this	 reason,	 teaching	 practices	 are	 flexible	 and	 serve	 different	 learning	
needs	(Burns	et	al.,	1998).	WebQuests	allow	room	for	differentiated	instruction	in	that	they	
give	learners	the	opportunity	to	make	choices	based	on	their	ability	and	interests	(Schweizer	
&	Kossow,	2007).	For	this	reason,	mixed-ability	groups,	that	are	formed	with	flexibility	and	
work	at	one’s	own	pace,	 fit	 a	WebQuest	environment.	They	can	also	cater	 for	all	 types	of	
learners	 as	 the	 information	 is	 presented	 in	 various	 ways	 (not	 only	 texts	 but	 also	 videos,	
images,	 songs,	 etc.).	 In	 this	 way,	 according	 to	 Gardner	 (1983),	 the	 needs	 and	 different	
learning	 styles	 of	 the	 learners	 are	 accommodated	 and	 their	 intelligences	 develop.	
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Furthermore,	 a	 pleasant	 and	 supportive	 atmosphere	 is	 created	 in	 the	 classroom	 and	 as	
learners	become	motivated,	the	affective	filter	is	lowered	(Krashen,	1982).	
	
3.2.		Why	WebQuests	and	stories?	
	
Children	 enjoy	 listening	 to	 stories	 in	 their	 mother	 tongue	 and	 are	 familiar	 with	 the	
conventions	of	narrative.	Stories	are	motivating	and	help	develop	positive	attitudes	towards	
the	 foreign	 language	 (Ellis	 &	 Brewster,	 1991).	 In	 addition,	 Brewster,	 Ellis,	 &	Girard	 (1992)	
underline	 the	 fact	 that	stories	provide	contexts	 familiar	 to	 the	children.	The	activities	built	
around	stories	are	purposeful	as	they	belong	to	a	child’s	world	and	for	this	reason	they	raise	
the	 learners’	 motivation	 (Bratsoli,	 2002).	 In	 this	 way	 learners	 form	 a	 positive	 attitude	
towards	 language	 learning.	 Thus,	 the	 learning	 environment	 created	 by	 the	 story-based	
framework	is	supportive,	non-threatening	and	enjoyable.	
	
	WebQuests	on	the	one	hand	and	stories	on	the	other	are	a	powerful	combination	which	can	
lead	to	comprehension.	Web	sites	help	children	learn	how	to	search	information,	compare	it	
to	 prior	 knowledge,	 and	 produce	 new	 ideas.	 As	 Allington	 (2001,	 in	 Ikpeze	 &	 Boyd,	 2007)	
states	WebQuests	 also	 help	 students	make	 connections	 between	what	 they	 read	 and	 the	
world	 around.	 This	 promotes	 thoughtful	 literacy	 through	 activities	 that	 trigger	 creative	
thinking	which	next	is	applied	in	comprehending	the	story.	The	activities	and	information	are	
presented	through	videos,	illustrations,	songs	etc	and	as	a	result,	students	can	read,	listen	to	
and	 watch	 to	 achieve	 comprehension.	 This	 goal	 is	 also	 accomplished	 through	 the	
multimodality	 of	 the	web	 pages.	 Therefore,	 as	 information	 is	 presented	 through	 different	
perspectives	 the	 learners	of	 the	 specific	WebQuest	have	 to	 focus	 and	analyze	 a	particular	
aspect	 of	 the	 story	 and	 contribute	 to	 its	 general	 comprehension.	 This	 is	 also	 achieved	
through	peer	collaboration	which	WebQuests	support.	
	
4.		The	research	design	
	
4.1.		The	teaching	context	
	
The	 research	was	 conducted	 in	 a	Greek	 state	 primary	 school	 in	 the	 suburbs	 of	 Heraklion,	
Crete.	The	study	involved	two	classes	(E2	and	E3)	of	fifth	graders,	aged	eleven.	Each	class	is	
comprised	of	 twenty-four	pupils,	 twelve	boys	 and	 twelve	 girls	 and	 it	 is	 a	monolingual	 and	
mono-cultural	 class.	 Based	on	 the	national	 curriculum	 they	have	been	 learning	English	 for	
five	 years.	 The	 total	 amount	 of	 students	 is	 forty-eight	 and	 the	 majority	 of	 them	 attend	
English	 private	 schools.	 The	 population	 for	 this	 study	 consisted	 of	 students	 from	 two	
different	classes	of	the	fifth	grade.	One	class	served	as	the	experimental	group	(referred	to	
as	 the	 EG)	 which	 was	 implicated	 into	 WebQuest	 story	 reading;	 the	 other	 served	 as	 the	
control	group	(referred	to	as	CG)	and	received	the	traditional	study	of	the	story.	The	decision	
on	which	class	would	be	the	EG	and	which	one	the	CG	was	based	on	two	factors.	First	and	
foremost,	 the	 weaker	 class	 would	 be	 the	 EG.	 In	 that	 way,	 the	 differences	 noted	 in	 the	
group’s	performance	would	be	more	striking	thus	depicting	more	clearly	and	accurately	the	
fluctuations	 in	 their	progress.	Accordingly,	 the	 research	would	seem	to	yield	more	 reliable	
results.	 Secondly,	 the	weaker	 group	 had	 dealt	 with	WebQuests	 previously.	 So,	 they	were	
familiar	with	the	WebQuest	component	thus	making	its	application	more	effective.	
	
4.2.		Research	tools	
	
The	case	study	approach	seemed	to	fit	best	this	study	because	as	Bell	(1999)	posits	it	allows	
the	researcher	to	investigate	an	aspect	of	a	problem	in	some	depth	within	a	restricted	time.	
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The	 data	 collected	 for	 this	 research	 emanate	 from	 the	 pre-WebQuest	 questionnaire.	 Its	
purpose	was	to	find	out	about	pupils’	interests,	reading	habits	and	attitudes	towards	English.	
After	 the	 completion	 of	 the	 research,	 the	 teacher	 gave	 a	 post-WebQuest	 and	 a	 second	
questionnaire	 to	 the	 EG	 and	 the	 CG	 respectively.	 The	 goal	 was	 to	 evaluate	 whether	 the	
purpose	of	the	research	was	achieved.	The	questionnaires	consisted	of	three	parts	and	the	
teacher	included	the	same	questions	for	both.	This	was	accomplished	by	keeping	the	same	
wording	 as	 far	 as	 that	 was	 possible	 so	 as	 to	 achieve	 uniformity	 across	 questions.	 More	
specifically,	 Part	 I	 referred	 to	 the	 development	 of	 the	 learners’	 reading	 strategies.	 Part	 II	
introduced	questions	concerning	their	motivation	and	attitudes	towards	English.	Finally,	Part	
III	attempted	to	find	out	the	students’	favourite	mode	of	work.	
	
However,	 the	 researcher	 also	 used	 a	 data	 qualitative	 method	 based	 on	 checklists	 and	
interviews.	
	
A	classroom	observation	checklist	and	interviews	
	
During	the	WQ	project,	the	teacher	observed	the	 learners	while	they	were	working	on	the	
WQ.	The	strengths	of	this	method	are	that	it	gives	the	researcher	the	opportunity	to	study	
actual	 behavior	 as	 it	 occurs	 in	 a	 setting	 (Creswell,	 2012).	Nevertheless,	 students’	 behavior	
may	 change	when	 they	understand	 they	are	being	observed.	 The	 teacher	used	a	 checklist	
focusing	on	reading	strategies,	attitudes	and	motivation.	Interviews	were	used	at	the	end	of	
the	WebQuest	project.	They	were	conducted	in	Greek	to	avoid	misunderstandings	with	the	
students	that	worked	in	groups.	
	
4.3.		Stories,	WebQuests	and	their	implementation	
	
The	 WebQuest	 project	 was	 created	 to	 support	 the	 teaching	 of	 an	 authentic	 story.	 As	
suggested	by	Nunan,	1989	and	Yuk-chun	Lee,	1995,	in	Bratsoli,	2002,	authentic	texts	possess	
a	communicative	quality	as	they	were	produced	for	real-life	purposes.	The	particular	story,	
Why	Mosquitoes	buzz	in	people’s	ears	by	Aardema	Verna,	was	chosen	because	its	repeated	
pattern	 and	 dialogues	 create	 a	 predictable	 context,	 thus	 building	 up	 the	 learners’	
confidence.	 It	 was	 integrated	 into	 the	 curriculum	 in	 terms	 of	 language	 and	 topic	 in	 the	
broader	sense	of	stories	(there	is	a	unit	in	the	course	book	which	deals	with	stories).		
	
The	experimental	group	
	
The	 zunal	 template	 was	 used	 for	 the	 creation	 of	 the	 WebQuest.1	The	 teacher	 based	 the	
selection	of	 the	resources	on	March’s	 (2003)	guidelines	and	tried	to	 incorporate	resources	
that	 are	 media-rich,	 up-to-date	 and	 of	 varied	 perspectives.	 Moreover,	 she	 tried	 to	 find	
children’s	websites	mainly	 to	 fit	 the	 learners’	 language	 level.	 The	WebQuest	 design	was	 a	
long	 term	 one	 and	 was	 completed	 in	 approximately	 five	 weeks	 covering	 fifteen	 teaching	
sessions	 of	 forty	minutes	 each.	 Τhe	 story,	which	 is	 a	west	 African	 folktale,	was	 examined	
from	the	perspective	of	detective	stories.	This	was	due	to	the	fact	that	mystery	stories	came	
first	 in	 the	 students’	 preferences	 according	 to	 the	 needs	 analysis	 questionnaire.	 Τhe	
WebQuest	was	named	Young	Detectives	of	Africa	and	according	to	the	scenario	the	students	
assume	the	role	of	detectives	who	have	taken	on	a	case.	The	main	goal	for	all	the	teams	was	
to	 solve	 a	 death	 and	 find	 the	 culprit	 among	many	 suspects.	 For	 this	 reason,	 the	 students	
were	 assigned	 detective	 names	 which	 they	 chose	 themselves.	 Each	 detective	 team	 had	
different	 responsibilities	 with	 the	 overarching	 goal	 of	 finding	 different	 clues	 which	 would	

																																																													
1	The	WebQuest	is	available	at:	http://www.zunal.com/webquest.php?w=308972	



Oulousidou	/	Research	Papers	in	Language	Teaching	and	Learning	9/1	(2018)	77-95	

	

84	

complement	the	other	team’s	clues.	The	Sherlock	Holmes	team	was	responsible	for	writing	
the	case	report,	that	is	a	summary	of	the	case	(the	story).	The	Hercules	Poirot	team	was	the	
profilers	and	for	this	reason	they	were	responsible	for	delineating	each	suspect’s	profile	so	
as	to	make	their	portrait.	The	Sam	Spade	team	was	the	sketch	artists	being	accountable	for	
sketching	 some	 scenes	 from	 the	 trial	 and	 also	writing	 the	moral	 of	 the	 case.	 In	 the	 same	
vein,	the	students’	worksheets	were	named	case	files.	They	were	designed	in	such	a	way	so	
as	 to	 fit	 the	 role	 that	each	detective	 team	had	and	provide	 in	 that	way	an	additional	help	
towards	the	solution	of	the	case.		
	
In	 the	 Introduction	 the	 scenario	was	 launched;	 students	were	 informed	about	 the	mission	
they	were	about	to	take	on	and	their	roles	as	detectives.	At	the	Process	stage	the	children	
commenced	 their	 quest	 by	 starting	 to	 read	 the	 story	 which	 was	 divided	 in	 three	 parts.	
Reading	was	seen	as	a	process	“…by	which	meanings	are	not	simply	extracted	from	the	text,	
but	mediated	by	the	linguistic	and	schematic	knowledge	which	they	(the	readers)	bring	to	it”	
(Wallace,	1992,	p.62).	For	 this	 reason,	 the	 lessons	were	 taught	 in	postulating	stages	which	
cut	through	the	reading	process,	namely	a	pre-,	a	while-	and	a	post-	reading	stage.		
	
Before	setting	out	to	read	all	the	story	parts,	students	were	given	words	which	they	had	to	
look	 up	 in	 the	 dictionary,	 uploaded	 on	 the	 process	 page.	 The	 use	 of	 a	 dictionary	 allows	
learners	not	only	to	develop	their	vocabulary	but	also	to	‘learning	to	learn’.	As	suggested	in	
Ellis	 (1999,	 in	Nitinou,	2006)	 ‘learning	to	 learn’	 leads	to	 learner	responsibility	and	develops	
an	awareness	of	learning.	It	also	relates	to	the	concept	of	scaffolding,	an	instruction	strategy	
that	promotes	 learning.	Moreover,	 the	words	were	 introduced	with	such	activities	 such	as	
puzzles,	 matching	 pictures	 with	 words,	 tables	 and	 crosswords.	 As	 Carrell	 (1988)	 claims,	
vocabulary	development	and	word	recognition	are	crucial	to	bottom-up	decoding	skills.		
	
In	the	while-reading	stage,	which	was	the	next	step,	the	students	had	to	skim	and	scan	the	
story	 so	 as	 to	 answer	 comprehension	 questions	 and	 to	 fill	 in	 graphic	 organizers.	 The	
comprehension	 questions	 did	 not	 require	 one	 predetermined	 response.	 In	 other	 words,	
these	 questions,	 as	 Vale	 &	 Feunteun	 (1995,	 p.83)	 claim,	 do	 not	 assume	 that	 learners	 are	
“…empty	vessels	who	bring	nothing	of	themselves	to	the	story”.	Instead	they	try	to	stimulate	
a	creative	bond	between	the	learner	and	the	story.	Consequently,	students	create	a	mental	
picture	 of	 what	 they	 are	 reading	 and	 are	 stimulated	 to	 use	 their	 imagination.	 Graphic	
organizers,	 according	 to	 Nuttal	 (1996),	 are	 considered	 ‘transfer	 of	 information	 activities’	
which	require	reorganizing	information	from	different	parts	of	the	text	or	making	inferences.		
Students	 were	 also	 involved	 in	 predicting	 and	 checking	 their	 predictions,	 in	 making	
inferences,	 writing	 summaries	 as	 well	 as	 finding	 out	 cause	 and	 effect	 relationships.	
Recognizing	 cause	 and	 effect	 relationships	 among	 sentences	 is	 important	 and	 familiarizes	
learners	with	the	structure	of	narration	(Nuttal,	1996).	An	additional	useful	strategy,	which	
must	 be	 developed	 in	 the	 learners,	 is	 reading	 reflectively.	 Thus,	 learners	 are	 expected	 to	
recognize	 the	 chronological	 sequence	 of	 events	 by	 completing	 sequence	 diagrams	 while	
they	 are	 reading	 the	 story.	 Nuttal	 (1996)	 suggests	 that	 involving	 learners	 in	 non-linear	
activities	 which	 require	 transfer	 of	 information	 increases	 understanding.	 Furthermore,	
expanding	the	skill	of	making	inferences	helps	learners	make	logical	guesses,	based	on	clues,	
about	 what	 is	 not	 said.	 These	 clues,	 found	 in	 the	 text,	 have	 to	 be	 used	 to	 get	 the	 full	
meaning.	That	is	part	of	the	fun	of	reading	(‘TeacherVision’,	2000).	
	
Games	 are	 an	 integral	 part	 of	 the	 activities.	 They	 can	 promote	 the	 creation	 of	 positive	
attitudes	to	language	learning	and	discovery	of	rules	“…may	be	a	useful	pay-off	of	pleasant	
informal	activities.”	(Rixon,	1991,	p.	35).	They	also	develop	learners’	kinesthetic	intelligence.	
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Finally,	on	completing	the	WQ	project	learners	would	have	acquired	a	global	understanding	
of	the	story	in	terms	of	setting,	characters,	moral,	knowledge	about	folktales	and	the	author.	
Links	 were	 also	 made	 pertaining	 to	 cross-thematic	 learning	 such	 as	 Geography	 and	
Environmental	Studies.	
	
The	control	group	
	
The	same	rationale	concerning	the	story	comprehension	and	activities	was	followed	for	the	
Control	Group	as	well.	The	basic	difference	with	the	EG	was	the	absence	of	technology.	For	
this	reason,	the	website	resources	were	photocopied	by	the	teacher;	they	contained	all	the	
necessary	information	for	the	completion	of	the	tasks	but	were	very	limited.	
	
The	 Control	 Group	 was	 also	 divided	 in	 six	 groups	 of	 four	 but	 their	 mode	 of	 work	 was	
different	as	it	did	not	involve	the	use	of	computers.	The	students	were	asked	to	bring	their	
dictionaries	 and	 work	 on	 the	 same	 activities	 as	 the	 Experimental	 Group.	 The	 teaching	
sessions	of	the	story	were	completed	in	about	six	weeks.		
	
5.		Presentation	of	the	findings	
	
5.1.		The	Questionnaires	–	Quantitative	Data	
	
The	comparison	of	the	two	questionnaires	(post-WebQuest	and	second	questionnaire)	was	
made	using	absolute	frequency.	Comparing	the	answers	of	the	two	groups	in	Item	B,	which	
concerned	students’	 reading	strategies,	we	can	see	that	the	Experimental	Group	benefited	
more	 through	 the	 implementation	 of	 the	 WebQuest	 than	 the	 Control	 Group.	 They	 were	
more	 effective	 in	 predicting,	 locating	 information,	 using	 the	 information	 from	 the	 sites	 in	
order	 to	understand	 the	story	better2	(Charts	1,2,3)	 (see	section	2.2).	Regarding	 the	Greek	
educational	reality,	the	findings	of	this	study	corroborate	with	the	data	concluded	by	other	
researchers.	 Accordingly,	 Gkoritsa	 (2011)	 reported	 that	 her	 students	 became	 able	 to	 use	
web	 sources	 and	 locate	 necessary	 information.	 Accordingly,	 the	 findings	 of	Makrogiorgou	
(2013)	 and	 Voulgaraki	 (2013)	 converged	 on	 the	 effectiveness	 of	 WebQuests	 concerning	
learners’	reading	skills.	
	
	

	
	

Chart	1:	shows	the	effectiveness	of	WQs	concerning	reading	strategies	
	

																																																													
2	The	x-axis	of	the	charts	refers	to	the	following	quantities:	A	great	deal,	much,	somewhat,	little	and	
not	at	all	respectively.	
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Chart	2:	shows	the	effectiveness	of	WQs	concerning	reading	strategies	
	
	
	

	
	

Chart	3:	shows	the	effectiveness	of	WQs	concerning	reading	strategies	
	
	
The	comparison	of	the	questions	in	Item	C,	which	is	concerned	with	motivation	and	attitudes	
towards	 English,	 demonstrated	 that	 the	 WebQuest	 influenced	 the	 affective	 factors	 of	
motivation	and	stress	(Charts	4,	5)3	(see	section	2.2).	A	high	percentage	of	students	(70,9%)	
of	 the	 EG	 disagreed	 that	 they	 were	 bored	 with	 the	 WebQuest	 project	 (Chart	 6).	 The	
percentage	 regarding	 motivation	 is	 considerably	 smaller	 for	 the	 CG	 (58,3%).	 On	 an	
international	 level,	 a	 similar	 survey	 was	 effected	 by	 Koslowsky	 (2006)	 and	 Siko	 (2008).	
Koslowsky	 (2006)	 reported	 that	 students	 responded	 positively	 to	WebQuests;	WebQuests	
also	fostered	productive	peer	interaction	and	motivated	his	students	to	learn.	

																																																													
3	The	x-axis	of	the	charts	(4,	5,	6)	refers	to	the	following	quantities:	strongly	agree,	agree,	undecided,	
disagree,	strongly	disagree.	
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1	 2	 3	 4	 5	

58.3%	

25.0%	

12.5%	

0.0%	
4.2%	

29.2%	

8.3%	

29.2%	

0.0%	

33.3%	

To	use	the	information	from	the	sites	in	order	to	
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Experimental	Group	 Control	Group	



Oulousidou	/	Research	Papers	in	Language	Teaching	and	Learning	9/1	(2018)	77-95	

	

87	

Similarly,	 Siko	 (2008)	 stressed	 that	 students	were	 also	motivated	 by	WebQuests	 but	 they	
were	not	motivated	to	retain	knowledge.		
	
	

	
	

Chart	4:	depicts	the	influence	of	WQs	on	motivation	and	stress	
	
	
	

	
	

Chart	5:	depicts	the	influence	of	WQs	on	motivation	and	stress	
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Chart	6:	depicts	the	influence	of	WQs	on	motivation	and	stress	
	
	
The	 last	part	of	 the	questionnaires	 refers	 to	 team	work.	Both	groups	asserted	 firmly	 their	
preference	 in	working	with	a	partner	(Charts	7,	8)4	(see	section	2.1)	and	share	parts	of	the	
work	 that	 had	 to	 be	 done.	 However,	 the	 percentage	 in	 both	 cases	 is	 higher	 for	 the	 EG.	
Popota	 (2011)	 and	 Theodorou	 (2011),	 whose	 data	 were	 also	 collected	 in	 the	 Greek	
classroom,	 suggested	 that	 WebQuests	 promoted	 not	 only	 their	 learners’	 motivation	 but	
their	cooperation	and	group	work	as	well.	
	
	

	
	

Chart	7:	depicts	students’	preference	concerning	their	mode	of	work	
	
	
	
	

																																																													
4	The	x-axis	of	the	charts	refers	to	the	following	quantities:	a	great	deal,	much,	somewhat,	 little	and	
not	at	all.	
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Chart	8:	depicts	students’	preference	concerning	their	mode	of	work	
	
	
5.2.		Qualitative	data		
	
An	 observation	 sheet	 was	 used	 for	 each	 class.	 During	 these	 observations,	 the	 teacher	
noticed	that	the	EG	showed	great	interest	and	impatience	to	start.	This	was	due	to	the	fact	
that	 they	 liked	 their	 role	 as	 detectives	 particularly	 because	 they	 were	 searching	 for	
information	on	 the	 Internet.	 In	 addition,	 the	 Internet	 exploration	offered	 them	 real	world	
experiences	as	if	they	were	real	detectives.	As	regards	the	affective	factor,	they	were	all	very	
stressed	at	the	beginning	but	gradually	felt	relaxed.	Moreover,	they	were	eager	to	complete	
their	tasks	in	order	to	read	on	and	ascertain	whether	their	predictions	were	right.	They	also	
appeared	 to	be	 able	 to	 locate	data	but	 they	displayed	difficulty	 in	 selecting	 and	analyzing	
information.	They	were	not	so	sure	that	the	information	selected	was	the	appropriate	one.	
As	a	result,	this	affected	the	analysis	and	synthesis	of	the	data.	
	
As	regards	computer	skills,	they	had	no	problems	using	the	mouse	and	the	keyboard.	They	
also	worked	with	their	partners	splitting	the	activities	they	had	to	do	and	then	synthesizing	
information.	However,	some	of	them	complained	about	their	partner	which	did	not	provide	
the	help	they	expected.	Finally,	students	tended	to	use	a	number	of	reading	strategies,	such	
as	skimming	and	scanning	to	find	answers	to	posed	questions.	
	
The	CG,	on	the	other	hand,	 liked	their	role	as	detectives	but	were	not	so	eager	to	start.	At	
the	beginning	of	the	lesson	they	were	disconcerted	but	gradually	got	interested	and	started	
working	on	their	activities.	Each	student	in	the	team	did	a	different	part	of	the	same	activity	
so	as	to	move	faster.	Nevertheless,	there	were	complaints	about	partners	who	were	not	so	
helpful	which	affected	 their	 pace	of	work.	Consequently,	 they	moved	 slower	 than	 the	EG.	
Moreover,	 using	 a	 paperback	 dictionary	 to	 look	 up	 new	words	 was	 also	 time-consuming.	
They	were	disconcerted	as	well	by	the	amount	of	the	Internet	photocopies;	a	fact	which	had	
an	 impact	 on	 the	 affective	 factor.	 However,	 they	 made	 considerable	 effort	 to	 locate	 the	
information	 they	 were	 asked	 to	 using	 a	 number	 of	 reading	 strategies.	 These	 strategies	
included	summarizing	information	and	planning	what	to	do.	
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The	 researcher	 also	 conducted	 interviews	 for	 each	 team	 for	 both	 classes.	 Based	 on	 the	
responses	of	the	EG	they	all	stated	that	they	found	the	WebQuest	difficult.	More	specifically,	
they	 had	 difficulty	 with	 the	 great	 number	 of	 new	 words	 in	 the	 story.	 However,	 as	 they	
commented	 they	 did	 not	 look	 up	 every	 word	 but	 guessed	 the	 meaning	 from	 context.	
Another	difficulty	they	admitted	they	had	was	the	story	itself	which	some	teams	read	two	or	
three	times	 in	order	 to	understand.	Other	 teams	assigned	to	one	of	 their	partners	 to	read	
the	story	aloud	and	the	rest	listened	and	kept	notes.	Some	students	also	disclosed	that	they	
found	the	activities	difficult	and	would	like	easier	tasks.	However,	they	pointed	out	that	the	
project	 helped	 them	 improve	 especially	 in	 their	 reading	 and	writing	 and	 added	 that	 they	
learnt	to	think.	
	
According	 to	 the	 CG,	 the	 teams	 had	 also	 difficulties	 with	 new	 words	 and	 the	 activities	
especially	those	which	involved	comprehension	questions.	The	use	of	dictionary	helped	but	
to	 a	 certain	 degree	 as	 they	 still	 had	 problems	 in	 understanding	 the	 story.	 Some	 teams	
reported	 that	 there	 was	 some	 improvement	 in	 reading	 and	 writing	 but	 other	 teams	
commented	 that	 they	 did	 not	 improve	 in	 any	 of	 the	 skills.	 They	 all	 agreed	 that	 making	
predictions	was	also	difficult	 for	 them.	However,	 they	admitted	 that	 they	 cooperated	well	
with	their	team	and	each	member	had	a	different	work	to	do.	
	
5.3.		Evaluation	of	the	findings	
	
The	first	and	second	research	questions	inquired	which	reading	strategies	can	be	identified	
with	 the	 use	 of	 the	 WebQuest	 and	 to	 what	 extent	 these	 are	 applied	 in	 contrast	 to	 a	
conventional	 reading	 environment.	 Since	 these	 two	 questions	 are	 intertwined,	 they	 are	
going	 to	 be	 discussed	 together.	 There	 is	 arithmetical	 support	 which	 signifies	 the	
identification	of	‘global’	reading	strategies	such	as	making	inferences,	guessing	the	meaning	
of	new	words	from	context,	skimming,	scanning.	The	findings	indicate	that	students	showed	
progress	 in	 reading	 strategy	use	as	a	 result	of	 the	 learning	context	using	 the	 Internet	as	a	
resource.	There	is	also	evidence	from	the	interviews	that	the	students	read	and	reread	the	
texts	 in	 order	 to	 understand.	 In	 parallel,	 they	 used	 the	 Internet	 links	 to	 locate	 the	
information	needed	to	understand	the	story	better.		
	
In	 contrast,	 the	 CG	 worked	 with	 photocopies	 of	 Internet	 sources	 which	 were	 limited	 in	
number	and	for	this	reason	were	deprived	of	variety.	Therefore,	the	CG	were	not	provided	
with	varying	perspectives	of	resources	and	thus	multiple	representations	of	knowledge	and	
knowledge	construction	were	not	facilitated.	This	affected	the	development	and	application	
of	their	reading	strategies	which	were	not	adequately	developed.	
	
The	 third	 research	 question	 examined	 the	 effects	 of	 WebQuests	 on	 young	 learners’	
motivation	 towards	 reading	 in	English	as	opposed	 to	 the	effects	of	a	 conventional	 reading	
environment.	There	 is	arithmetical	evidence	regarding	the	EG	which	supports	 the	fact	 that	
learners’	motivation	has	been	increased	and	their	stress	has	been	lowered.	In	addition,	their	
attitudes	 towards	 reading	 have	 been	 improved.	 It	 must	 be	 pointed	 out	 that	 a	 strong	
incentive	for	the	promotion	of	motivation	was	the	scenario	which	put	the	story	in	context.	A	
situation	 was	 created	 via	 the	 WebQuest	 in	 which	 the	 completion	 of	 the	 tasks	 was	
meaningful	 to	 the	 learners	 placing	 their	 learning	 in	 an	 authentic	 environment	 which	 was	
designed	 to	 simulate	 real-life	 complexities	 and	 situations.	 As	 Nuttal	 (1996,	 p.	 156)	 states	
“motivation	to	read	is	stronger	if	there	are	mysteries	to	solve	and	clues	to	look	for”.	The	fact	
that	they	had	a	mystery	to	solve	provided	a	purpose	for	reading,	fueled	their	search	into	the	
sites	and	was	a	stimulus	that	moved	them	forward.	Students	were	fully	involved.	This	can	be	
seen	by	the	fact	that	they	persistently	tried	to	find	the	culprit,	made	predictions	and	asked	
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the	 teacher	whether	 their	 guesses	were	 correct.	 All	 the	 above	 can	 be	 ascertained	 by	 the	
results	 regarding	 the	 CG	 on	motivation	 and	 attitudes	 towards	 reading	which	were	 not	 as	
encouraging.	
	
Motivation	was	 also	 associated	with	 the	 input	 the	 students	 received	 from	 the	web	 pages	
including	photos	which	supported	their	learning.	Consequently,	students’	relevant	schemata	
were	activated	which	helped	 them	gain	additional	 insight	 into	 the	story	and	 reduced	 their	
stress.	Moreover,	a	very	important	factor	which	triggered	the	motivation	of	both	groups	was	
peer	collaboration.	Group	work	lightened	students’	workload	and	reduced	their	stress.	The	
discussion	 among	 separate	 teams	was	 promoted	 and	 students	 participated	more	 actively.	
An	 additional	 factor	 which	 must	 be	 mentioned	 was	 the	 use	 of	 technology	 tools	 which	
contributed	to	the	students’	favourable	behaviour.	
	
To	conclude,	one	of	the	possible	reasons	for	the	positive	results	which	emanate	from	the	EG	
lie	in	the	links	given	to	the	students,	the	videos,	sounds	and	pictures	of	the	WebQuest	which	
guided	them	in	their	search	reflecting	Vygotsky’s	scaffolding.	All	these	multisensory	sources	
combined	with	web-based	 texts	 encouraged	 learners	 to	navigate	 their	 own	paths	 through	
the	information	they	were	seeking	and	to	focus	on	meaning	rather	than	decoding.	Thereby,	
they	developed	a	new	type	of	 inferential	 reasoning	which	helped	 them	to	decide	whether	
the	information	would	enhance	or	obstruct	their	search	for	meaning.	
	
6.		Limitations	of	the	study	and	suggestions	for	further	research	
	
To	begin	with,	the	project	might	have	evolved	better	if	the	composition	of	students’	teams	
and	the	main	characters	of	the	story	were	different.	One	suggestion	is	that	boys	could	have	
worked	with	 girls.	 By	 having	 different	 innate	 characteristics,	 boys	 and	 girls	 could	 observe	
things	from	different	perspectives.	Therefore,	 they	could	offer	diverse	 insights	to	the	story	
approach.	With	 respect	 to	 the	 characters,	 real	 people	 could	 be	 implicated	 in	 the	mystery	
instead	of	animals.	In	such	a	case	it	would	be	interesting	to	involve	secondary	or	university	
students.	
	
Based	on	 the	students’	 comments	 the	activities	 could	be	more	game-like	and	diverse.	The	
students	 were	 more	 interested	 in	 completing	 crosswords	 than	 answering	 comprehension	
questions	whose	frequent	appearance	at	some	point	tired	them.	Moreover,	a	suggestion	for	
further	 student	 motivation	 would	 be	 activities	 that	 are	 completed	 with	 the	 help	 of	 the	
computer.	
	
Although	 the	 present	 study	 has	 provided	 positive	 results	 about	WebQuests	 and	 stories,	 it	
constitutes	only	a	preliminary	research	effort.	For	this	reason,	more	elaborate	investigation	
is	 required	 into	 the	 approach	 of	 second	 language	 acquisition	 through	 the	 ideal	 socio-
constructivist	environments	that	WebQuests	offer.		
	
First	 it	 would	 be	worth	 having	 two	 classes	 deal	with	WebQuests	which	would	 focus	 on	 a	
story	 or	 a	 literature	 book	 from	 a	 different	 perspective.	 In	 particular,	 Class	 A	 could	 be	
involved	 in	 the	exploitation	of	 the	story,	 that	 is,	 its	characters,	plot,	content.	Class	B	could	
exploit	the	main	focal	point	of	the	story	and	then	could	create	a	presentation	prompted	by	
the	book.	
	
It	would	 also	 be	 interesting	 for	 students	 to	 read	 different	 stories	with	 the	 same	 thematic	
focus.	For	example,	in	a	study	about	being	small	and	helping	the	strong	ones	the	African	tale	
from	the	savannah	folklore	“The	Caterpillar	and	the	Hare”	and	the	Greek	folktale	“The	Lion	
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and	the	Mouse”	are	thematically	similar.	Children	may	read	these	two	different	stories	but	
participate	in	whole-class	WebQuest	activities.	 In	that	way	the	frustration	students	express	
when	they	are	stuck	in	stagnant	ability	groups	can	be	alleviated	as	well	because	they	share	
their	reading	experience	with	the	whole	class	based	on	the	thematic	focus	of	WebQuests.	
	
7.		Conclusion	
	
The	present	paper	has	attempted	to	examine	how	the	use	of	information	technology	can	be	
integrated	into	the	foreign	language	classroom.	The	study	concerned	two	fifth	grade	classes	
and	the	WebQuest	was	chosen	as	the	most	appropriate	educational	tool	towards	this	goal.	
The	 researcher	had	used	an	experimental	 group	which	 implemented	 the	WebQuest	 and	a	
control	 group	which	 used	WWW	photocopies	with	 the	 same	 topic	 and	 towards	 the	 same	
goal.	For	this	research,	a	 long	term	WebQuest	has	been	designed	taking	into	consideration	
the	 learners’	 cognitive	 operations	 in	 the	 language	 learning	 process.	 A	 social	 constructivist	
approach	 was	 adopted	 for	 both	 groups	 which	 allowed	 students	 to	 construct	 their	 own	
interpretations	of	the	target	language.	
	
The	research	highlighted	the	potential	of	WebQuests	for	promoting	reading	comprehension.	
It	can	be	suggested	that	teachers	choose	a	story	that	the	students	find	compelling	and	then	
build	 authentic	 learning	 tasks	 around	 it	 which	 facilitate	 learners’	 critical	 and	 complex	
thinking	skills.	However,	attention	needs	to	be	paid	to	the	level	of	difficulty	of	the	story	and	
the	tasks	as	well	as	their	appropriateness	for	the	students.	
	
To	conclude,	learners	can	improve	their	literacy	and	cooperative	skills	by	getting	involved	in	
reading	stories	using	WebQuests.	Moreover,	educators	should	be	encouraged	to	use	them	
for	 one	more	 reason	which	 is	 student	 autonomy	as	 the	Web	demands	 a	 learning-to-learn	
approach	 over	 pre-digested	 knowledge	 (March,	 2000).	 Therefore,	 it	 would	 be	 unwise	 to	
keep	 informational	 technology	 out	 of	 classrooms	 and	 not	 equip	 learners	 with	 all	 the	
necessary	skills	they	need	to	survive	in	the	real	world.	
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