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The	 present	 study	 sought	 to	 examine	 the	 effectiveness	 of	 a	 parallel	 syllabus	 intended	 to	
supplement	 the	EFL	 textbook	of	 the	sixth	grade	of	Greek	state	primary	schools	with	 ready-
made	WebQuests.	 This	 longer-term	 implementation	 of	WebQuests	would	 cover	 the	 gap	 in	
the	 research	 concerning	 more	 longitudinal	 effects	 of	 WebQuests	 on	 developing	 learners’	
multiliteracies	 –	 especially	 computer	 and	 information	 literacies	 –	 and	 their	 underlying	
sociocognitive/social-constructivist	 foundations.	 The	 action	 research	 involved	 twenty-one	
participants,	 sixth-grade	 students,	 and	 employed	 a	 mixed	 methods	 classroom	 research	
combining	 quantitative	 and	 qualitative	 data.	 Valuable	 insights	 were	 gathered	 by	 the	
comparison	of	the	data	of	a	pre-	and	post-	meant	questionnaire	combined	with	the	students’	
answers	 to	 semi-structured	 interviews	 and	 the	 teacher’s	 observation	 log.	 The	 findings	
indicate	 that	 the	aforementioned	 syllabus	 yielded	positive	 results	which	 support	 the	use	of	
WebQuests	in	primary	education	and	satisfied	the	social	constructivist	demands	with	regard	
to	 new	 literacy	 achievement.	 The	 use	 of	 WebQuests	 presented	 students	 with	 ample	
opportunities	 to	 avail	 themselves	 of	 the	 skills	 and	 knowledge	 that	 will	 assist	 them	 in	 the	
future	as	regards	their	critical	ability	to	locate,	evaluate	and	synthesize	the	new	information	
gathered	in	groups.	
	

�	
	
Η	 παρούσα	 μελέτη	 επιδίωξε	 να	 διερευνήσει	 την	 αποτελεσματικότητα	 ενός	 παράλληλου	
πλαισίου	προγράµµατος	σπουδών	που	σκοπό	είχε	να	εμπλουτίσει	 το	βιβλίο	 των	Αγγλικών	
της	 ΄Εκτης	 ∆ηµοτικού	 των	 δημόσιων	 δημοτικών	 σχολείων	 µε	 διαδικτυακά	 διαθέσιµες	
εφαρµογές	Ιστοεξερεύνησης.	Αυτή	η	πιο	μακροχρόνια	εφαρμογή	των	Ιστοεξερευνήσεων	θα	
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κάλυπτε	 το	 κενό	 της	 έρευνας	 που	 αφορά	 στις	 πιο	 μακροπρόθεσμες	 επιπτώσεις	 των	
Ιστοεξερευνήσεων	 στην	 ανάπτυξη	 των	 πολλαπλών	 εγγραματισμών	 –	 ιδιαίτερα	 των	
εγγραμματισμών	 της	 χρήσης	 των	 υπολογιστών	 και	 της	 πληροφορίας	 –	 στους	 μαθητές,	
καθώς	 και	 των	 υποκείμενων	 κοινωνιογνωστικών/κοινωνικών-κονστρουκτιβιστικών	 δομών.	
Η	έρευνα	δράσης	διεξήχθη	σε	είκοσι-έναν	μαθητές	της	έκτης	δημοτικού,	και	χρησιμοποίησε	
έρευνα	μικτών	μεθόδων	μέσα	στην	τάξη	συνδυάζοντας	ποιοτικά	και	ποσοτικά	δεδομένα.	Η	
σύγκριση	των	δεδομένων	από	το	ερωτηματολόγιο	πριν	και	από	το	ερωτηματολόγιο	μετά	την	
εφαρμογή	 των	 Ιστοεξερευνήσεων,	 σε	συνδυασμό	με	 τις	απαντήσεις	 των	μαθητών	σε	ημι-
δομημένες	 συνεντεύξεις	 και	 το	 ημερολόγιο	 παρατηρήσεων	 του	 καθηγητή	 παρείχε	
πολύτιμες	 πληροφορίες.	 Τα	 ευρήματα	 υποδεικνύουν	 ότι	 το	 προαναφερθέν	 παράλληλο	
πλαίσιο	 προγράµµατος	 σπουδών	 απέφερε	 θετικά	 αποτελέσματα	 που	 συνηγορούν	 για	 τη	
χρήση	 των	 Ιστοεξερευνήσεων	 στην	 πρωτοβάθμια	 εκπαίδευση	 και	 ικανοποίησε	 τις	
κοινωνικές	 κονστρουκτιβιστικές	 απαιτήσεις	 αναφορικά	 με	 την	 επίτευξη	 του	 νέου	
εγγραμματισμού.	 Η	 χρήση	 των	 Ιστοεξερευνήσεων	 παρείχε	 στους	 μαθητές	 ευκαιρίες	 να	
επωφεληθούν	από	τις	απαραίτητες	δεξιότητες	και	γνώση,	εφόδια	που	θα	τους	βοηθήσουν	
στο	μέλλον,	αναφορικά	με	την	κριτική	τους	ικανότητα	να	εντοπίζουν,	να	αξιολογούν	και	να	
συνθέτουν	τις	νέες	πληροφορίες	που	συλλέγουν	ομαδικά.	
	
Key	words:	WebQuests,	New	Literacies	
	
	
	
	
1.		Introduction		
	
It	 is	an	 inescapable	 reality	 that	 the	 Internet	has	profoundly	altered	the	classical	notions	of	
literacy	that	existed	so	far,	extending	beyond	the	print-only	world	of	reading	and	writing	to	
new	kinds	of	literacy	often	referred	to	as	multiliteracies	(Mills,	2009)	or	New	Literacies	(Leu	
et	al.,	 2014).	Technology	has	 certainly	 rendered	 information	plentiful	 and	 readily	available	
giving	students	ample	opportunities	to	mine	vast	amounts	of	information.	The	problem	that	
arises,	however,	 is	 that	 there	 is	such	an	overabundance	of	 information	that	 it	necessitates	
sorting	 it,	 assessing	 it	 for	 accuracy,	 and	 especially	 deciding	 which	 is	 really	 useful.	 New	
Literacies	encourage	students	 to	effectively	engage	 in	processes	of	analysis	and	evaluation	
of	the	subject	matter	so	that	some	sort	of	transformation	from	raw	information	into	useable	
and	meaningful	knowledge	ensues.	Retrieval	and	regurgitation	of	information	is	transformed	
into	 an	 active	 process	 which	 makes	 students	 “fully	 engaged	 as	 participants	 rather	 than	
merely	information	recipients”	(Morrison,	2014,	p.3).	
	
Therefore,	 the	 challenge	 is	 for	 teaching	 practices	 and	 school	 curricula	 to	 incorporate	
technology	so	as	to	adapt	to	learners’	rapidly	evolving	needs	in	a	way	that	has	a	significant	
bearing	 on	 their	 lives,	 interests	 and	 aspirant	 futures	 (Sox	 &	 Rubinstein-Ávila,	 2009).	 The	
official	 educational	 policy	 dictated	 by	 the	 DEPPS	 (Pedagogical	 Institute,	 2003),	 the	 cross-
disciplinary	 Greek	 EFL	 curriculum	 for	 primary	 and	 secondary	 education,	 and	 by	 IFLC	
(Pedagogical	 Institute,	 2011),	 the	more	 recent	 revised	 unified	 curriculum	 for	 primary	 and	
secondary	 foreign	 language	 teaching	 in	 state	 schools,	 place	 increased	 significance	 on	 ICT	
enhancement	with	regard	to	new	literacy	achievement	as	an	explicit	recognition	of	the	fact	
that	 since	 our	 world	 is	 increasingly	 digitized,	 children	 are	 entitled	 to	 develop	 the	 skills,	
knowledge	and	understanding	that	promote	their	digital	literacy	so	as	to	address	the	radical	
social	and	economic	transformation	under	way	and	seize	future	opportunities.	
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WebQuests,	 web-based	 activities	 that	 require	 students	 to	 use	 Internet	 inquiry	 not	 for	 a	
random,	unfocused	search,	but	for	the	solution	of	a	real	life	problem	through	collaborative	
contribution	 (Schweizer	 &	 Kossow,	 2007;	 Zheng	 et	 al.,	 2008),	 can	 contribute	 to	 a	 large	
degree	 to	 the	 enhancement	 of	 new	 literacies,	 and	 in	 particular	 students’	 computer	 and	
information	 literacies,	 two	 essential	 components	 of	 new	 literacies	 this	 research	 revolves	
around,	in	addition	to	the	enhancement	of	their	collaborative	skills.	
	
Aiming	 at	 augmenting	 the	 literature	 concerning	 the	 effects	 of	 the	 implementation	 of	
WebQuests	 on	 students’	 computer	 and	 information	 literacies	 in	 association	 to	 their	
collaborative	 skills	 with	 empirical	 evidence,	 the	 current	 study	 put	 into	 practice	 the	
theoretical	 proposal	 Papaioannou	 (2011)	 submitted	 in	 order	 to	 verify	 its	 validity.	 The	
syllabus	integration,	apart	from	Papaioannou’s	initial	prospect	of	fostering	writing	skills	and	
collaboration,	 focused	 on	 the	 development	 of	 EFL	 young	 learners’	 new	 literacies,	 as	 skills	
and	strategies	that	students	build	in	order	to	use	digital	sources	and	adapt	to	new	learning	
contexts.	
	
2.		Literature	review	
	
2.1.		Dimensions	of	New	Literacies	
	
Literacy	 has	 been	 traditionally	 associated	 with	 reading	 and	 writing	 print-based	 texts	
(Cameron,	2001).	Nowadays,	 though,	a	reconceptualisation	of	 literacy	to	 literacies	so	as	to	
encompass	new	modes	of	representation	that	are	much	broader	than	those	represented	by	
language	alone,	 is	 required	 in	order	 to	 create	a	working	definition	of	what	 it	means	 to	be	
literate	in	a	global	community.	
	
Defining	 literacy	has	always	been	characterized	by	a	certain	fluidity	and	versatility,	but	the	
pace	 at	 which	 it	 is	 changing	 at	 present	 is	 unprecedented,	 rendering	 it	 a	 moving	 target,	
depending	 on	 societal	 expectations	 for	 literacy	 (Leu,	 et	 al.,	 2013).	 Of	 the	 multitude	 of	
existing	 terms—such	 as	 multiliteracies	 (Cope	 &	 Kalantzis,	 2009)	 or	 multimoded	 literacies	
(Mills,	 2009),	 e-literacy	 (Martin,	 2003),	 electronic	 literacy	 (Shetzer	 &	 Warshauer,	 2000;	
Warshauer,	1999),	on-line	 literacy	(Leu	et	al.,	2014),	 information	 literacy	(Ercegovac,	1998;	
Virkus,	 2011),	 ICT	 literacy	 (International	 ICT	 Literacy	 Panel,	 2002;	 Goodfellow,	 2011),	
computer	literacy	(Eisenberg	&	Johnson,	2002),	21st	century	literacy	(NCREL,	2003)—	digital	
literacy	 (Ba	et	al.,	2002)	 seems	 to	be	 the	predecessor	 term	to	 the	most	predominant	one,	
encompassing	 all	 of	 these	 terms	 as	 an	 umbrella	 term,	 the	 term	 New	 Literacies.	 ‘Digital	
literacy’	is	an	especially	high	profile	literacy	at	present.	Both	definitions	of	digital	literacy	and	
New	 Literacies	 given	 by	 Martin	 (2008)	 and	 Leu	 et	 al.	 (2014)	 respectively	 emphasize	 the	
ability	 to	 search,	 access,	 and	 synthesize	 information	 from	 digital	 tools	 in	 order	 to	 create	
meanings	which	will	be	effectively	communicated	to	others.	While	‘new	literacies’,	though,	
put	 the	 emphasis	 on	 social	 practices	 that	 are	 shaped	 by	 emerging	 technologies	 ‘digital	
literacy’	has	a	broader	 spectrum	embracing	 technical,	 cognitive,	and	 social	perspectives	of	
learning	with	the	aid	of	digital	technologies,	both	online	and	offline	(Ng,	2012).	
	
New	 literacies	 share	 two	 more	 salient	 features:	 they	 are	 multiple,	 multimodal,	 and	
multifaceted.	 Meaning	 is	 represented	 through	 diverse	 modalities	 and	 media.	 In	 stark	
contrast	to	traditional	 texts	which	typically	 include	a	mixture	of	print	and	two-dimensional	
graphics,	 Internet	 texts	 integrate	 a	 wide	 range	 of	 multiple	 media	 formats,	 including	
animated	symbols,	and	audio,	visual,	and	interactive	elements	(Lankshear	&	Knobel,	2006).		
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2.2.		Computer	and	information	literacies	
	
Computer	 literacy	 is	a	branch	of	the	broader	term	of	digital	 literacy	or	extended	electronic	
literacy.	 The	 definition	 of	 computer	 literacy	 has	 come	 a	 long	 way	 since	 the	 advent	 of	
computers,	 initially	 involving	 the	 ability	 to	 use	 floppy	 discs,	 programming	 in	 BASIC	 or	
unzipping	 a	 zipped	 file	 and	uploading	 files	 to	 a	 server	 (Gilster,	 1997).	 Such	 definitions	 are	
obsolete	due	to	rapid	change	and	technology	evolution	(Ba	et	al.,	2002).	Computer	literacy	is	
now	 associated	 with	 the	 technical	 skills	 and	 expertise	 to	 use	 computer	 programmes	 and	
hardware.	The	level	of	familiarity	with	the	hardware	and	software	concepts	and	the	use	of	
the	 Internet	 and	 electronic	 communications	 define	 the	 degree	 of	 a	 person’s	 computer	
literacy.	
	
Being	another	branch	of	digital	literacy,	information	literacy,	as	defined	by	the	North	Central	
Educational	 Laboratory	 (NCREL,	 2003)	 is	 the	 ability	 first	 to	 recognize	when	 information	 is	
needed	and	then	to	locate,	evaluate	and	synthesize	it	effectively	with	the	aid	of	technology,	
communication	 networks	 and	 electronic	 resources.	 Virkus	 (2011)	 quotes	 a	 host	 of	
definitions,	most	of	which	centre	around	 the	aforementioned	stages	of	needs	 recognition,	
source	selection	and	critical	evaluation	of	information	before	the	final	synthesis	and	use.	
	
With	the	perception	of	the	World	Wide	Web	as	an	infinite	source	of	information,	this	literacy	
gains	 tremendous	 urgency	 as	 an	 ongoing	 process	 that	 will	 empower	 students’	 future	
employability;	it	seeks	to	prepare	young	people	to	make	sense	of	the	world	in	order	to	thrive	
socially,	 intellectually	 and	 economically.	 Because	 of	 the	 vast	 quantities	 of	 information	
available	 browsing	 and	 searching	 have	 become	 essential	 skills;	 this	 requires	 increased	
research	skill	 levels.	Furthermore,	evaluating	and	synthesizing	 information	places	a	greater	
burden	on	higher	level	thinking	skills.	
	
2.3.		Sociocognitive	and	social-constructivist	dimensions	of	new	literacies		
	
Apart	from	framing	new	literacies	as	a	process	of	problem	solving	inquiry	necessitating	new	
skills,	 strategies	 and	 dispositions,	 some	 theorists	 regard	 them	 as	 new	 social	 practices	
grounded	on	sociocognitive	and	constructivist	theory.	Constructivism	holds	that	learners	are	
solely	 responsible	 for	 building	 up	 their	 own	 knowledge	 upon	 the	 foundation	 of	 previous	
learning	 (Siemens,	 2004).	 Both	 the	 two	 wider	 strands	 of	 constructivism,	 cognitive—often	
with	reference	to	Piaget’s	theory—and	social	–mostly	associated	with	Vygotsky	—	espouse	
the	notion	that	knowledge	is	actively	constructed	by	learners	within	a	specific	material	and	
social	 context.	Vygotsky’s	 (1978)	 theory	constitutes	a	historical	 strand	of	 the	constructivist	
perspective	 enriched	 by	 the	 social	 dimension	 of	 constructing	 meaning:	 children	 start	 to	
develop	cognitively	when	they	internalize	meaning	provided	by	social	interaction	under	the	
scaffolding	of	a	more	advanced	person	(be	it	a	more	knowledgeable	peer	or	the	teacher).	
	
New	Literacies	are	embodied	in	new	social	practices:	new	digital	technologies	produce	texts	
that	engage	people	 in	social	practices	taking	place	with	and	in	relation	to	others.	Ability	to	
work	with	others	 through	mutual	and	collective	understandings	and	negotiating	 ideas	and	
practices	 are	 of	 paramount	 importance.	 New	 Literacies	 allow	 texts	 to	 be	 jointly	 authored	
and	meanings	challenged,	extended	and	collaborated	(Leu	et	al.	2014).	
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2.4.		WebQuests	
	
WebQuests,	a	Web	1.0	 tool,	have	been	attracting	 teachers’	and	educators’	attention	since	
their	inception	in	1995	by	Bernie	Dodge	and	Tom	March	at	San	Diego	State	University;	ever	
since,	 WebQuests	 have	 become	 an	 effective	 method	 of	 incorporating	 technology	 with	
educational	 concepts.	 The	 four	 core	 elements	 forming	 WebQuests	 according	 to	 March	
(2007),	are	a	scaffolding	structure	that	supports	students’	motivation	and	enhances	critical	
thinking	through	the	integration	of	enriched	learning	resources.	A	WebQuest	differs	from	a	
standard	website	because	it	necessitates	the	learner	actively	engaging	with	the	material	to	
be	 researched	 in	 collaboration	with	 other	 learners,	 a	 vital	 element	 of	 the	 learner-centred	
approach,	according	to	Şen	&	Neufeld	(2006).	
	
The	 role	 of	 scaffolding	 according	 to	 Dodge	 (2001)	 is	 to	 facilitate	 transformative	 learning,	
since	 students	 have	 to	 transform	 information	 and	 expertise	 acquired	 into	 a	 new	 product.	
Thus,	 prior	 knowledge	 is	 activated	 and	 new	 schemata	 are	 constructed	 upon	 pre-existing	
ones.	Retrieval	of	prior	knowledge	and	knowledge	association	undergird	meaningful,	deep	
learning,	 which	 lies	 at	 the	 core	 of	 WebQuests.	 Zheng	 et	 al.	 (2008)	 further	 purport	 that	
knowledge	application	and	effective	use	of	 information	promote	 transfer	of	 knowledge	 to	
new	 learning.	 Mangelson	 and	 Castek	 (2008)	 recommend	 giving	 students	 guidelines,	
structures	 and	 relevant	material;	 the	 predictable	 format	 of	 a	WebQuest	 can	 satisfy	 these	
requirements.		
	
Six	critical	components	comprise	WebQuests:		
	
An	introduction	which	sets	the	stage	and	provides	necessary	background	information,	aiming	
at	attracting	the	students’	attention	(March,	1998);	A	doable	and	 interesting	task	 to	which	
the	students	can	relate	(Strickland,	2005);	A	process	page,	which	describes	step	by	step	how	
the	 learners	will	 accomplish	 the	 task,	 role	descriptions	 (if	any),	and	guidance	on	 individual	
(Halat,	2008).	It	also	includes	the	resources:	(bookmarked	Web	sites,	print	resources,	videos,	
audio	 materials,	 maps,	 etc)	 needed	 to	 complete	 the	 task	 (MacGregor	 &	 Lou,	 2004-5);	
Evaluation:	 a	 rubric	or	a	 checklist	 to	evaluate	 the	 students’	performance	or	 their	products	
(Schweizer	and	Kossow	(2007);	Conclusion:	it	wraps	up	the	quest	and	may	include	reflections	
on	the	lesson,	thoughts	or	extensions	of	the	lesson	(Kelly,	2000).	
	
In	 a	 typical	 WebQuest	 students	 assume	 roles	 that	 prompt	 them	 to	 address	 an	 issue	 in	
multiple	 perspectives	 by	 adopting	 different	 viewpoints.	 WebQuests,	 then,	 accord	 with	
situated	 learning,	 as	 students	 gather	 their	 expertise	 in	 the	 subject	 at	 hand	 through	 the	
context	of	their	roles.	As	Lave	and	Wenger	(1991)	contend,	the	focus	of	situated	learning	is	
the	relationship	between	learning	and	the	social	situation	in	which	it	occurs.	Learning	should	
not	be	viewed	as	simply	the	transmission	of	abstract	and	decontextualised	knowledge	from	
one	individual	to	another,	but	as	a	social	process	whereby	knowledge	is	co-constructed;	such	
learning	is	situated	in	a	specific	context	and	embedded	within	a	particular	social	and	physical	
environment.	 Apparently,	 a	 social-constructivist	 approach	 emerges	 as	 a	 foundation	 of	 the	
WebQuests,	 as	 the	 construction	 of	 knowledge	 presupposes	 social	 interaction	 and	
interdependence	 among	 group	members	 (Arvaniti,	 2014;	 Popota,	 2014).	 As	Osman	 (2014)	
puts	it,	cooperative	learning	builds	a	positive	atmosphere	encouraging	participation,	teaches	
group	processes	and	facilitative	and	not	dominant	roles	in	a	group.		
	
WebQuests	not	only	promote	students’	social	and	cognitive	development	but	they	also	offer	
ample	opportunities	for	expanding	the	development	of	new	literacies.	Coiro	(2003)	believes	
that	WebQuests	constitute	appropriate	activities	to	train	students	into	the	development	of	
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new	 literacies.	 Students	 search	 for,	 locate,	 read	 and	 evaluate	 information	 guided	 by	 a	
particular	 purpose	 (as	 opposed	 to	 simply	 "surfing	 the	 Internet")	 and	 they	 work	
collaboratively	to	construct	a	new	understanding	of	the	information.		
	
3.		The	research	design	
	
3.1.		Aim	and	research	questions	
	
Taking	into	account	the	new	literacies	specifics	 ,	the	characteristics	of	WebQuests,	and	the	
objective	 set	by	Papaioannou	 (2011,	p.77),	 the	writer	of	 the	proposed	parallel	 syllabus,	 to	
supplement	 the	 6th	 grade	 primary	 learners’	 textbook	Αγγλικά	 Στ’	 Δημοτικού	 –	 English	 6th	
grade	 (Εφραιμίδου	 et	 al.,	 2010)	 so	 as	 to	 “foster	 sociocognitive/social	 constructivist	
assumptions	to	literacy	achievement	from	the	perspective	of	e-reading”,	this	research	aimed	
at	answering	the	following	research	questions:		
	

1. To	what	extent	do	WebQuests	promote	students'	computer	skills,	 i.e.	the	technical	
skills	needed	to	use	a	computer?		

	
2. What	is	the	level	of	students'	information	literacy,	i.e.	the	skills	to	effectively	locate,	

evaluate	and	use	online	information,	which	can	be	reached	through	WebQuest	use?	
	

3. To	what	degree	 can	WebQuest	projects	 foster	 social	 constructivist	 assumptions	 to	
literacy	by	contributing	to	the	enhancement	of	students'	collaborative	skills?	

	
3.2.		Participants	
	
The	 present	 research	 addressed	 twenty-one	 (12	 boys	 and	 9	 girls)	 6th	 grade	 students	 of	 a	
state	 primary	 school	 in	 Trilofos,	 on	 the	 outskirts	 of	 Thessaloniki.	 Students	 had	 different	
learning	 styles	 and	 ethnic	 backgrounds	 and	 their	 proficiency	 level	 spanned	 between	 real	
beginners	and	elementary	A2	level,	according	to	the	specifications	of	the	Common	European	
Framework	of	Reference	(Council	of	Europe,	2002).	
	
3.3.		Research	method	
	
For	the	current	study	a	mixed	methods	classroom	research	was	employed.	It	was	an	‘action	
research’,	 teacher-initiated	 research	with	 a	 view	 to	 improving	 the	 quality	 of	 learning	 in	 a	
specific	 classroom	 after	 critical	 examination	 of	 the	 specific	 teaching	 situation.	 Action	
research	 encourages	 teachers	 to	 examine	 the	 dynamics	 of	 their	 class,	 critically	 evaluate	
actions	and	interactions	among	their	students	and	either	confirm	or	discard	existing	ideas	or	
practices	 (Bassey,	 1998;	 Grabe	 &	 Stoller;	 2011;	 Mills,	 2011;	 Richards,	 2003).	 The	 mixed	
method	employed	in	the	current	action	research	combined	both	quantitative	and	qualitative	
data.	 The	mixed	method	 inquiry,	 as	put	by	Dörnyei	 (2007,	p.	 62),	 is	 a	way	of	 “legitimizing	
findings”	and	permits	the	researcher	to	engage	in	triangulation.	According	to	Mertler	(2012,	
p.12)	 triangulation	 is	 “a	 process	 of	 relating	multiple	 sources	 of	 data	 in	 order	 to	 establish	
their	 trustworthiness	or	verification	of	 the	consistency	of	 the	 facts	while	 trying	 to	account	
for	their	inherent	biases”.	
	
Initially,	a	pre-	treatment	questionnaire	was	administered	to	students	and	a	post-treatment	
questionnaire	after	the	implementation	of	the	whole	WebQuest	syllabus.	Questionnaires	are	
among	the	most	widely	used	research	 techniques	 (Blaxter	et	al.,	2002;	Cohen	et	al.,	2007;	
Dörnyei,	2003)	since	they	are	easy	to	construct	and	allow	for	a	very	rapid	collection	of	a	big	
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amount	of	information.	The	post-treatment	questionnaire	had	similar	layout	and	wording	to	
the	 pre-questionnaire:	 this	 would	 facilitate	 the	 comparison	 of	 the	 results	 and	 the	
measurement	 of	 students’	 difference	 in	 the	 areas	 concerned	 as	 the	 data	 of	 the	 two	
questionnaires	would	be	compared	and	analyzed.		
	
For	 this	 research	 semi-structured,	 in	 terms	 of	 degree	 of	 formality,	 interviews	 were	 also	
conducted	 upon	 completion	 of	 each	WebQuest	 with	 open-ended	 questions	 exploring	 the	
participants’	 thoughts	 and	 feelings	 over	 the	 process	 and	 the	 products,	 and	 the	 degree	 to	
which	 they	 achieved	 cooperation.	 Interviews	 followed	 by	 proper	 reflection	 enable	 the	
researcher	 to	 further	explore	 the	 issue	 involved	as	 they	can	provide	 rich	and	spontaneous	
data	(Brown,	2001;	Richards,	2003).	
	
Additionally,	 the	 teacher	 observed	 students	 throughout	 the	 WebQuest	 projects	 with	 the	
help	 of	 an	 observation	 checklist	 regarding	 students’	 new	 literacies,	 reading	 habits,	 and	
collaboration	 among	 different	 groups.	 Observation	 as	 a	 research	 process	 offers	 multiple	
benefits	 to	 the	 researcher,	 according	 to	 Cohen	 et	 al.	 (2007):	 it	 allows	 the	 investigator	 to	
gather	 data	 at	 first	 hand	 and	 in	 situ,	 providing	 the	 opportunity	 for	 authentic	 and	 not	
mediated	data.	Moreover,	brief	and	factual	chronological	entries	of	each	session	in	the	form	
of	a	 recording	 log,	as	described	by	Taylor-Powell	 and	Steele	 (1996),	were	also	kept	by	 the	
teacher,	 containing	 any	 observations,	 thoughts,	 and	 feelings	 relevant	 to	 the	 original	
hypothesis.	
	
3.4.		The	research	procedure	
	
In	 the	Greek	educational	 realm	Photodentro	 LOR	 (Learning	Object	Repository)	 for	primary	
and	secondary	education	as	of	2011	hosts	reusable,	open	educational	resources	(Megalou	&	
Kaklamanis,	 2014);	 English	 quests,	 falling	 according	 to	 Mitsikopoulou	 (2014)	 in	 the	
exploratory	 educational	 material	 category,	 follow	 the	 constituent	 parts	 and	 educational	
approaches	 and	objectives	 of	WebQuests;	 they	 are,	 though,	 age	 specific	 and	 can	 apply	 to	
any	of	the	English	textbooks	in	the	primary	(or	secondary)	education.	
	
The	rationale	pervading	the	selection	of	the	WebQuests	in	the	proposed	syllabus	was	to	link	
and	 enrich	 the	 topics	 explored	 in	 the	 6th	 grade	 textbook	 while	 simultaneously	 enhance	
students’	new	literacies.	The	proposed	syllabus	consists	of	six	main	WebQuest	projects	and	
an	 alternative	 one,	 which	 roughly	 follow	 after	 the	 completion	 of	 two	 textbook	 units	 (see	
Appendix).	 The	 first	 three	WebQuests	were	 completed	over	 a	period	which	 spanned	 from	
late	October	until	the	Easter	break	in	late	April.	
	
3.4.1.		The	planning	stage:	preparation	and	scaffolding	
	
A	 lot	 of	 planning	 and	 preparation	 had	 to	 be	 carried	 out	 by	 the	 teacher	 before	 the	
implementation	of	the	WebQuest	syllabus.	Before	embarking	on	the	preparation	phase	the	
teacher,	 as	 Şen	 and	 Neufeld	 (2006)	 illustrate,	 had	 to	 familiarize	 herself	 fully	 with	 the	
proposed	 WebQuests	 and	 prepare	 her	 material	 which	 would	 provide	 the	 necessary	
scaffolding.	 Since	 WebQuests	 require	 learners	 to	 work	 cooperatively	 in	 mutual	 co-
construction	 efforts	 through	 project	 based	 instruction	 (ChanLin,	 2008)	 enough	 scaffolding	
was	provided	 for	 the	collaborative	group	work	that	would	ensue	within	 the	context	of	 the	
WebQuests.	 Şen	 and	 Neufeld	 (2006)	 pinpoint	 the	 indisputable	 and	 increasing	 need	 to	 be	
able	 to	 work	 effectively	 in	 a	 team	 in	 today’s	 workplace;	 hence,	 the	 importance	 of	
maintaining	cooperation	among	students.	
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It	was	decided	that	the	first	WebQuest	would	be	presented	in	the	classroom	with	the	aid	of	
a	 laptop	 and	 a	 projector.	 This	 social	 shared	 experience	 would	 contribute	 significantly	
towards	 the	 lowering	 of	 students’	 affective	 filter,	 as,	 according	 to	 Krashen	 (1984),	 low	
anxiety	 settings	are	conducive	 to	 learning	and	boost	 students’	motivation.	MacGregor	and	
Lou	 (2004-5,	 p.165)	 pinpoint	 that	 “providing	 students	 with	 explicit	 procedures	 facilitates	
WebQuest	 activities	 and	 supports	 the	 acquisition	 of	 knowledge”;	 therefore,	 before	 the	
application	of	 each	WebQuest	 the	 ‘introduction’	 and	 the	 ‘task’	 pages	were	presented	and	
the	 ‘process’	 page	 clarified	 so	 that	 all	 students	would	 acquire	 a	 clear	picture	of	what	was	
required	of	them.		
	
The	teacher	activated	the	students’	background	knowledge	connecting	each	WebQuest	with	
the	curriculum,	as	Schweizer	and	Kossow	(2007)	propose.	Considering	how	the	tasks	support	
the	syllabus,	some	of	the	WebQuests’	tasks	had	to	be	slightly	adapted	so	as	to	cater	for	the	
differences	in	students’	ability	to	comprehend	the	given	tasks	and	reflect	on	them	or	had	to	
be	enriched	with	reliable	links	so	as	not	to	let	students	wander	aimlessly	and	avoid	the	pitfall	
of	distractibility,	taking	heed	of	Halat’s	(2008)	recommendations.		
	
3.4.2.		The	implementation	
	
During	the	implementation	stage	as	Şen	and	Neufeld	(2006)	recommend,	the	teacher	acted	
as	 a	 facilitator,	 shifting	 the	 responsibility	 of	 learning	within	 the	WebQuest	 projects	 to	 the	
students.	Towards	this	end,	the	evaluation	rubrics	of	the	WebQuests	were	presented	so	that	
learners	would	glean	an	idea	of	what	was	expected	of	them	and	form	a	rough	framework	for	
their	work	in	their	minds.		
	
Taking	notes	in	flow	charts,	grids	and	diagrams	was	a	prerequisite	in	all	WebQuest	projects;	
these	 would	 act	 as	 “ideational	 frameworks”,	 models	 the	 mind	 uses	 to	 organize	 ideas	 in	
information	sets,	and	 their	 consistent	exploitation	would	yield	 learning	benefits,	according	
to	Burgess’s	(1994)	schema	theory.	
	
During	each	WebQuest’s	implementation	phase,	the	students	analyzed	and	synthesized	the	
information	they	obtained	from	the	web	to	complete	the	worksheets,	and	finally	worked	as	
a	team	on	their	final	product.	This	procedure	helped	them	solve	authentic	problems	and	be	
creative	 in	 the	 production	 of	 their	 output	 and,	 on	 a	 second	 level,	 gave	 them	 ample	
opportunities	 to	 collaborate	 and	 practice	 their	 speaking	 skills,	 either	 amongst	 them	 or	
towards	their	audience.	Throughout	the	process,	the	teacher	and	the	more	knowledgeable	
students	scaffolded	the	weaker	ones	not	only	linguistically	but	in	technical	issues	as	well.	In	
scheduled	 in-class	 intervals	students	were	provided	with	guidelines	 to	use	when	preparing	
presentations	in	general,	PowerPoint	presentations	and	reader’s	theatre1,	all	useful	to	them	
to	apply	 in	 their	work	 and	 finally	 create	–	use,	 in	other	words,	 their	 higher-order	 thinking	
skills	(HOTS),	as	Polly	and	Ausband	(2009)	indicate,	to	present	their	final	products	achieved	
through	group	interaction	and	collaboration.		
	
3.4.3.		The	evaluation	and	presentation	stage	
	
The	evaluation	stage	of	each	WebQuest	project	followed	the	same	procedure	and	aimed	at	
helping	students	assess	and	reflect	on	their	own	learning:	along	with	the	teacher	evaluation,	
																																																													
1	After	analysing	the	genre	(Reader’s	theatre	is	the	reading	of	a	script,	as	opposed	to	acting	it	out.	The	
actors	do	NOT	memorize	their	lines.	They	only	use	their	voice	to	help	the	audience	understand	the	
story	instead	of	sets	and	costumes)	advice	was	given	to	students	on	how	best	to	perform	what	they	
had	produced		as	a	result	of	their	collaborative	work	on	the	WebQuest.	
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whose	 criteria	 had	 been	 put	 forth	 clearly	 early	 on	 at	 the	 presentation	 stage	 the	 students	
would	fill	in	the	self-evaluation	list	in	which	they	assessed	their	own	level	of	participation	in	
the	 project	 and	 the	 quality	 of	 their	work,	 a	 stepping	 stone	 towards	 their	 becoming	more	
autonomous	and	responsible	(Schweizer	&	Kossow,	2007).	At	this	point	each	student	would	
also	complete	a	collaboration	assessment	list	for	each	member	of	their	team	individually	so	
that	everybody	would	evaluate	the	collaborative	support	of	each	participant	in	their	group.	
	
The	‘Conclusion’	brought	closure	to	the	projects:	what	ensued	was	a	whole-class	discussion,	
in	 which	 the	 learners	 recapitulated	 what	 they	 had	 gained	 though	 the	 process,	 described	
their	 feelings	 -positive	 and	 negative-	 towards	 the	 project	 and,	 finally,	 received	
congratulations	on	 their	work.	Most	of	 the	products	were	geared	 toward	getting	 students	
involved	 into	 practical	 activities	 for	 which	 they	 had	 to	 make	 choices	 that	 reflected	 their	
interests,	taking,	thus,	control	of	their	 learning,	as	Ikpeze	and	Boyd	(2007)	indicate.	Finally,	
the	 teams’	 final	 products	 were	 presented	 first	 in	 their	 class	 and	 then	 in	 a	 kind	 of	 a	
presentation	 ‘ceremony’	 at	 the	 end	 of	 the	 year,	 and	 credit	 was	 given	 to	 each	 team,	
according	to	their	effort.		
	
4.		Presentation	and	discussion	of	the	findings	
	
4.1.		Students’	computer	skills	
	
At	 the	beginning	of	 the	year,	 students	 reported	diverse	degrees	of	 familiarity	and	comfort	
with	 computers.	 The	 students	 were	 already	 skilled	 enough	 in	 using	 computers	 either	 at	
home	 or	 at	 school,	 since	 they	 had	 a	 two-hour	 ICT	 lesson	 weekly	 and	 a	 small	 minority	
attended	private	 computer	 lessons.	 These	 computers	 skills,	 cultivated	 in	 their	 ICT	 lessons,	
were	 confined,	 though,	 to	 basic	 knowledge	 of	 functions	 and	 access	 to	 the	 Internet,	 as	
conferring	with	 their	 ICT	 teacher	 also	 revealed.	Moreover,	 they	were	 rather	 familiar	 with	
new	 technologies,	 and	 the	 majority	 of	 them	 used	 computers	 to	 play,	 to	 communicate	
(synchronously	and	asynchronously)	and	to	browse	the	Internet	for	entertainment	(Games,	
YouTube).		
	
With	 reference	 to	 their	 computer	 literacy	 it	must	 be	 noted	 that	 students’	 answers	 to	 the	
pre-treatment	 questionnaire	 revealed	 a	 considerably	 high	 self-confidence	 as	 regards	 their	
ability	 to	 use	 the	 various	 computer	 parts	 (mouse,	 keyboard,	 printer,	 etc),	 to	 use	 search	
engines,	such	as	Google,	to	store	information,	to	successfully	use	Word	documents	with	all	
their	basic	functions.	Almost	half	of	the	students,	though,	were	not	very	familiar	with	Power	
Point	presentations.	After	the	implementation	of	the	WebQuest	syllabus	their	abilities	to	use	
computer	parts,	 search	engines	and	word	documents	 really	 soared,	 as	 can	be	deduced	by	
the	 higher	 percentages	 in	 the	 post-treatment	 questionnaire.	 What	 is	 really	 impressive	 is	
their	greater	familiarization	with	the	Power	Point	presentations,	an	invaluable	tool	for	most	
of	 their	 presentations	 after	 the	 scaffolded	 instruction	 students	 received	 during	 the	
implementation	of	the	parallel	syllabus	(see	Fig.	1,	questions	1,	6,	7,	8,	13).	
	
In	all,	the	data	collected	by	the	quantitative	and	qualitative	research	tools	used	in	this	action	
research	 seem	 to	 corroborate	 the	 supposition	 that	 students’	 computer	 literacy	 was	
promoted.	 As	 discussed	 by	 Luzón	 (2007,	 p.10)	 hyperlinked	 resources	 in	 WebQuests	 can	
“train	 students	 to	 use	 inferential	 reasoning	 skills	 and	 context	 clues	 to	 discern	 which	
information	may	be	found	at	a	hyperlink	on	a	webpage”	helping	them	“determine	whether	
or	 not	 a	 hyperlink	 will	 contribute	 to	 or	 disrupt	 their	 search	 for	 relevant	 information”;	
students	in	this	study	were	also	trained	in	using	their	ability	to	use	inferential	reasoning.	
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Figure	1:	Students’	enhancement	of	computer	and	information	literacies	

	
	
4.2.		Students’	information	literacy		
	
According	to	Kuiper	et	al.	 (2008,	par.	4)	“the	Web's	use	of	hypertext	and	 its	multimodality	
require	specific	 reading	skills	 to	be	able	 to	 find	one's	way,	 in	order	 to	distinguish	between	
potentially	 valuable	 and	 useless	 information	 and	 to	 identify	 the	 meaning	 of	 non-textual	
elements”.	Hypertext	elements	 (highlighted	words,	menus,	 images,	 links,	 videos)	 attracted	
students’	attention	and	disoriented	them	in	the	first	sessions	at	the	computer	lab.	Gradually,	
though,	 students	 became	 accustomed	 to	 the	 varying	 appearance	 of	 the	 hypertext	
environment	 and	moved	 about	 the	 pages	 with	 greater	 ease,	 scanning	 the	 content	 of	 the	
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pages	they	visited,	establishing	their	relevancy	to	their	goal	and	deciding	on	which	page	or	
part	of	page	to	concentrate	on.	As	it	can	be	summoned	from	students’	answers	in	the	post-
treatment	 questionnaire,	 there	 was	 a	 considerable	 rise	 in	 their	 ability	 to	 read	 online	
passages	 and	 focus	 on	 parts	 of	 interest	 therein:	 recognizing	 advertisements	 and	 evading	
them	 or	 using	 Hyperlinks	 without	 straying	 from	 their	 target	 is	 evident	 in	 their	 answers.	
Reading	 authentic	 English	 texts	 on	 line,	 daunting	 though	 it	 may	 have	 appeared	 in	 the	
beginning,	became	the	norm	by	the	end	of	the	WebQuest	applications.	Apart	from	the	first	
disheartening	 reactions,	 students	 got	 used	 to	 dealing	 with	 different	 kinds	 of	 texts	 and	
overcoming	the	difficulties	they	encountered	(see	Fig.	1,	questions	1,	6,	7,	8,	13).	
	
The	 lengthy	 material	 was	 accessed	 with	 great	 apprehension	 at	 the	 beginning	 of	 the	
WebQuest	 syllabus	 implementation,	 a	 feeling	 which	 gradually	 subsided	 through	 the	
teacher’s	support	and	positive	reinforcement	and	students’	gradual	perception	of	what	was	
expected	of	them.	Initially,	students	encountered	some	problems	as	to	fully	understand	the	
purpose	 of	 their	 work—especially	 in	 the	 first	 WebQuest	 and	 sought	 the	 teacher’s	
clarifications.	Collecting	the	necessary	information	either	on	paper	or	a	Word	document	was	
not	 a	 big	 issue	 for	 them	 but	 selecting	 and	 critically	 evaluating	 it	 in	 order	 to	 synthesize	 it	
effectively	 so	 as	 to	 create	 an	 integrated	 output	 presented	 them	 with	 a	 great	 challenge.	
Students	held	group	discussions	and	negotiated	the	relevance	of	information	while	filling	in	
the	worksheets	in	each	WebQuest	and,	eventually,	working	towards	their	final	outcome	(see	
Fig.	1,	questions	2,	4,	5,	9,	10).	
	
What	Milson	(2001)	observed	while	his	project	on	WebQuests	progressed,	that	his	students	
engaged	more	 in	higher	 level	 thinking	processes	of	organizing,	evaluating	and	synthesizing	
information,	 also	 applied	 during	 the	 application	 of	 the	 parallel	WebQuests	 syllabus,	 since	
students	went	to	great	lengths	sifting	the	important	from	unimportant	information	in	order	
to	synthesize	their	material	and	not	to	 just	copy	and	download	the	texts	used	without	any	
effort	 to	 comprehend	 them.	Making	 critical	 choices	 and	 developing	 evaluative	 judgment,	
both	indispensible	to	information	literacy,	are	also	corroborated	by	Ikpeze	and	Boyd’s	(2007)	
and	Popota’s	(2014)	study	findings	on	WebQuests	(see	Fig.	2).	
	

	
Figure	2:	Students’	enhancement	of	information	literacies	
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4.3.		Students’	collaborative	skills		
	
WebQuests	 embrace	 sociocognitive	 and	 social-constructivist	 assumptions	 to	 new	 literacy	
achievement.	Leu	(2002,	p.314)	states	that	“literacy	has	always	been	a	social	phenomenon,	
but	the	new	literacies	contain	more	of	a	social	component	than	traditional	ones”.	Rooted	on	
the	 Vygotskyan	 (1978)	 principle	 that	 construction	 of	 meaning	 is	 embedded	 in	 social	
interaction	 and	 within	 a	 dynamic	 social	 context	 and	 the	 social-constructivism	 strand	 of	
cognitive	 learning	 theories,	 which	 presupposes	 that	 knowledge	 construction	 is	 a	 joint	
venture	 that	 includes	 challenging,	 open-ended	 activities	 in	 realistic,	 meaningful	 contexts	
allowing	students	to	generate	their	own	hypotheses	as	endless	possibilities,	the	WebQuests	
provided	students	with	opportunities	for	social	interaction	and	collaboration.		
	
During	 the	 WebQuest	 syllabus	 the	 students	 actively	 participated	 with	 their	 peers	 in	
authentic	activities	with	the	aim	of	producing	a	tangible,	real-life	outcome.	Not	only	did	they	
gather	 and	 organize	 information	 but	 also	 they	 attained	 a	 certain	 goal	 presented	within	 a	
story	or	a	scenario	which	was	stimulating	to	engage	in.	Students	worked	in	groups	towards	a	
sophisticated	 understanding	 of	 newly	 acquired	 information	 and	 through	 a	 transformative	
process	of	new	knowledge	they	presented	solutions	to	problems	posed,	having	at	the	same	
time	developed	their	critical	skills.	 Initially	there	was	a	lot	of	uncertainty	as	to	the	practical	
aspects	 of	working	 in	 a	 group	but	 gradually	 participants	worked	 cooperatively	 to	 produce	
knowledge	 in	 the	 context	 of	 social	 interaction	 and	 acknowledged	 to	 a	 great	 extent	 that	
cooperation,	especially	within	a	team,	is	the	key	to	accumulating	knowledge	in	a	better	way.	
Students	made	new	connections	that	enriched	their	production	and	their	understanding	of	
how	to	integrate	technology	in	a	constructivist	manner.	
	
In	 the	WebQuest	 activities	 there	 was	 respect	 and	 co-operative	 spirit:	 students	 interacted	
and	 worked	 together	 harmoniously	 accepting	 what	 each	 team	member	 had	 to	 offer	 and	
carefully	 attended	 to	 each	 other’s	 opinions	 and	 arguments.	 Osman	 (2014)	 contends	 that	
through	 cooperative	 learning	 a	 positive	 atmosphere	 emerges	where	 participation	 and	 not	
dominance	is	encouraged.	Such	was	the	case	with	the	parallel	syllabus:	each	group	member	
carried	out	a	specific,	meaningful	task	and	in	cases	of	mistakes	or	difference	in	opinion	they	
did	 not	 try	 to	 impose	 their	 viewpoints	 and	 admitted	 their	mistakes.	 By	 doing	 so	 students	
focused	on	activities	that	addressed	concepts	of	collaboration	and	interdependence	 in	real	
life,	a	stepping	stone	for	becoming	autonomous	and	responsible	in	their	adult	lives.	
	
As	 Kelly	 (2000,	 p.4)	 notes	 “collaborative	 problem-solving	 fits	 in	 nicely	with	 the	WebQuest	
lesson”	and	can	contribute	towards	creating	ways	to	overcome	barriers	and	ultimately	lead	
to	 success.	 Prior	 research	 has	 also	 found	 similar	 findings,	 that	Webquests	 promote	 social	
interaction	as	 the	students	need	to	communicate	 their	 findings	 in	a	 realistic	way	 (Arvaniti,	
2014;	Laborda,	2010;	Popota,	2014;	Zheng	et	al.,	2008).What	is	interesting	to	note	here	was	
the	collaboration	and	help	offered	not	only	among	members	of	the	same	team	but	also	help	
among	members	of	different	teams.	Thus,	there	was	distribution	of	knowledge	throughout	
the	 classroom	 fostering	 the	 social	 dimension	 of	 literacy	 with	 more	 knowledgeable	 and	
“socially	skilled	learners”	(Leu	et	al,	2004,	p.	1598)	helping	weaker	ones	(see	Fig.	3).	
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Figure	3:	Students’	enhancement	of	collaboration	and	co-construction	of	knowledge	

	
	
5.		Teaching	implications		
	
In	the	Greek	reality	research	has	been	carried	out	on	the	effects	the	implementation	of	one	
WebQuest	can	have	on	6th	grade	primary	students’	enhancement	of	new	literacies	(Arvaniti,	
2014;	 Gkoritsa,	 2011;	 Frountza,	 2014;	 Katsoulaki,	 2010;	 Liakou,	 2011;	 Popota,	 2014).	 The	
case	 study	 that	 Manou	 (2012)	 conducted	 was	 also	 based	 on	 the	 implementation	 of	 two	
WebQuests	 with	 the	 aim	 of	 promoting	 a	 more	 strategic	 reading	 behaviour	 in	 6th	 grade	
students.	What	the	current	research	focused	on,	however,	was	the	effectiveness	of	a	parallel	
syllabus	 based	 on	 a	 whole	 series	 of	 carefully	 selected	 readymade	 WebQuests	 for	 the	
enhancement	of	new	 literacy	 skills	of	 students	 in	 the	6th	 grade	of	a	Greek	primary	 school,	
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proposed	 by	 Papaioannou	 (2011).	 This	 longer-term	 implementation	 of	 WebQuests	 will,	
hopefully,	cover	the	gap	in	the	research	concerning	more	longitudinal	effects	of	WebQuests	
on	developing	learners’	multiliteracies—especially	computer	and	information	literacies,	and	
their	underlying	sociocognitive/social-constructivist	foundations.		
	
The	 positive	 results	 yielded	 from	 the	 implementation	 of	 the	 aforementioned	 syllabus	 are	
expected	 to	 compose	 a	 comprehensive	 proposal	 for	 the	 consideration	 of	 the	 Hellenic	
Ministry	 of	 Education,	 Research	 and	 Religious	 Affairs	 which	 in	 cooperation	 with	 scientific	
teams	from	universities,	like	the	Hellenic	Open	University,	will,	hopefully,	fund	programmes	
that	 will	 promote	 the	 use	 of	 technology	 like	 WebQuests	 to	 supplement	 the	 6th	 grade	
textbook	 and	 in	 doing	 so,	 promote	 new	 literacies	 and	 learner	 autonomy.	 Furthermore,	
English	teachers	should	be	equipped	with	the	essential	and	indispensible	knowledge	in	order	
to	 enrich	 their	 ELT	 practices	 with	 the	 use	 of	 technology,	 especially	 the	 Internet	 based	
applications	 of	 WebQuests,	 which	 have	 proven	 a	 great	 asset	 on	 the	 teaching	 arsenal.	
Hopefully,	teachers	will	not	restrict	their	teaching	to	the	printed	books	in	the	future	but	will	
combine	or	 expand	 them	with	 authentic	 Internet	 resources.	 It	 is	 therefore	 suggested	 that	
the	teacher’s	experience	of	the	WebQuest	tool,	and	the	challenges	to	its	 integration	in	the	
blended	learning	classroom,	should	be	investigated	further.	
	
On	 the	whole,	 the	entire	WebQuest	experience	was	extremely	 rewarding.	At	 the	end	of	 it	
students	 reported	that	working	on	the	WebQuest	projects	engaged	their	creativity,	critical	
thinking	 and	 problem-solving	 skills	 and	 enabled	 them	 to	 re-examine	 the	 usefulness	 of	
technology	 in	 the	 English	 classroom.	 The	 results	 of	 this	 action	 research	 indicated	 that	
students	 became	 really	 interested	 in	 learning	 through	 WebQuests	 on	 computers	 and	
enthusiastically	 anticipated	 the	 next	 WebQuest.	 Participants	 were	 very	 active	 during	 the	
tasks	 and	 showed	 a	 genuine	 interest	 in	 learning	 to	 cope	 with	 the	 problems	 posed.	 The	
enhancement	 of	 their	 information	 and	 computer	 literacies	 along	 with	 their	 collaborative	
skills,	which	are	a	prerequisite	for	their	lifelong	learning	outside	class,	were	accomplished	at	
a	 satisfactory	 level.	 What	 Leahy	 and	 Twomey	 (2005)	 ascertained,	 that	 students	 were	
sometimes	challenged	and	frustrated	by	collaboration,	but	perceived	the	ultimate	benefit	of	
developing	 collaborative	 skills	 in	 the	 end,	 also	 applied	 in	 this	 research.	 Moreover,	 the	
fostering	 of	 digital	 literacy	 in	 the	 classroom	 not	 only	 extends	 the	 teaching	 potentials,	 as	
Kontogeorgi	 (2014)	 indicates,	 but	 also	 makes	 the	 subject	 learning	 relevant	 and	 furnishes	
students	with	 the	 skills,	 knowledge	 and	 understanding	 that	will	 help	 them	 thrive	 socially,	
intellectually	and	economically	in	the	future.	
	
Despite	 the	 fact	 that	 this	 research	 yielded	 some	 interesting	 facts	 with	 regard	 to	 the	
promotion	of	new	literacies	through	the	use	of	WebQuests	 it	has	to	be	acknowledged	that	
there	are	certain	limitations:	its	small-scale	size	raises	reservations	as	to	its	applicability	and	
extrapolation	 of	 general	 conclusions	 to	 be	 drawn	 from	 its	 findings.	 A	 class	 of	 twenty-one	
sixth-graders,	 substantial	 though	 it	 may	 be,	 is	 far	 from	 being	 considered	 broad-based.	 A	
larger	 sample	 would	 definitely	 offer	 more	 valid,	 generalized	 results.	 What	 could	 also	 be	
considered	a	limitation	is	the	fact	that	advanced	statistical	analysis	in	order	to	examine	if	the	
results	from	the	pre-	to	post-	questionnaires	were	statistically	significant	was	not	conducted.	
	
Moreover,	access	to	the	computer	lab	was	very	limited,	due	to	the	fact	that	there	were	ICT	
lessons	held	 in	 it,	 and	precarious,	 as	 it	was	 liable	 to	 any	programme	change.	 Last	 but	not	
least	the	time	pressure	was	on	the	downsides.	Any	loss	of	lesson	scheduled	on	the	particular	
day	 the	 computer	 lab	 was	 reserved	 for	 the	 English	 lesson	 would	 result	 in	 delay	 in	 the	
application	 of	 each	 WebQuest.	 According	 to	 Papaioannou’s	 (2011,	 p.82)	 calculations	 the	
parallel	 syllabus	 would	 cover	 approximately	 30	 teaching	 hours	 and	 it	 was	 suggested	 that	
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“certain	WebQuests	 replace	a	number	of	 textbook	tasks”;	 still	a	 lot	had	to	be	 taught	 from	
the	textbook	if	rational	links	with	the	topics	explored	in	it	were	to	be	created,	as	was	the	aim	
of	the	prudent	selection	of	the	WebQuests	at	hand.	A	 lot	of	teaching	time	was	devoted	to	
scaffolding	 and	 teaching	 students	 how	 to	 evaluate	 their	 outcome	 and	 their	 own	 and	
teammates’	 effort.	 Therefore,	 given	 the	 Greek	 reality	 and	 the	 inexperience	 of	 most	 EFL	
teachers	in	incorporating	technology	in	their	lessons,	the	framework	proposed	would	not	be	
feasible	to	 its	 full	extent:	at	 least,	though,	four	out	of	the	six	proposed	WebQuest	projects	
would	be	a	logical	number	to	be	dealt	with	successfully.	
	
6.		Conclusion	
	
This	study	aimed	to	complement	the	current	literature	by	offering	some	empirical	evidence	
related	 to	 a	 number	 of	 issues	 that	 have	 perhaps	 been	 under-represented	 in	 the	 research	
field	 regarding	 the	 implementation	 of	 a	 WebQuest	 syllabus,	 synthesized	 by	 readymade	
WebQuests,	selected	on	the	basis	of	their	effectiveness,	proposed	by	Papaioannou	(2011).	
	
All	 things	 considered,	 the	 WebQuest	 experience	 proved	 to	 be	 extremely	 gratifying	 and	
fulfilling	 for	 both	 parties	 involved,	 teacher	 and	 students	 alike.	 The	 proposed	 syllabus,	
ambitious	though	it	may	be,	will,	hopefully,	constitute	an	alternative	proposal	to	enrich	and	
alter	 current	 teacher-centred	 practices	 into	 more	 collaborative,	 learner-centred	 ones.	
Further	 research	 based	 on	 a	 wider	 sample	 of	 students	 or	 employing	 a	 more	 longitudinal	
course	 of	 research	 and	more	 in-depth	 statistical	 analyses	 could	 provide	 a	more	 thorough	
perception	 for	 the	effectiveness	of	WebQuests	as	 instructional	 tools	which	support	 critical	
engagement	with	technology	and	enhance	students’	new	literacies.	
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APPENDIX	
	

The	parallel	syllabus	supplementing	the	6th	grade	textbook,	a	proposal	by	Papaioannou	
(2011).		
	
Unit	1	Our	multicultural	class	
Unit	2	Going	shopping	
WebQuest	1	Discovering	culture	by	Elise	Bush	
URL:	http://questgarden.com/112/96/7/101103141631/index.htm	
Learners’	 aim:	 Ls	 are	 expected	 to	 create	 an	 artistic	 synthesis	 of	 four	 artefacts,	 which	 are	
representative	of	an	ancient	culture,	to	be	displayed	in	the	respective	wing	of	an	art	gallery	
Unit	3	Imaginary	creatures	
Unit	4	The	history	of	the	aeroplane	
WebQuest	2	Fables,	Legends,	and	Myths:	A	WebQuest	Adventure	by	Kelly	Mumber	
URL:	
http://www.google.gr/url?sa=t&source=web&cd=2&ved=0CCAQFjAB&url=http%3A%2F%2F
www.oncoursesystems.com%2Fdocuments%2F72b70031-e5db-4ded-975c-
ce71053ec2fc%2F451048-
501899%2FdownloadFile.aspx&rct=j&q=myths%20fables%20webquest&ei=M8rcTfGvOdS2h
Ae3_cyeDw&usg=AFQjCNEVbnyQAR0EQsa-
SHEd6IldKX5Uww&sig2=ElPfVakzEMXL36GCCwuwiA	
Learners’	aim:	Ls	are	expected	to	help	a	Fairy	return	to	the	Fairy	Tale	Forest	by	determining	
the	basic	characteristics	of	fables,	legends	and	myths;	they	also	adapt	one	of	the	stories	they	
have	 read	 and	 prepare	 its	 theatrical	 performance	 in	 order	 to	 entertain	 the	 All	 Powerful	
Wizard	and	escape	from	the	Fairy	Tale	Forest.	
Unit	5	Travelling	through	time	
Unit	6	Me,	myself	and	my	future	job	
WebQuest	3	Ancient	Greek	gods	and	goddesses	tour	in	modern	Greece	by	April	Halterman	
URL:	http://questgarden.com/112/96/7/101103141631/index.htm	
Learners’	 aim:	 Ls	 are	 expected	 to	 organise	 a	 tour	 around	 modern	 Greece	 for	 an	 ancient	
Greek	god	or	goddess,	so	as	to	trace	the	development	of	the	Greek	civilisation	from	ancient	
years	through	modern	times.	
Unit	7	Share	your	experiences	
WebQuest	4	The	Ancient	Olympic	Games	by	Joanne	Hirst	
URL:	http://questgarden.com/95/40/6/100131122245/index.htm	
Learners’	 aim:	 Ls	 are	 expected	 to	 explore	 cultural	 and	 historical	 facets	 of	 the	 Ancient	
Olympic	Games	in	order	to	organise	school	games	in	an	Olympia-like	sporting	venue.	
Unit	8	Blow	your	own	trumpet	
WebQuest	 5	 Missing:	 Orchestra	 instruments-Can	 you	 help	 the	 conductor	 find	 the	
instruments	before	rehearsal	starts?	by	Amy	Rains	
URL:	http://questgarden.com/91/07/9/091114130658/index.htm	
Learners’	aim:	Ls	are	expected	to	explore	a	number	of	Web	sites	about	musical	instruments	
and	 their	 four	 orchestral	 families,	 so	 as	 to	 fulfill	 their	 role	 as	 detectives	 and	 help	 the	
conductor	of	the	school	orchestra	put	the	missing	instruments	back	in	their	proper	place	in	
the	music	room	before	rehearsal	starts.	
Unit	9	Earth	Day	everyday	
Unit	10	Time	for	fun	
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WebQuest	6i:	Endangered	animalsby	Judy	Byers	
URL:	http://olc.spsd.sk.ca/de/webquests/animal/teacher.html	
Learners’	 aim:	 Ls	 are	 expected	 to	 behave	 as	 biologists	 and	 zoologists,	 so	 as	 to	 carry	 out	
research	on	an	endangered	animal	of	North	America	and	notify	the	Conservation	Committee	
of	the	problematic	situation.	
	
OR		
	
WebQuest	6ii:	Finding	Nemo:	Uncovering	Ocean	Secrets	by	Bronwen	McAuliffe	
URL:	http://questgarden.com/author/create/preview.php?u=&l=115453-
101129130711&a=&p=introduction&pt=student	
Learners’	aim:	Ls	are	expected	to	 investigate	facts	about	 life	 in	the	ocean	while	going	on	a	
journey	to	find	Nemo,	the	major	hero	of	the	popular	children's	movie,	Finding	Nemo.	
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