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Abstract
Based on the sociocultural theory, literacy is defined as a socioculturally situated dynamic process involving meaningful 

interactions with the written language. This definition serves as the starting point for delineating principles for effective literacy 
instruction. Drama is presented as a powerful tool to enhance literacy development in its initial stages because it is: a social, 
cultural, and symbolic activity; a bridge from oral to written mode of communication; a natural context for exploring children’s 
interests; a medium to focus on meanings and intentions; and a medium to realize multi-modal texts. The role of language in 
both interpsychological (i.e., between people) and intrapsychological (i.e., individual mental processes) planes is examined in 
describing the communicative and cognitive effects of literacy.  

Keywords: Drama; Literacy Instruction; Sociocultural Theo-
ry; Vygotsky 

Introduction
A definition of an area of study largely determines its teach-

ing and learning processes. For example, if literacy were defined to 
be a set of decontextualized and discrete perceptual skills, instruc-
tion would be targeted at mastering these skills via reinforcement 
systems of rote and drill practices without regard to the context 
where these skills are used. On the other hand, if literacy were to 
be viewed as a socially situated dynamic process involving mean-
ingful interactions with the written language [1], approaches that 
emphasize meaningful constructions within social interactions 
would be adopted for instruction.

As sociocultural approaches increase their influence in ed-
ucation [2], the latter definition of literacy is becoming the pre-
dominantly accepted one among researchers and educators [3,4]. 
Accordingly, diverse attempts have been made to develop theo-
retically grounded guidelines in teaching and learning literacy as 
a socioculturally situated dynamic process that forms an integral 
part of human interactions. A fundamental characteristic of view-
ing literacy as a sociocultural phenomenon lies in the recognition 
that cognitive aspects of literacy is always deeply intertwined with 
cultural ones.

The purpose of the present paper is to extend the discussion 
on the possibilities of sociocultural approaches to beginning lit-
eracy instruction in schools. With this general aim, the discussion 
will center on one specific instructional method, namely, drama-
based approach to literacy instruction. The reasons underlying the 
emphasis on drama will be made clear when sociocultural theory is 
explored in depth and linked to literacy in later sections.

Following this introduction will be a brief outline of the so-
ciocultural theory, emphasizing the parts of the theory that have 
most relevance for literacy instruction. The next section will focus 
on the drama-based instructional methods. The penultimate section 
will delve into the interrelationship between drama-based literacy 
instruction and overall cognitive development. This provides one 
more theoretically based evidence supporting the use of drama-
based methods in literacy instruction. As research is a continuous 
process, suggestions for further research into the sociocultural as-
pects of literacy will be offered in the concluding section.

Overview of the Sociocultural Theory
What is referred to as the sociocultural theory mainly origi-

nates in the research and writings of the Soviet and Russian psy-
chologist and pedagogical theorist Lev Vygotsky and his followers 
[5]. Vygotsky’s general theory of human development has found 
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varying expressions by researchers continuing his line of work. 
Some researchers have opted for the terms “Sociohistorical” [6] 
and cultural-historical [7] arguing that these designations more 
closely reflect the ideas contained in Vygotsky’s writings. In this 
context, [8] maintains that researchers [9] who view ontogenetic 
development to be partially determined by culture prefer to use the 
term “Sociocultural”. Representing a more radical side is the view 
that humans have unlimited freedom and are undetermined by the 
symbolic tools their culture offers. This view is represented by re-
searchers [10] who prefer to use the term “Sociohistorical”.

Although Vygotsky did not specifically use the term “So-
ciocultural”, Werstsch and his colleagues [5] view this term to be 
appropriate when referring to the appropriation of the Vygotskian 
approach in the Western human sciences. This line of research 
emphasizes the interrelationship between individual mental pro-
cesses and the sociocultural context in which these mental pro-
cesses develop and operate. The present paper proceeds based on 
this proposition because what is important for the purposes of the 
remaining discussion is the idea that there is a dynamic and com-
plex relationship between human mental functioning and cultural, 
social, and historical context in which this functioning occurs.

In defining the interrelationship between individual mental 
functioning and sociocultural context, Vygotsky conferred prima-
cy to the latter. In other words, he outlined a view of human devel-
opment in which all individual functioning originated and derived 
from the social aspects. This social primacy is well represented in 
his general genetic law of cultural development. This law states 
that “Every function in the child’s cultural development appears 
twice: first, on the social level, and later on the individual level; 
first between people (interpsychological), and then inside the child 
(intrapsychological)” [11]. According to Vygotsky, all processes of 
human cognitive development originated as actual human relation-
ships.

The importance and primacy of actual human relationships 
can be seen throughout Vygotsky’s writings on various aspects of 
learning and development. In speech development, Vygotsky notes 
that speech initially serves communicative functions between two 
or more people and only later become internalized to serve indi-
vidual cognitive functions such as planning and self-regulation 
[12]. What is more noteworthy is the fact that even when inter-
nalized to serve individual mental functions, the communicative 
function of speech is retained and therefore the innermost spheres 
of human consciousness remain dialogic in nature [13-16]. People 
think in ways they communicate with others via dialogue.

The social interactional nature of human development is well 
captured in the Zone of Proximal Development (ZPD), one of the 
most researched and cited aspects of Vygotsky’s work [17]. The 
ZPD is the distance between what an individual can achieve on 
his or her own and the level of functioning that may be evidenced 
when collaborating with a more competent person. What the less 

capable person can achieve with the support of the more capable 
becomes a part of the repertoire of skills that the once less capable 
person can independently use at a later time. This is possible be-
cause the knowledge and strategies that are shared within the zone 
become internalized. It is important to note that both participants, 
the less competent and the more competent, transform in the col-
laborative process. The resulting new system of knowledge and 
skills is one that is co-constructed by both participants operating 
within the zone. In the process, mutual understanding is constantly 
negotiated. 

It is also critical to point out in this context that the zone con-
stantly shifts with the previous end point becoming the beginning 
point for the next phase of development and so forth as develop-
ment proceeds throughout the lifespan [18]. Therefore, the zone is 
a dynamic concept that varies for each individual and within the 
same individual depending on his or her developmental stage.

The ZPD brings to fore another critical feature of human de-
velopment that is emphasized by the sociocultural theory, namely, 
mediation. Mediation is the mechanism that underlies the trans-
formation of those external forms of social interaction to internal-
ized forms of mental functions. More specifically, mediation is the 
mechanism that explains development, which is the internalization 
by an individual those forms and functions that were initially used 
in social interactions. In this context, [11] and [19,20] identified 
three major categories of mediation: mediation through material 
tools; mediation through symbolic systems; and mediation through 
another human being. 

 Humans interacting with one another in a specific socio-
cultural context use and appropriate various tools to enhance the 
interactional process. As Wertsch notes (1981) [21], this is the dis-
tinctive nature of human development espoused by a Vygotskian 
framework. Some examples of material tools used in a formal 
learning context, such as schools, could include textbooks, pencils, 
notebooks, and other technological resources. Symbolic mediators 
or psychological tools used in schools include literacy, numeracy, 
and other representational systems developed by the specific so-
cial, cultural, and historical context, in which schooling is embed-
ded. The most important human mediator in schools is the teacher. 
Although students can facilitate each other’s learning and devel-
opment (see for example [22]), the formal instructional process 
emphasizes the role of the teacher as mediator.

Thus far, current discussion has identified four central themes 
in Vygotsky’s version of sociocultural theory that are interrelated. 
The first is the social origin of human mental functions. Every 
higher psychological process (i.e., developed forms of cognitive 
functioning) originates in actual human relationships. Second, 
these social interactions are based on communicative processes. 
This is why even the innermost sphere of human consciousness 
retains a dialogical nature. Third, the social interaction on the in-
terpsychological plane becomes internalized to serve independent 
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individual mental functioning on the intrapsychological plane. Fi-
nally, the presence of mediators is critical in the move from the 
interpsychological to intrapsycholgical. In a formal instructional 
setting, the most important mediator is the human mediator (i.e., 
the teacher).

Drama as a Tool for Literacy Instruction 
As noted at the beginning, the definition of literacy as a so-

cially situated dynamic process involving meaningful interactions 
with the written language [1] is based on the sociocultural theory 
outlined above. Within this perspective, literacy is a cognitive tool 
that has meaningful communication between people as its main 
purpose. People use literacy to fulfill their communicative purpos-
es on the interpsychological plane, and later the forms and func-
tions of literacy become internalized to fulfill individual cognitive 
processes (e.g., self-regulation, planning, and monitoring). The 
relationship between literacy and cognitive processes will be ex-
amined later when the discussion focuses on the intrapsychologi-
cal plane. For now, the focus is on how to enhance the beginnings 
of literacy development at the interpsychological level in formal 
instructional settings.

Literacy as a Social and Cultural Activity
As many literacy researchers working within the Vygotskian 

paradigm have noted [23,24], literacy is purposeful. That is, lit-
eracy serves to fulfill specific functions in real life. One of the most 
central functions that literacy serves is communication between 
people [25]. Emphasizing the communicative function of literacy, 
[26] define literacy as a social and cultural activity and note that 
drama offers an engaging context within which children use lan-
guage with the purpose of affecting others. 

As with any learning and development process, the devel-
opment of literacy proceeds from the actual social interactions 
among people. People first use literacy to communicate their ideas, 
thoughts, and feelings to others. Drama offers a natural context 
where this social interactional and communicative function of 
speech may be captured. The language contained within drama 
aims to influence the thoughts and actions of the other actors/ac-
tresses as well as the audience. In the words of [27], the words in 
drama are adjusted to the social other.

An additional benefit of the social nature of drama is that 
it usually leads to enjoyable and challenging experiences for the 
children. Whereas traditional classroom literacy activities focus 
on isolated and decontextualized individual encounter with printed 
material, drama-based literacy instruction focuses on children en-
gaging with meaningful printed script and each other for the pur-
pose of fulfilling a narrative account. As mentioned previously, in 
this process, children not only interact with the printed material 
and each other, but also with potential and real audiences. 

Literacy as Symbolic Activity
The importance of psychological tools (i.e., symbolic me-

diators) was already noted in the context of explicating the concept 
of mediation. Among the various psychological tools, Vygotsky 
viewed language to be the most important in mediating human 
cognitive processes. Viewed from a Vygotskian perspective, the 
development of literacy as a psychological tool does not simply 
consist of learning how to read and write. Acquiring the ability to 
interact with written language requires children to become familiar 
with a new system of representation [28].

Because literacy development involves the acquisition of a 
new symbolic or representational system, children need ample op-
portunities that allow them to experiment with various forms of 
representation. Vygotsky viewed symbolic use of objects, actions, 
and words prepared the way for children to learn literacy skills 
based on the use of symbols contained in reading and writing. 
Drama offers these opportunities for children to engage and in-
teract with diverse symbolic representations based on objects, ac-
tions, and words. In enacting dramatic performances, children are 
directly experiencing the representational nature of objects (e.g., 
props), actions (e.g., gestural components of acting), and words 
(e.g., scripts for role-play). These experiences, in turn, pave the 
way for children’s acquisition of less direct symbolic systems such 
as the written language printed on paper.

An important point in using drama-based methods to enhance 
literacy development is to focus on operating with objects and ac-
tions as detached from their usual meanings [29]. As an example, 
[30] note that children should be encouraged to improvise and cre-
ate their own props when they cannot find the exact object needed 
in classroom settings. Vygotsky (1987) [12] also emphasized the 
importance of the ability to detach usual meanings associated with 
objects when acquiring a new symbolic system. Therefore, he 
viewed the ability of children to substitute a stick for a horse to be 
a noteworthy achievement in cognitive development. 

Development from Oral to Written
In explaining the cause of difficulties so many school-aged 

children experience in learning written speech, [12] points to the 
main source as the dual abstracted character of written speech. 
That is, written speech requires an abstraction from the auditory 
aspects of speech (i.e., sound) as well as an abstraction from the in-
terlocutor. Most children that begin their initial literacy instruction 
in schools are not well equipped to deal with this type of complex 
abstractedness.

Vygotsky’s recommendation for dealing with this daunting 
challenge of learning written speech was to build on the existing 
skills of oral speech [11,12]. Vygotsky consistently claimed in his 
writings that the development of new skills and knowledge should 
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be built upon the already developed systems. For example, the pro-
cess of learning a foreign language is enhanced by building on one 
one’s already acquired native language. Similarly, the acquisition 
of scientific concepts, which is accomplished via formal instruc-
tion, is supported by the already existing system of everyday con-
cepts, which are acquired by children’s informal interactions with 
the world. In the process of acquiring new knowledge based on 
the already known, there is a bidirectional influence. More specifi-
cally, as the existing knowledge system supports the learning of 
the new, the newly developing system also enriches the already 
developed system. Already developed system of oral language 
supports the development of literacy skills. In turn, the acquisition 
of literacy skills allows children to become conscious of the nature 
of their oral speech. These processes lead to the development of 
metalinguistic awareness.

Continuing Vygotsky’s line of reasoning, socioculturally ori-
ented literacy researchers [30] offer drama as a useful context to 
continue the language development process from the oral to the 
written. This is because drama allows for the transformation of 
written speech to oral speech and requires that children act out the 
written message rather than relying on verbal descriptions alone. 
Furthermore, by providing sound, actual interlocutors, and visible 
audience, the context of language use becomes less abstract, fuller 
and more saturated with meaning. In relation to the purposeful-
ness of literacy, written speech in drama serves the function of 
influencing other actors and to communicate meaningful events to 
the audiences. 

The Dialogical Nature of Human Consciousness
It was previously pointed out in elaborating the sociocultural 

view of human development that even the innermost thought pro-
cesses retain their dialogical character as individual cognitive pro-
cesses originated in real human communicative interactions. This 
is why Vygotsky (1987) [12] consistently uses the term written 
speech when referring to printed material. More specifically, Vy-
gotsky described written speech as “A conversation with a white 
sheet of paper, with an imaginary or conceptualized interlocutor” 
(p. 202). Furthermore, the absence of an immediate interlocutor in 
these speeches with a piece of paper was pointed out as one of the 
main factors causing difficulty for children beginning to acquire 
literacy.

Drama captures the inherent dialogical nature of all human 
psychological development, including speech, whether in written 
or oral forms. The genre of drama and its enactment brings to life 
the abstract nature of dialogues hidden in the written speech. Con-
versations with a piece of paper predicated on a distant interlocu-
tor are transformed into conversations on stage with real people. 
In this transformation process, the motivation for speech becomes 
clearer for children. Children understand a question demands an 
answer and that a need produces a request [12]. This speech mo-
tive, in turn, is a critical factor in literacy development. 

Building on Children’s Interests and Needs
Vygotsky consistently emphasized the importance of ground-

ing instruction in children’s interests and needs. Specifically, with 
regard to literacy instruction, he noted that teaching must be set up 
so that reading and writing satisfy the child’s needs [31]. The desire 
to fulfill adult roles is a characteristic of children beginning to ac-
quire literacy in Western societies, including the US [18]. Because 
children in these societies are usually segregated from the work 
and other aspects of adult life, they strive toward emulating adult 
roles in play and other child-oriented activities. Dramatization of 
written genres of children’s choice provides them with opportuni-
ties to work out the “Scripts” of everyday life, to encounter adult 
skills, roles, beliefs, and values in a meaningful context [32]. 

Engaging in dramatic plays supports children to see that 
language, whether written or spoken, serves important real-life 
functions that are relevant and meaningful to their daily lives. It 
is important in this context to allow children freedom to choose 
their own written materials to dramatize. The content of the written 
work must be meaningful and relevant to the children themselves. 
The genre of choice could already be in the form of a drama, or 
children could work collaboratively with the teacher to transform 
other genres (e.g., short stories or fairy tales) into scripts for dra-
matic performance.

Focusing on Meaning and Intentions
One distinguishing feature of oral face-to-face linguistic 

interaction is the fact that people rely on non-verbal as well as 
verbal elements to communicate their intentions. Intonation, fa-
cial expressions, and gestures are but a few of the paralinguistic 
features that people rely on to communicate and extract meaning 
in actual conversations. It is extremely difficult, if not impossible, 
for these paralinguistic features to find expressions in the written 
medium. As Olson notes (1995) [33], an utterance spoken with an 
ironic tone is represented in writing the same way as the same ut-
terance spoken with a serious tone. Writers devise various literary 
techniques to achieve the same effects of paralinguistic elements 
and readers often engage in reading between the lines. However, 
there is a limitation to what literary methods and reading between 
the lines can achieve in communicating and interpreting the inten-
tions of communicators without recourse to dramatic intonation 
and subtle gestures or expressions.

As Olson (1995) [33] notes, a critical aspect of success-
ful reading lies in understanding what the written script fails to 
represent, as well as in comprehending what the written material 
represents. Vygotsky (1987) [12] considered people’s intentions, 
hidden meanings, and motivation to be the essential elements in 
understanding people’s thoughts and actions. Often what is not 
said communicates a more important meaning than what is direct-
ly communicated in words. This was the reason behind Vygotsky’s 
intense interest in the theater. A skilled actor interprets the same 
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text in various ways [33] and represents those diverse interpreta-
tions on stage via various paralinguistic means.

Grounding literacy instruction in drama and its performance 
allows children to vividly experience and enact the paralinguistic 
features, namely, those indirectly communicated messages that ap-
pear between the lines in the written medium. Children also learn 
there are multiple ways to interpret a text depending on how one 
understands the other’s intentions and hidden meanings. What is 
not communicated directly becomes a specific focus of children’s 
actions within dramatic performances as they experiment with in-
terpreting diverse human intentions and meanings.

Utilizing Multimodal Texts
It was previously noted that acquiring literacy is develop-

ing a new system of symbolic representation. In this context, the 
written speech acquired in a given culture is just one form, among 
many others, of representing meanings via human-created sym-
bols. There is nothing inherent in the printed material that gives it 
meaning. The written material achieves meaning because people 
agree on the rules of the representational system and on how to 
use it to communicate meanings. Therefore, the important issue 
is in understanding the rules that regulate the use of the symbolic 
system.

Following this line of reasoning, literacy researchers [34] 
have identified the use of multimodal texts as the optimal medium 
in supporting children’s understanding that same meanings may be 
realized through different media. This is also related to the notion 
of utilizing paralinguistic means to communicate intentions and 
meanings. Drama offers a context in which children can explore 
the various modes (i.e., written, oral, paralinguistic) that are em-
ployed to communicate same or similar meanings.

The Importance of Adult Mediation
The basic premise of Vygotskian sociocultural theory is that 

human development and learning proceeds via social interaction. 
Furthermore, the social interaction is based on the more capable 
person guiding and supporting the learning of the less competent. 
The support and guidance continues until the novice can accom-
plish on his or her own what was only possible with the help of 
the expert. As Rogoff notes (2003) [18], adults provide support for 
children in various forms (e.g., formal and informal) in many do-
mains of skills and knowledge (e.g., numeracy and literacy) across 
various settings (e.g., home and school). 

The domain of literacy instruction is not an exception to the 
general sociocultural principles underlying human learning. Chil-
dren develop their literacy skills via the support of adults, who are 
more skillful and knowledgeable about using the cultural tool of 
literacy to communicate meanings in human interactions. Karpov 
(2005) [35] notes that the motive to engage in role-play and dra-
matic plays develops only with adult mediation. In other words, 
children do not spontaneously engage in creating drama from oth-

er written materials, nor do they attempt at theatrical performances 
based on already existing dramas. Adult mediation is critical [36] 
in getting children involved in drama-based literacy development.

Drama offers many points at which teachers can enter into 
interactions with children to enhance their literacy development. 
Teachers can help children find appropriate materials to recreate as 
a drama, or find already existing dramas based on children’s needs 
and interests. At the stage of performing the drama, teachers can 
encourage children to create props [30] to enhance their ability to 
use object substitutes [35] detached from their usual meaning (e.g., 
creating a house made of cardboard boxes). Teachers can also en-
courage children to engage in an extended performance of the dra-
ma, stretching over several days. Bodrova and Leong (2007) [30] 
note that this stretch in time frame greatly improves the quality of 
children’s role-playing.

Drama, Literacy, and Beyond 
The effects of grounding literacy instruction in drama and 

dramatic enactments go beyond providing support for children in 
their initial explorations into the written language of their culture. 
Because the language of drama serves as a natural link between 
oral and written speech (i.e., written script for oral enactment), 
children can build metalinguistic awareness by critically reflecting 
on the use of language for communicative purposes. As noted pre-
viously, drama provides a context in which the developing literacy 
skills can build on the already developed oral skills. From crossing 
the bridge that connects oral and written modes, children come to 
reflect on the functional use of language, whether in the written or 
the spoken forms.

In addition to experiencing language at a more conscious 
level, dramatic enactments offer children with opportunities to de-
velop various aspects of cognitive abilities. This is in line with 
the Vygotskian view of literacy, which defines it as a cultural tool 
that mediates individual’s cognitive development [37]. In the pro-
cess of enacting written script in dramatic performances, children 
develop self-regulation, planning skills, cognitive decentering, 
imagination, motivation, attention and memory skills, as well as 
moral values and beliefs [30,36]. 

Self-regulation and voluntary management of behavior are 
developed as children act according to their roles in the drama. 
They learn that they need to control their impulsive behavior if 
the role-playing is to be successful. Planning skills develop when 
children distribute various roles among themselves and arrange for 
stage settings and props. Cognitive decentering is achieved as chil-
dren realize they need to consider others’ perspectives when role-
playing in a drama. Often, children need to consider the subtext 
underlying others’ actions and words and this requires a complex 
cognitive skill in taking the perspective of others. These experi-
ences further promote the development of the ability to feel empa-
thy and share experiences with others as well as reflective thinking 
[36]. 
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Imagination is promoted as the transformation from one 
mode of representation (e.g., from written to oral and from oral 
to gestural communication) to another will entail creativity on the 
part of the transformer. For example, children could play around 
with the settings or put a new twist on the plot to achieve greater 
dramatic effects. At the enactment stage, children can also use 
their imagination to redimensionalize [38] the space, time, events, 
and characters. More specifically, what the children experienced 
as a two-dimensional world captured in printed writing becomes 
a multiple- dimensional world as children use their whole body 
and other objects to recreate the contents of the written material. 
These creative outlets also give children a sense of ownership [10], 
which in turn increases children’s motivation to explore in and en-
gage with the world of imagination.

The development of attention is fostered as children need to 
be constantly monitoring the unfolding of events within dramatic 
performances. Children not only need to be constantly aware of 
their lines, but they must be consistently paying attention to the 
entire flow of drama as their roles and lines are embedded within 
others’ words and actions. In terms of memory skills, there are 
opportunities for their development when children decide to per-
form without relying on the script. In this context, children not 
only have to memorize the words contained in their lines, but also 
when the lines are to be spoken as well as the actions and facial 
expressions that accompany their lines. Finally, the moral values 
and beliefs promoted in the wider cultural world may be commu-
nicated via the characters and events of the drama. By having an 
opportunity to indirectly experience the values and beliefs that 
might differ from the ones they are accustomed to, children can 
begin to appreciate the diversity within a seemingly homogeneous 
sociocultural setting.

The benefits that can be derived from grounding literacy in-
struction in drama are tremendous for many aspects of children’s 
intellectual development. However, the cognitive deficiencies that 
may result from not considering the interrelationships among liter-
acy, drama, and intellectual abilities may merit even greater atten-
tion. As Karpov (2005) [35] notes, children’s motivation to engage 
in role-playing does not develop spontaneously. Adults, especially 
teachers in formal instructional settings need to constantly pro-
vide children with opportunities to integrate language and action 
in a meaningful social context [39]. Furthermore, the quality of 
drama and its enactment will depend on teachers’ mediation [30]. 
Teachers need to intervene to encourage diverse symbolic repre-
sentations and actions. Teachers also must encourage children to 
explore complex themes contained in dramas and to take on mul-
tifaceted roles. Teacher’s role as mediator in pushing children’s 
cognitive development through drama-based literacy instruction 
is in perfect alignment with Vygotkskian sociocultural notion of 
human learning and development. That is, people who are more 
competent (e.g., teachers) with using cultural tools (e.g., literacy) 
support the learning of less competent people (e.g., children) until 
they can independently use the cultural tools on their own.

Conclusions  
The present paper began by identifying literacy as a socio-

culturally situated practice that involves meaningful interactions 
with the written language. This view of literacy is largely based on 
the sociocultural theory originating from the works of Vygotsky 
and his followers. Within this theoretical framework, human de-
velopment and learning is embedded in a dynamic interrelation-
ship between social, cultural, and historical context on the one 
hand, and human mental processes on the other. All specifically 
human mental functioning originates in actual human relation-
ships. In this process, people who are more knowledgeable about 
and skillful in using cultural tools support the novice in acquiring 
these tools. This support continues until the initially less compe-
tent person can use the cultural tools independently to mediate his 
or her individual cognitive processes. 

Literacy is one of the most important cultural tools people 
need to become capable of using in order to more effectively inter-
act with each other as well as with their environment. Functions of 
speech at the interpsychological plane are mainly communicative 
in nature. Communications between two or people serve to indi-
cate their meanings and intentions. When people internalize these 
communicative functions, speech serves to mediate the develop-
ment of intellectual capacities at the intrapsychological level. The 
development of motivation, self-regulation, memory, and attention 
are based on this mechanism.

Vygotskian sociocultural theory also offers guidelines for 
how more competent users of cultural tools may support the learn-
ing of less competent people. With specific regard to literacy in 
formal instructional settings, the theory would suggest that literacy 
should be first and foremost be viewed as a social, cultural, and 
symbolic activity. The meaning of activity in a Vygotskian per-
spective assumes that it is purposeful and directed at a specific 
goal [40]. Literacy as an activity is purposeful in the sense that it 
is used to fulfill meaning-making and communicative functions in 
human interactions [41]. The dialogical nature of human commu-
nication is retained in all modes of speech (i.e., written and oral) as 
well as in the sphere of human consciousness.

The communication of meaning can be realized in various 
modes. The oral mode of communication usually precedes the de-
velopment of the written mode. As building from the already de-
veloped to developing systems is an important principle of learning 
in a sociocultural framework, effective literacy instruction should 
build on the oral skills children have already developed before 
coming to school. This not only follows the natural developmental 
sequence, but also allows children to see literacy as a means to 
communicate meanings based on their interests and needs.

The presence of more competent individuals is an essential 
element in Vygotsky’s theory of development. This applies to the 
area of literacy instruction as the more competent people can me-
diate the literate behaviors of children [42] that are in the process 
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of developing. In this context, the role of teachers cannot be over-
emphasized in engaging children to explore the written medium 
of communication and understanding. Not only will children not 
initiate linguistic interactions spontaneously, but the quality of 
these interactions will be determined by teachers’ participation. 
From organizing the environment and structuring literacy events 
to creating and finding rich multi-modal texts, teachers’ support 
becomes critical in pushing children’s development of literacy and 
cognitive skills.

The scope and presentation of the topic of drama-based lit-
eracy instruction has necessarily been limited, as a comprehensive 
treatment of the issue would have required a book-length format. 
Considering that research into socioculturally based literacy in-
struction is only in its beginning stages and drama-based instruc-
tion is gaining increased attention from various literacy research-
ers [26,30], the potential for further development in this area still 
await to be discovered.

With this potential in mind, this paper will conclude with a 
few guidelines for further research. First, not all written language 
lends itself to drama [43]. Finding already existing children’s dra-
ma and locating genres that are conducive to drama would make 
a great contribution to current literature. Second, the inclusion 
of technology has increased the scope of the meaning of “Multi-
Modal” texts. Both drama and its enactment could benefit from the 
new technological resources. Finally, considering the changing na-
ture of the educational context both within the US and globally, the 
nature of multiple literacies should be explored. This would enrich 
the understandings of both teachers and children that literacy is a 
dynamic socioculturally situated practice that people around the 
world use as cultural tools to carry out meaningful social interac-
tions.  
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