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Abstract: The study analyses teachers’ directive utterances recorded during
spontaneous classroom interactions in Czech schools with pupils aged 11-16.
Transcripts from the AKCES 2 corpus were examined using a coding scheme based
on speech act theory. Teachers employed a range of communicative strategies, most
of them direct. Imperatives were the most frequent, alongside performative verbs and
modal constructions. Numerous non-sentential forms, such as adverbs, interjections,
and elliptical expressions, also served directive functions. Teachers varied gramma-
tical features like tense, person, and number to express politeness, reduce imposition,
and achieve communicative efficiency.
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Introduction

The educational policy of the Czech Republic is based on two ma-
jor objectives:

@@@ Bohemistyka, 2026 (2) © The Author(s). Published by: Adam Mickiewicz University in Poznan, Open Access article, distributed
@ under the terms of the CC Attribution-NonCommercial-NoDerivatives 4.0 International licence (BY-NC-ND, https://creative-

commons.org/licenses/by-nc-nd/4.0/)

293

1. To orient education toward the development of competencies es-
sential for active civic, professional, and personal life.

2. To reduce inequalities in access to quality education and to foster
the maximum development of each child’s potential.

Communicative competence is one of the key objectives emphasi-
sed in the Framework Educational Programmes (Rdmcové vzdélavaci
programy), which define expected outcomes across all levels of edu-
cation. Communicative competence does not involve only the know-
ledge of grammar and vocabulary but also includes sociopragmatic
competence.

Sociopragmatic competence refers to the speaker’s ability to inter-
pret and produce language appropriately within the norms, expecta-
tions, and conventions of a given social and cultural context. It invol-
ves an understanding of how social variables such as power, distance,
age, gender, and institutional roles influence language use, especially
in performing speech acts (e.g., requests, refusals, compliments). This
competence enables speakers to select contextually appropriate lingu-
istic strategies that reflect politeness norms, levels of formality, and
interpersonal sensitivity within the target language community.

Research shows that young children acquire pragmatic skills thro-
ugh real-life interaction, by observing others and participating in eve-
ryday communication (Bates, 1976). While teachers and institutional
figures serve as early role models, peer influence and media exposure
become increasingly prominent as children grow older. Nevertheless,
the language strategies used by teachers remain impactful and help
shape pupils’ pragmatic awareness.

Speech acts with directive illocutionary force are among the most
face-threatening acts due to their inherently imposing nature (Brown,
& Levinson, 1978). Even preschool-aged children learn that mo-
difying a request linguistically can improve their chances of achieving
communicative goals. By the end of lower secondary school (age
15/16), pupils are expected to master a range of strategies for mitiga-
ting directive speech according to social and situational context. Ho-
wever, the curriculum itself — particularly in stylistics, literature, and
grammar — offers limited opportunities for practising such skills. In
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contrast, pupils engage daily in interactions with teachers, in which di-
rective utterances are common. If teachers employ a rich variety of
linguistic strategies in these interactions, pupils may internalise them
as part of their mental grammar and lexicon.

The aim of this study is to analyse the linguistic strategies that tea-
chers use in authentic classroom communication in Czech basic
schools. The research questions are as follows:

1. Which linguistic means do teachers employ in their directive utte-
rances addressed to basic school pupils?

2. What levels of directness do teachers use in their directive utteran-
ces addressed to basic school pupils?

To address these questions, the study draws on authentic corpus
data and applies a speech-act-based analytical framework, which will
be described in the following sections.

Previous research

There is a wide range of foreign scientific studies on the topic of
speech acts available to Czech researchers, mostly published in En-
glish. Among the most extensively studied speech acts are requests,
apologies, and compliments. One of the most influential contrastive
studies in this area was conducted within the framework of the Cross-
Cultural Speech Act Realisation Project (CCSARP) (Blum-Kulka,
& Olshtain, 1984; Blum-Kulka et al., 1989). This project analysed the
forms of requests and apologies across several languages, including
Australian English, American English, British English, Canadian
French, Danish, German, Hebrew, and Russian. The researchers also
developed a coding scheme for requests and apologies, largely based
on the earlier work of Edmondson and House (Edmondson, 1981; Ed-
mondson, & House, 1981).

The CCSARP project sparked widespread scholarly interest, lea-
ding to a large number of follow-up studies on speech act realisation.
Researchers have investigated both spontaneous and elicited language
production, and computer-mediated communication has become in-
creasingly popular as a source of data.
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In the Czech Republic, several studies have focused on speech acts
such as requests, apologies, and compliments. For example, requests
have been analysed by Chejnova (2014, 2015a), compliments by
Valkova (2012) and Dvotéakova (2017), and apologies by Chejnova
(2012, 2021). The speech acts of teachers in preschool settings were
examined by Slancova (1999).

Perhaps the most comprehensive research on classroom communi-
cation in the Czech context has been conducted by Sed’ova and her
colleagues. Their studies (Sed’ové etal.,2012,2019) explored various
aspects of classroom interaction, including verbal and non-verbal
communication, types of classroom dialogue, relational dynamics,
teacher questioning strategies, and feedback. These studies are based
on authentic classroom settings and investigate both relational and
cognitive dimensions of communication. However, while the work of
Sed’ova et al. covers a wide range of pedagogical aspects, a detailed
linguistic analysis of speech acts and their interpretation in classroom
discourse remains lacking.

Speech acts in educational settings have also been analysed from
the perspective of pupils’ understanding and interpretation of commu-
nicative functions — specifically, how their preconceptions of speech
act function influence their ability to produce contextually appropriate
utterances. Hajkova et al. (2013) examined how elementary school
pupils formulate utterances with various communicative functions.
The findings showed that pupils were capable of producing questions,
requests, directive and assertive utterances, threats, commands, etc.
A follow-up study (Hajkova et al., 2014) explored whether pupils
could identify the communicative function of utterances in a question-
naire, which proved to be significantly more challenging. However,
after carefully structured training, their performance improved notably.

Finally, the development of directive speech acts in the sponta-
neous production of a Czech-speaking child was analysed by Chej-
nova (2015b), offering valuable insights into early pragmalinguistic
development.
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Data and methodology

The analysis is based on authentic classroom data. The source ma-
terial is the AKCES 2 corpus (see https://akces.ff.cuni.cz), which con-
sists of unreduced transcripts of recorded lessons. These recordings
also served as the foundation for the SCHOLA 2010 corpus, a compo-
nent of the Czech National Corpus.

Transcripts from ten lessons were analysed. The recordings come
from the second stage of basic schools and the lower grades of eight-
year grammar schools, involving pupils aged approximately 11 to 16
years. All data are anonymised (including names of teachers, pupils,
and schools), but selected metadata — such as school type, subject, and
class level — are available within the SCHOLA 2010 documentation.

The analysed material includes lessons taught by various teachers
at different types of schools and across different subjects, which ensu-
res a basic degree of contextual variation. As the corpus consists sole-
ly of transcribed verbal interaction, non-verbal means of behaviour re-
gulation (e.g., gestures, gaze, or intonation) are not included in the
analysis.

The AKCES 2 corpus was selected for its authenticity, the richness
of spontaneous classroom interaction, and its consistent transcription
conventions, which make it especially suitable for pragmatic analysis.
Although the data were collected in 2010, directive speech acts in
school discourse tend to exhibit a high degree of pragmatic stability,
which supports the relevance of these findings for current educational
contexts.

The aim of this study is to analyse teachers’ utterances with direc-
tive illocutionary force, specifically requests for action used to ma-
nage or influence pupils’ behaviour. The analysis focuses on both the
form and function of these directive speech acts.

For the analysis of formal properties, the study draws on the theo-
retical framework of speech act theory (Austin, 1962; Searle, 1970;
Blum-Kulka et al., 1989; for the Czech context: Grepl, & Karlik,
1998). The lexical and grammatical realisation of directive speech
acts was examined in detail. Recurrent formulae and syntactic structu-
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res were quantified, which enables a frequency-based comparison and
identification of dominant patterns.

In addition, all directive speech acts were coded according to their
degree of directness. The coding scheme used for the classification of
directive utterances is presented in Table 1, along with illustrative
examples from the corpus.

The coding scheme was inspired by the framework proposed by
Blum-Kulka et al. (1989), but it has been extended to include additio-
nal categories that were not present in the original model. This was ne-
cessary because the forms of requests for action in Czech classroom
discourse employ a wider range of grammatical structures than those
captured by the original scheme. The use and illocutionary functions

of these forms will be discussed in the following sections.

Table 1. Coding categories for request for action

Most direct

Level of directness Form type Example in Czech | English translation
Imperative Podivejte se Look
Performative Poprosila bych... I would ask to...

Want statement

Chtéla bych, aby...

I would like...

Declarative: present

tense Pokracujeme We continue
Declar ?gr}/see: future Tak pockame So, we will wait
Infinitive Pockat To wait

Conventionally in-
irect

Modal + infinitive

Mizete se posadit

You can sit down

Modal +infinite +
question

Miizete to precist?

Can you read it?

Mg by zajimalo, kdo

I am interested in

Indirect Interest statement najde... who will find. ..
Interjections Pst Shhh
Elliptical structures Adverbs Tise Quiet
Address Name of the pupil

Noun phrase

Dalsi dotazy?

Further questions?
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Results

Table 2 presents the frequencies of different directive strategies
used by teachers across ten observed lessons. I-X represent individual
lessons; the last column shows total frequencies and relative percenta-
ges.

Tab. 2. Number of occurrences of strategies employed

TO- | TO-
I I v v VI VIE VI IX | X | pAT T({/%DL

Imperati- | 46 | 5 | 18 14 15 | 16 | 24 27 20 |36 191 | 417

Performa-
tive 2 2 3 2 1 1 10 9 8 | 4| 42 | 9.2

Want sta-
tement 3 0 2 6 2 3 0 2 3 0| 21 | 46

ltVId(:f Declarati-

reet | Ve s Lo 1 1| 8] 21| 46
present
tense

Declarati-
ve: future | 9 7 2 6 8 8 3 7 0 | 15] 65 | 14,2
tense

Infinitive | 0 0 0 0 2 0 0 0 0[O0 2 0,4

Con | Modal +
ven- | infinitive 2 2 6 5 9 12 3 10 1 [10] 60 |13,1

nal- Modal

ly +infiniti-
:]r}: ve + que- 0 2 4 5 1 2 0 0 0 1 15 | 33

stion

Interest
statement | | 0 0 0 1 0 0 0 010 2 0,4

Interjec-
4 OJnS 3 0 0 1 1 1 2 0 0|2 10 | 2,2

Pli- | Adverbs [ O | 0] 0 | 0 | 1 | 0] o0 | 1 2|1|5 |11

S Address | 0|00 0 0 0 0|1 0 04[5 |11

res

;\Ih(r);lsrle4003821001194’1

41 |19 | 37 | 43 | 54 | 46 | 44 | 57 | 35 |82 | 458 | 100

299

The most frequent form, by a significant margin, was the impera-
tive (191 occurrences, 41.7%), which confirms the prevailing use of
direct and explicit strategies in Czech classroom discourse. Teachers
relied heavily on imperatives to give instructions, regulate behaviour,
and maintain classroom order.

Other direct forms, such as performatives (Poprosila bych...) and
want statements (Chtela bych, aby...), occurred less frequently but still
showed a meaningful presence, accounting for 9.2% and 4.6% of the
data respectively. Interestingly, declarative sentences, both in the pre-
sent (Pokracujeme) and future tense (Tak pockame), also served a di-
rective function and appeared with notable frequency. Especially the
use of future tense declaratives (14.2%) may indicate a strategy of sof-
tening directness by projecting the action into the near future, while
still maintaining control.

Among conventionally indirect strategies, modal constructions
(Miizete se posadit) accounted for 13.1% of all utterances, suggesting
amoderate tendency toward politeness and mitigation. Questions with
modals (Miizete to precist?) were less frequent (3.3%) but notable for
their interrogative surface form masking a directive intent.

Indirect strategies were rare: interest statements formed less than
1% of the corpus. However, a rich set of elliptical and fragmentary
structures was present, especially noun phrases (Dalsi dotazy?), voca-
tives (Petre...), or interjections (Pst!). These forms made up a small
but meaningful portion of the data, showing that spontaneous teacher
speech often relies on contextually anchored, minimalistic directives.

Discussion

The research brings several interesting findings. First, the answers
to the research questions will be presented, followed by a reflection on
some significant aspects of classroom communication that were re-
vealed — concerning both the specifics of educational discourse and
the broader cultural characteristics of Czech society as part of the Sla-
vic cultural space.
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1. Which linguistic means do teachers employ in their directive utte-
rances addressed to basic school pupils?

2. What levels of directness do teachers use in their directive utteran-
ces addressed to basic school pupils?

Teachers predominantly employed direct strategies, especially im-
peratives. However, a wide range of other, less frequent strategies was
also identified. In summary, although various linguistic means were
used to express directives, the highest frequency was recorded for the
most direct and prototypical type — the imperative.

This finding may seem surprising, considering the current empha-
sis on communicative approaches to education, as reflected in the Fra-
mework Educational Programmes (Ramcové vzdélavaci programy).
Moreover, faculties of education in Czechia typically promote more
symmetrical and dialogical communication between teachers and pu-
pils, so one might have expected a greater presence of mitigated or in-
direct strategies.

However, the results may reflect deeper and more stable cultural
patterns, rooted not only in institutional practices but in Czech com-
municative norms and societal structures.

Firstly, Czechia is a country with a relatively high power distance
index. According to Hofstede (2001, p. 98), the power distance index
refers to “the extent to which the less powerful members of institu-
tions and organisations within a country expect and accept that power
is distributed unequally.” As of 2025, the Czech Republic scores 57,
placing it slightly above the global average. In societies with a higher
power distance index, hierarchical and asymmetric structures are
accepted and often expected.

According to Hofstede, power distance influences teaching and
learning processes (Hofstede, 1986). He formulates differences
between low and high power distance cultures in education as follows
(Hofstede, 2001, s. 107):
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Table 3. Educational process in cultures with low and high power distance index

Low PDI High PDI

Teachers treat students as equals. Students are dependent on teachers.

Students treat teachers with respect, even ou-

Students treat teachers as equals. tside class.

Student-centred education. Teacher-centred education.

Students initiate some communication in

class Teachers initiate all communication in class.

Teachers are experts who transfer imperso- | Teachers are gurus who transfer personal wi-
nal truth. sdom.

Parents may side with students against tea- | Parents are supposed to side with teachers to
chers. keep students in order.

Quality of learning depends on two-way
communication 211'(1i the excellence of stu-
ents.

The quality of learning depends on the ex-
cellence of teachers.

Lower educational levels maintain more aut- | Authoritarian values are independent of edu-
oritarian relations. cational levels.

The educational system focuses on middle The educational system focuses on the top
evels. evel.

Although shifts in communicative style can be observed at higher
levels of education in Czechia, certain aspects of asymmetrical com-
munication remain prevalent. As the pupils in this sample were under
the age of sixteen, it is possible that at higher levels of education, the
proportion of indirect speech acts may be greater.

Secondly, Slavic cultures in general tend to favour more direct
communicative strategies, even in asymmetrical interactions. Impera-
tives and performatives may not be perceived as face-threatening to
the same extent as in many Western cultures. This tendency has been
documented across multiple Slavic languages and contexts. For exam-
ple, Ogiermann (2009), using data from a discourse completion task,
reports the following pattern:

The preferences for direct vs. conventionally indirect strategies across languages
show a distributional pattern which seems to be in accordance with the geographical
position of the countries where the data were collected. The use of imperative constru-
ctions increases from West to East: with 4% in the English, 5% in the German, 20% in
the Polish and 35% in the Russian data (Ogiermann, 2009, p. 209).
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This Eastward shift in directive style is supported by Czech data as
well. Chejnova (2014, 2015a) analysed requests in emails addressed
to university lecturers and also found a tendency toward more direct
expression in the Czech context.

Thirdly, directive utterances in the classroom are primarily regula-
tive in nature — their main purpose is to help the teacher organise the
structure and flow of the lesson. In this context, efficiency often
outweighs concerns for politeness. In other words, teachers may pre-
fer to be clear rather than polite, aligning more closely with Grice’s
cooperative principle than Leech’s politeness principle (Grice, 1975;
Leech, 1983). From this perspective, using an imperative may not
only be expected but even considered polite, as it saves the listener’s
cognitive effort and reduces uncertainty or stress. Pupils immediately
understand what action is required, which facilitates smooth
classroom management.

Declarative sentences employing present or future tense forms are
typical of Czech classroom discourse. These structures differ subtly in
pragmatic force from direct imperatives. While they often serve the
same regulatory function, they shift the focus to the current or planned
activity and are typically less imposing in tone.

Example 1: 2nd person plural, present tense indicative

vy si piSete do seSitu |/ you are writing in your notebook

This form literally describes the ongoing action; however, it clearly implies monito-
ring of desired behaviour, and its directive function is contextually transparent.

Example 2: 1st person plural, present tense indicative

premyslime, po ranu mame svézi mozek | we are thinking, our brains are firesh in the
morning

Here, the teacher uses an inclusive plural to reduce social distance and make the direc-
tive more collaborative. The utterance frames the task as shared and is gentle in tone.

Example 3: 1st person plural, future tense indicative

Tak pockame, az se nam prihlasi vic lidi | We will wait until more people raise their
hands

This utterance regulates pupils’ behaviour non-invasively, using future tense and in-
clusive framing to soften the asymmetry of the teacher-student relationship.
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These forms are rather specific to spoken educational discourse in
asymmetrical settings. As such, they may sound slightly paternalistic,
yet their level of imposition remains low.

Indirect forms were rare in the data. However, conventionally indi-
rect forms did appear, usually using modal verbs with infinitives. Ex-
pressions like miiZete se posadit | you may sit down and miizete zacit
psat/ you may start writing are pragmatically transparent and unlikely
to cause misunderstanding. Still, their greater length and syntactic
complexity may make them less efficient for quick classroom mana-
gement.

In contrast, short elliptical forms are often more effective due to
their brevity and transparency. When a teacher directly addresses a pu-
pil or a group, the utterance is commonly interpreted as a directive, es-
pecially when the expected action is contextually known, such as
answering a question or reading aloud. In some cases, addressing may
serve a regulatory or even reprimanding function:

Example 4: Addressing in plural

panové | gentlemen

This utterance is typically used to interrupt misbehaviour. The addressees are aware
of its directive force. The formal term of address is used ironically, further emphasi-
sing the disapproval.

Interjections ($s8, pst) or adverbs (tise, ticho / quiet) are used mo-
stly to regulate noise.

Conclusions

The analysis of authentic classroom communication revealed that
teachers use a wide range of linguistic means, often combining them
in complex ways. Verbal categories are particularly versatile: teachers
shift between grammatical persons — not only using the second person
to address pupils directly, but also employing the first person singular
in want-statements and the first person plural in inclusive forms. Both
singular and plural forms are used, reflecting the dual focus on indivi-
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duals and the whole class. In some grammar schools, teachers even
use V-forms (honorific plural) when addressing individual pupils.

Tense is another flexible verbal category. The present tense often
functions as an attention-getter, anchoring pupils in the current situa-
tion, while the future tense presents the desired activity as something
inevitable and upcoming. Mood plays a crucial role in modulating the
level of imposition: the imperative is the most impositive yet also the
least ambiguous structure, whereas modal verbs help mitigate the
force of the directive.

Importantly, directive illocutionary force is not expressed solely
through verb forms. Teachers also rely on adverbs, interjections, and
various forms of address, including elliptical and fragmentary structu-
res, which contribute to the regulatory function of speech in the
classroom.

While direct forms were used most frequently — and may appear
authoritative on the surface — a deeper analysis shows that such usage
aligns with the cultural norms of Slavic languages, which generally fa-
vour directness to prevent misunderstanding. Moreover, the class-
room is a cooperation-oriented environment, where the Gricean coo-
perative principle often takes precedence: clarity and efficiency are
prioritised so that pupils can immediately understand what is expected
of them. In this context, directness is not rudeness — it is a pragmatic
strategy that supports learning.

Future research should explore whether these patterns are stable
across time and age groups. The present study was based on data from
2010 and focused on pupils aged 11 to 16. Further studies should make
use of more recent corpora and include a broader range of age catego-
ries, including both younger children in early primary education and
older students in upper secondary or tertiary settings. This would
make it possible to track potential developmental and generational
shifts in classroom directive practices.

By continuing to analyse real-life educational discourse, resear-
chers can contribute not only to theoretical models of pragmatics, but
also to practically informed teacher training and a better understan-
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ding of classroom dynamics. The way we speak to learners shapes
how they learn and how they perceive the roles of authority, coopera-
tion, and language itself.
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