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CHAPTER I 

INTRODUCTION 

Humor is that unique social mechanism which tends to gain the 

interest of those who are a part of it. In the education field, 

student interest is the utmost importance. Without it, learning 

(developed desired behavior) does not readily take form. 

William A. Welker (1977, p. 252) 

Teachers everywhere have searched for the most effective way to control 

students' behaviors, to encourage students to stay on task, and to influence their 

decision-making processes. The use of effective communication is a process 

implemented by teachers to evoke this kind of change in the classroom. 

McCroskey and Richmond (1983) agree, stating, 'The importance of effective 

commimication in the classroom cannot be overstated. Commimication is central to 

the teaching process" (p. 175). 

Further, these researchers believe that commimication and power are highly 

interdependent. In order to have power, one must communicate. Hence, power is a 

function of communication. In the same fashion, these scholars assert, "the way(s) 

the teacher communicates with her/his students to a major extent determines the type 

and extent of the power he/she exerts over those students. Similarly, the type of 

power exerted will have a major impact on the quality of teacher-student 

communication" (p. 176). 

Thus, the manner in which teachers communicate and use power will 

influence their students and the outcomes in the classroom. Various communication 

strategies can enhance or detract from the overall effectiveness of teacher power 

use. Research indicates, for example, that though coercive power or antisocial 
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compliance-gaining may u ork well for short-term student compliance, these 

approaches are also associated with lower levels of student learning (Sorenson, 

Plax, & Kearney, 1989). Such negative approaches to teacher influence may also 

damage the teacher-student relationship, and thus reduce teacher effectiveness. In 

contrast, teacher use of prosocial power not only fosters greatly student compliance 

but also, as would follow, increases potential learning. Appropriate humor used 

with compliance-gaining tactics stands to bring about a prosocial atmosphere and 

thus fosters a positive teacher-student interaction and relationship. Teachers' 

effective use of hiunor is generally viewed as a positive factor in the classroom 

(Check, 1986). It may even influence the effectiveness of college teacher power and 

compliance-gaining strategies. Wheeless, Barraclough, and Stewart (1983) note 

that compliance is an enactment of power. Likewise, if college teachers exert hirnior 

in the classroom, they will be seen as more powerful by their students. Possibly, 

college teachers could gain more compliance from students through the utilization of 

humor. 

The uses and effects of humor in the classroom have been studied by many 

educational researchers (Bryant, Comisky, & Zillmann, 1979; Powell & Andresen. 

1985; Stuart & Rosenfeld, 1994). Humor research in college classrooms has dealt 

with various aspects such as teacher attractiveness (Tamborini & Zillman. 1981). 

student retention and comprehension (Gnmer, 1970), classroom management 

(Ziegler, Boardman, & Thomas, 1985), and teacher effectiveness (Check, 1986; 

Ziv. 1976). Shade (19%) discovered that appropriate humor can make teaching 

more entertaining, motivate pupils, stimulate creati\ity. open closed minds, 

maintain attention, assess comprehension, enhance thinking, and energize students. 

Few. if any, studies, however, have examined the humor practices that elicit 

college students" compliance or accompany compliance-gaining requests by the 
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teacher. The purpose of this study is to explore humor as a factor in students' 

perceptions of college teacher power and compliance-gaining in the classroom. 



CHAPTER II 

REVIEW OF LITERATURE 

This chapter begins with a brief elucidation of power and compliance-

gaining. Then, the chapter outlines studies of power and compliance-gaining in the 

classroom. The chapter concludes with an overview of humor and a summary of 

studies concerning humor in the classroom. 

Social Power 

Since the beginning of time, power has been the interest of priests, 

philosophers, and kings (Stogdill, 1974). Berger (1985) notes that almost every 

social scientific discipline encompasses a theoretical approach concerning power. 

Giddens (1984) contends that one of the most prominent concepts over time in the 

social sciences is the concept of power. 

Power is defined in many ways by various writers. Etzioni (1961) stated 

that power was "an actor's ability to induce or influence another actor to carry out 

his directives or any other norm he supports" (p. 4). Richmond, McCroskey, 

Davis, and Koontz (1981) defined power as, "an individual's potential to have an 

effect on another person's or group of persons' behavior" (p. 38). Russell (1938) 

defined power as "the production of intended effects" (p. 1). Cartwright and 

Zander (1968) believed that power is a potential that one has to effect another 

individual's or group of individuals' behavior. Schopler (1965) argued that power 

is the amount of influence an individual possesses to affect others. 

Wheeless, Barraclough, and Stewart (1983) suggest that interpersonal 

power is "the perceived bases of control that a person has over another person's 

behavior that would have otherwise not occurred (p. 120)." Power is a potential 



and compliance is the realization or action of that potential" (p. 121). Also, 

Wheeless et al. (1983) state that "the securing of adherence, conformity, 

cooperation, or obedience~compliance~is not only the manifestation of exercised 

power, it is the very reason for the existence of power" (p. 121). 

French and Raven (1959) were among the first scholars to classify different 

bases of power. They conceived five bases of power. Reward power is based on 

the agent's ability to deliver a positive benefit to the target as perceived by the 

target. Coercive power refers to the target's evaluation that the agent can arbitrate 

punishment for him/her. Referent power is based on the target's identifying in some 

way with the agent, such as finding the agent attractive and similar. Legitimate 

power is the target's evaluation that the agent has a proper right to control his/her 

behavior. Expert power is the target's perception of the agent as being competent 

and knowledgeable. Later, Raven (1965) added Information power, which is the 

target's assessment of some new knowledge having gained from the agent. 

Similar to French and Raven's (1959) power bases, Etzioni (1961) 

categorized power into different means one would use to obtain compliance: 

physical, material, or symbol. Etzioni's (1961) categorization includes three kinds 

of power: coercive power, renumerative power, and normative power. Coercive 

power relies on the use of threats, physical pain, restrainment, or restriction of life 

necessities or pleasures. The control over material resources and rewards is referred 

to as remunerative power. Normative power relies on the regulation of symbolic 

rewards and or symbolic punishments. An example of normative power is esteem 

or prestige. 

Kelman (1961, 1974) classified power bases into three processes of social 

influence: compliance, identification, and internalization. Compliance occurs when 

an individual anticipates an auspicious reaction, and thus complies with the 



influence of another individual or group (Kelman; 1%1; 1974). Identification 

occurs when an individual amalgamate oneself with another and adopts the other 

person's behavior (Kelman; 1961,1974). Likewise, intemalizjation occurs when an 

individual agrees with the influence because the induced behavior is concordant 

with the individual's values (Kelman, 1961, 1974). 

Parsons (1963) took yet another approach to power. Parsons' (1963) 

typology is similar to Etzioni's and French and Raven's (1959) power typologies. 

However, Parsons stressed the importance of communication for the utilization of 

power. Parsons (1963) believed that power depends on the agent's aim to change 

the target's intentions through the use of some form of communication. He terms 

"commimication" as "pressiu-e." He believes that communication occurs when the 

agent attempts to "pressure" or influence the target to do a certain task. Thus, the 

effectiveness of the power situation depends on how positive or negative the 

pressures used is. According to Parsons (1963), there are four methods of power: 

persuasion, inducement, activation of commitments, and deterrence. Persuasion 

happens when the agent attempts to affect the target's intentions through positive 

means. Inducement is when the agent seeks to control the situation through positive 

means. When agent seeks to influence target's intentions through negative means, 

this is referred to as activation of commitments. Whereas, deterrence is where the 

agent seeks to control the situation through negative means. 

Another power taxonomy is Mintzberg's (1983) bases of power. Although, 

Mintzberg's typology deals mainly with the employment of power in the 

organizational context, it provides a different perspective of power usage. 

Mintzberg's (1983) five bases of power are: resource, technical skill, body of 

knowledge, legal prerogatives, and access. The resource, technical skill, and body 

of knowledge power bases pertains to what the corresponding name represents. 



Legal prerogatives refers to the rights or privileges that impose choices. Access is 

the abilit} to influence those who can themseh es rely on the other four. 

In brief, power has been categorized as in various ways. The next sections 

will examine the concept of compliance-gaining and the combination of power and 

compliance. Further, the sections will explain how compliance and power are 

distinct and how the two are closely related. 

Compliance-Gaining 

Etzioni (1975) noted that compliance is *"a relationship consisting of the 

power employed by superiors to control subordinates and the orientation of the 

subordinates to this power" (p. xv). Schenck-Hamlin, Wiseman, and 

Georgacarakos (1982) affirm that compliance-gaining is "the attempt of some actor-

the soiu"ce of communication- to effect a particular, preconceived response from 

some target-the receiver of the persuasive effort" (p. 92). Further, Schenck-Hamlin 

et al. (1982) note that compliance-gaining is a form of s\TnboHc behavior designed 

to shape or regulate the behavior of others" (p. 92). Wheeless et al. (1983) refer to 

compliance as "the performance by one person, the target, of the specific behaviors 

desired of the target by another person, the agent'" (p. 110). Moreover, compliance 

is a behavioral change, rather that an attitudinal change (Wheeless et al., 1983). 

Garko (1990) summarizes Wheeless et al. (1983) by stating that gaining means 

"eliciting'" while "compliance" alludes to a response that would not have otherwise 

occurred without the agent's conferral of a stimuli or stimulus to the target 

In 1967 Marwell and Schmitt were interested in social control, which is the 

study of people"s interaction to manipulate others to achieve their goals. These 

researchers decided to study how individuals select their strategies to gain 

compliance from others. They devised a taxonomy of compliance-gaining 



strategies. This taxonomy consisted of sixteen compliance-gaining methods 

individuals use: (1) promise is the expectation of some type of reward for a certain 

behavior; (2) threat is some manner of punishment for a certain behavior; (3) 

expertise (positive) implies that positive outcomes will occur when the individual 

complies; (4) expertise (negative) implies that negative outcomes will occur when 

the individual does not comply; (5) liking refers to the agent's attempt to be friendly 

and amiable so that the target will comply; (6) pre-giving arises when the target 

receives a reward and then is encoiu-aged to comply; (7) aversive stimulation takes 

place when a target is constantly punished until he/she complies; (8) debt is when 

the target owes compliance; (9) moral appeal emphasizes the target's virtuous and 

moralistic outcomes for compliance; (10) self-feeling (positive) implies that the 

target will gain more self esteem through compliance; (11) self-feeling (negative) 

proposes that the target will lose self esteem for noncompliance; (12) altercasting 

(positive) avers that the target will comply if he/she has certain moral/advantageous 

characteristics; (13) altercasting (negative) suggests the target will not comply 

because he/she does not possess moral/advantageous characteristics; (14) altruism 

is where the agent emphasizes about the benefit of others for the target's 

compliance; (15) esteem (positive) hints to the target that other individuals will 

regard him/her better for compliance; and (16) esteem (negative) suggests to the 

target that other individuals will deem the target less if he/she does not comply. 

Other studies have investigated compliance-gaining causes and effects (e.g., 

Falbo, 1977; Cody, McQaughlin, & Jordan, 1980; Roloff & Bamicott, 1978). 

However, most research has analyzed why individual comply and not how to gain 

compliance (Marwell & Schmitt, 1967). Further, Garko (1990) believes that very 

little research has focused on how agents communicate compliance and how targets 

perceive the compliance-gaining tactic. 

8 



Similar to Marwell and Schmitt's list, Falbo (1977) created a compliance-

gaining typology. She took a direct approach toward studying compliance-gaining. 

Falbo (1977) asked subjects to write a paragraph on about how they get others to 

comply. Falbo (1977) discovered that compliance-gaining strategies lie along two 

dimensions: direct-indirect and rational-nonrational. Direct strategies involved 

making claims, and indirect strategies involved making hints. Rational strategies 

employed perseverance, and nonrational strategies involved threats. Categories 

from her typology that are absent from Marwell and Schmitt is simply stating the 

request, appealing to reason, hinting, and using deceit. 

Cody, McLaughlin, and Jordan (1980) studied different compliance-gaining 

typologies. These researchers asked subjects what type of compliance strategies 

would they use in three different situations. Findings revealed other typologies that 

were not in Marwell and Schmitt's compliance-gaining typology. These other 

typologies were direct-rational, manipulation, exchange, and threat. Later, 

McLaughlin, Cody, and Robey (1980) studied different situational influences on 

the selection of strategies to resist compliance-gaining attempts, and found that 

differences in selection of strategies are affected by the agent's perceptions of short 

and long-term consequences. 

Roloff and Bamicott (1978) looked at compliance and Machiavellianism. 

They revealed that people who are high Machiavellian and low Machiavellian differ 

in their use of compliance-gaining. Findings indicated that high Machiavellians 

were more likely to use punishing strategies and coercion in order to gain 

compliance than low Machiavellians. 

Baxter (1984) studied compliance-gaining and politeness, and found that 

women use more polite compliance-gaining tactics than men. Baxter (1984) 

discovered that females and individuals in close relationships used more polite 



tactics than males and individuals in distant relationships. Further. Baxter (1984) 

avers that individuals with power or influence used less politeness than less 

powerful individuals. 

Burgoon, Dillard, and Doran (1983) notes that females are likely to use 

prosocial techniques and males are more likely to use verbally aggressive 

techniques to gain compliance. Moreover, if females used antisocial techniques, or 

if males do not use verbally aggressive techniques, they are seen as less effective at 

gaining compliance. 

Myers and Merkins (1993) probed the utilization of compliance-gaining 

strategies when engaging in safe-sex situations. Researchers sampled 110 college 

students and asked them to complete a questionnaire based on Marwell and 

Schmitt's (1967) compliance-gaining typology. Results showed that males and 

females vary in their use of compliance-gaining strategies in safe-sex situations. 

While males use a variety of strategies, females were extensively more likely than 

males to utilize nine particular strategies: threat, expertise-positive, expertise-

negative, aversive stimulation, self-feeling (positive), self-feeling (negative), 

altercasting (positive), altercasting (negative), and altruism. 

David and Baker (1994) looked at compliance in the organizational context. 

They discovered that the power base that is used by the manger affects the 

compliance gaining message production. French and Raven's power bases were 

used to investigate the influence on compliance. Their research also features verbal 

strategies and tactics, as well as negotiating process imderlying bad news from 

managers to their subordinates. 

Fitch (1994) did a cross-cultural study of compliance-gaining techniques. 

Fitch (1994) performed an ethnography on tvvo distinct communities, one in the 

United States and one in Columbia. Fitch (1994) discovered that the value systems 
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were different in the two communities. Hence, the two communities differed in 

their perceptions of compliance. Fitch (1994) found that Americans were more 

inclined to use certain compliance-gaining tactics than Columbians. 

Tuneburg (1994) investigated school superintendents and their uses of 

power and compliance, and discovered that superintendents reported the use of 

information power base most frequently. Further, superintendents' use of 

normative, remunerative, or coercive depends on different variables: subordinate 

responses or organization type. 

Roach (1994) explored student perceptions of instructor's compliance-

gaining behavior and temporal pattems. Roach (1994) revealed that there was a 

difference among student perceptions at the beginning, middle, and end of the 

semester, and a difference in students' cognitive and affective learning. Further, 

Roach (1994) noted larger amounts of prosocial compliance-gaining techniques in 

contrast to antisocial techniques increases affective and cognitive learning. 

Klingle and Burgoon (1995) studied compliance-gaining over time in the 

health context. They were interested in refining initial and long-term compliance 

through effective communication tactics. They observed that female physicians 

were effective if they employed positive strategies, whereas male physicians were 

effective regardless of what strategy they used. 

Rudd and Burant (1995) studied the compliance behaviors in violent and 

nonviolent relationships. Their findings indicate that battered women rely 

significantly more than nonbattered women on two types of strategies. First, 

battered women rely on submissive or indirect strategies, such as promise, deceit, 

allurement, and ingratiation. Secondly, battered women rely on aggressive 

strategies like threats and wamings. 
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Overall, many studies have examined compliance-gaining and its affects. 

Yet, compliance is an outcome of power, and power is a requirement for 

compliance (Wheeless et al., 1983). Wheeless et al. (1983) assert that 

"compliance-gaining tactics involve the implementation of power through verbal 

behavior. That is, the bases of an agent's power (coercion, reward, identification, 

and so on) serve as the reason or motivation for a target's behavior that would not 

have otherwise occurred(p. 113)." Hence, the next section will attend to both 

power jmd compliance-gaining. 

Power and Compliance 

Compliance-gaining and power are not the same. Wheeless et al. (1983) 

believe that compliance-gaining is an implementation of power. Moreover, 

Wheeless et al. (1983) note that: 

... for any one compliance-gaining tactic, a single power 
basis serves as the mechanism (reason, inducement, or the 
like) through which behavioral compliance may be obtained. 
Likewise, a single verbal message unit serves as the means 
through which the potential power basis is made known to 
the target, (p. 114) 

Wheeless et al. (1983) also assert that the bases of an agent's power assist as the 

reason or motivation for a target's behavior that would not have otherwise 

occurred. 

Hence, Wheeless et al. (1983) integrated various models of compliance-

gaining and power to derive three categories: expectancies/consequences, 

relationships/identification, and values/obligations. Their categorization is useful 

because it integrates other power typologies of French and Raven (1959), Kelman 

(1974), Etzioni (1961), Parsons (1963), and Kelly and Thibaut (1978), and 

provides a broad typology into which compliance-gaining tactics can be classified. 

12 



Moreover, the model assists in distinguishing different verbal mechanisms for 

specific compliance-gaining tactics, such as: (1) previewing expectancies and/or 

consequences, (2) invoking relationships and/or identification, and (3) summoning 

values and/or obligations (Wheeless et al., 1983). 

The first category of expectancies/consequences encompasses French and 

Raven's (1959) power bases of reward and coercive power, along with Etzioni's 

(1961) coercive and renumerative, Kelman's (1961, 1974) compliance; Parsons' 

(1963) inducement and deterrence; and Mitzberg's (1983) resource, technical skill, 

and body of knowledge. An example of this category is when a teacher state what 

he/she expect from his/her students or states the consequences of noncompliance, 

and the students perceives either a reward to be gained or a punishment to be 

avoided. 

The next category of relationships/identification subsumes French and 

Raven's (1959) concept of referent and expert power, and includes Etzioni's (1961) 

social, Kelman's (1961,1974) identification, and Mintzberg's (1983) access. In 

this instance, a teacher will either attain power by using the respect or authority 

already gained by the students (referent power), or a teacher will be perceived to 

posses the competence for his/her job (expert power). 

The last category of the Wheeless et al.'s (1983) power taxonomy is 

values/obligations. According to French and Raven's (1959) model, this would be 

classified as legitimate power. In other words, each student has the responsibility 

to comply with the teacher's requests, because the students have a moral 

responsibility or liability to comply. In addition, the values/obligations category 

involves the power typologies of: Etzioni's (1961) pure normative; Kelman's 

(1961, 1974) internalization; Parsons (1963) persuasion and activation of 

commitment; and Mintzberg's (1983) legal prerogatives. 
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Wheeless et al. (1983) also ascertain that motivations assist in the 

employment of power that evokes relationships and/or identification. From this 

view point, humor entails identification, and possibly values. Students may identify 

or refer to the teachers' humor and hence be motivated to do what the teacher 

requests. However, humor does not invoke consequences or expectancies, because 

this use of power mainly involves situational or environmental factors. In other 

words, humor that is used with an expectancy or a consequence is often not taken 

seriously, because humor is not seen as serious tactic. 

Likewise, Ziv (1984) concurs with Wheeless et al.'s (1983) statements 

stating that, "Psychologists do not agree among themselves on most concepts 

related to human behavior. One notable exception is the idea that all behavior is 

motivated. People do things for reasons. There is always at least one motivation 

behind every behavior" (p. 1). Thus, individuals may be motivated to use humor in 

order to gain compliance or to be perceived as powerful. 

Later, Stewart, Wheeless, and Barraclough (1984) studied the validity of 

the Wheeless et al.'s (1983) three-part power categorization. Stewart et al. (1984) 

investigated the three-part power taxonomy using twenty-one existing power based 

statements. The findings of this study helped to validate the construct of the three 

categories of power created by Wheeless et al. (1983). Moreover, this study 

evaluates the various uses of power in the aspects of teacher quality and instruction 

(Stewart, Wheeless, & Barraclough, 1984). In short, the results of this study 

demonstrate that instructors are inclined to use power by previewing expectancies, 

evoking relationships, and appealing to values. 

Many other studies have explored both power and compliance. Leet-

Pellegrini and Rubin (1974) found that coercive, information, and reward power 

were more likely to elicit compliance. Witteman and Fitzpatrick (1986) discovered 
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that in marriages, spouses will use different bases of power in order to gain 

compliance. Likewise, Peay (1976) notes that females are inclined to private 

acceptance when the influencing agent uses reward power rather than referent 

power, and males are more inclined to private acceptance when the agent uses 

referent power than reward power. Bickman (1974) found that appearance has a 

relation to amount of perceived power the individual possesses and behavioral 

compliance the individual may receive. Patterson, Powell, and Lenihan (1986) 

imearthed that touch may serve to infer status or power and affect compliance. 

Moreover, Rahim's (1989) study showed that expert and referent power bases were 

positively associated with compliance and satisfaction, whereas, legitimate power 

base was positively correlated to compliance, but negatively associated with 

satisfaction. Michener and Burt (1975) did an investigation of authority components 

on compliance, and discovered that coercive power increases compliance, when the 

demands were normative. Litman-Adizes, Fontaine, and Raven (1978) realized that 

individuals are more likely to comply if referent, information, or reward power 

bases are used, and less likely to comply if coercion and legitimate power were 

used. Son and Schmitt (1983) discovered that an individual of more expertise 

would gain a greater degree of compliance than someone with less expertise. Imai 

(1991) foimd that individuals are more inclined to comply when the strategy was 

reasoning, promise, or hinting, and less inclines if the strategy used threat or 

invoked a role relationship. Imai (1990) also found women complied less than men 

if threat, debt, or invoking role relationship strategies were employed. Rakes and 

Cox (1994) used Wheeless et al.'s (1983) compliance-gaining typology to find out 

what school administrators should use. Rakes and Cox (1994) found that school 

administrators must acclimatize their compliance-gaining strategies to their 

subordinates' compliance-resistance tactics. Roach (1991) studied compliance-
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gaining techniques and imiversitv' department chairs. Roach (1991) foimd that the 

most effective compliance-gaining techniques are those that deal with 

values/obligations. In summary, enormous amount of research has examined 

power and compliance and how the two aspects are interdependent 

Again, it is pertinent to bear in mind that power and compliance are related 

concepts. In order for an individual to gain compliance, she/he must be perceived 

to have power. As Wheeless et al. (1983) state, "Power is a potential and 

compliance is the realization or activation of that potential'" (p. 121). 

Power in the Classroom 

The presence of power is ver\ apparent in the classroom and is a key factor 

for study. Beginning in 1981, McCroskey and Richmond initiated a series of 

research projects that dealt with teachers' use of power in the classroom and 

students' perceptions of the teacher's power. Hence, the scholars named their 

research program "Power in the Qassroom." The term "power in the classroom" 

pertains to the teacher's abiUty to influence students to do something they would not 

have done had they not been influenced (Plax & Keamey, 1992). 

In their ver} first study of this series, McCroskey and Richmond (1983) 

probed to discover the extent that teachers and students share perceptions of teacher 

power in the classroom. This was the first study of its kind, which was based on 

French and Raven's (1959) five bases of social power: coercive, referent, 

legitimate, reward, and expert The researchers found that legitimate power and 

coercive power were negativeh associated with cognitive and affective learning. 

Howe\ er, both t>pes of power were common views of teacher authorit}^ and 

discipline. 

16 



Again in "Power in the Classroom H," using French and Raven's (1959) 

bases of social power, Richmond and McCroskey (1984), examined the link of 

power use and student learning. The findings suggested that the use of coercive 

and legitimate power impedes affective and cognitive learning. At the same time, 

referent and expert power promote student learning. Hence, findings conclude that 

there is quite a difference in perceptions of power usage and student learning. 

In "Power In the Classroom III" Keamey, Plax, Richmond, and 

McCroskey (1985) explored teachers' use of power in managing students' 

classroom behavior. The researchers generated a list of teacher techniques and 

messages to manage student behavior, and derived the following 18 categories of 

Behavior Alteration Techniques (BATs) and exemplary Behavior Alteration 

Messages (BAMs). BATs derived were: reward from behavior, reward from 

others, punishment from source, referent-model, legitimate higher authority, 

reward from source, normative rules, personal responsibility, expert, punishment 

from behavior, self-esteem, debt, personal relationship (negative), altruism, 

personal relationship (positive), duty, and legitimate-personal authority. From this 

study, the results support the fact that effective teachers employ prosocial, reward-

based BATs. Prosocial BATs were behavior alteration techniques that had positive 

outcomes. Further, teachers commonly use seven BATs that they find effective in 

the classroom: Reward from Behavior, Reward from Source, Personality 

Responsibility, Expert, Self-esteem, Altruism, and Duty. 

In "Power in the Classroom IV" (Keamey, Plax, Richmond, & 

McCroskey, 1984), the researchers further investigated power by elaborating the 

classification of behavior alteration techniques and messages that teachers use in the 

classroom. They extended their findings from "Power in the Classroom III." 

which depended on students to create a list of Behavior-Alteration Techniques and 
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Messages. Thus, to improve and justify their previous study, this time they asked 

teachers to generate a list of Behavior Alteration Techniques and Messages. 

Findings indicated that teachers rarely employ antisocial, or punishment based 

BATs. Moreover, the researchers created another list of classroom behavior 

alteration techniques and messages. This new list consisted of: immediate reward 

from behavior, deferred reward from behavior, reward from the teacher, reward 

from others, self-esteem, punishment from behavior, punishment from the teacher, 

punishment from others, guilt, teacher-student relationship (positive), teacher-

student (negative), legitimate-higher authority, legitimate-teacher authority, personal 

(student) responsibility, responsibility to class normative rules, debt, altruism, peer 

modeling, teacher modeling, expert teacher, and teacher feedback. This new list 

became the standard model for assessing the different categories of BATs. Table 

2.1 presents the Behavior-Alteration Techniques and Messages created from their 

study. 

For "Power in the Classroom V," McCroskey, Richmond, Plax, and 

Keamey (1985) concentrated on teachers' commimication of power and its function 

in classroom management as well as student learning. By studying twenty-two 

"trained" teachers, who had a masters in Communication in Instruction, and twenty 

"untrained" instructors, who had never been enrolled in instructional 

communication courses; data indicated that BAT perceptions differed between 

teachers and students, as well as differences in communication training. 

Furthermore, this research proved that there is a positive correlation between the 

application of BATs and student affective leaming. Moreover, the researchers 

discovered that there is a strong relationship between teacher-derived rewards and 

students" affect 
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Table 2.1 

Behavior-Alteration Techniques and Messages. 

Technique Sample Messages 

1) immediate Reward from Behavior 

2) Deferred Reward from Behavior 

3) Reward from Teacher 

4) Reward from Others 

5) Self-esteem 

6) Punishment from Behavior 

7) Punishment from Teacher 

8) Punishment from Others 

9) Guilt 

10) Teacher- Student Relationship: Positive 

11) Teacher-Student Relationship: Negative 

12) Legitimate Higher Authority 

13) Legitimate Teacher Authority 

14) Personal (Student) Responsibility 

15) Responsibility to Qass 

16) Normative Rules 

17) Debt 

18) Altruism 

19) Peer modeling 

20) Teacher Modeling 

21) Expert Teacher 

22) Teacher Feedback 

You will enjoy it It will make you happy. Because it is fun. You 
will find it rewarding/interesting. It is a good experience. 
It will help you later on in life. It will prepare you for getting a 
job{or going on to graduate school). It will prepare you for 
achievement tests (or the final exam). It will help you with 
upcoming assignments. 
I will give you a reward if you do. I will make it beneficial to 
you. I will give you a good grade (or extra credit) if you do. I 
will make you ray special assistant 
Others will respect you if you do. Others will be proud of you. 
Your friends will like you. Your parents will be pleased. 
You will feel good about yourself if you do. You are 
the best person to do it You are good at it You 
always do such a good job. Because you're capable! 
You will lose if you don't You will be unhappy. 
You will be hurt if you don't. I will make it miserable 
for you. I'll give you an " P . If you dont do it now, it 
will be your homework tonight 
I will punish you if you don't 1 will make it miserable 
for you. I'll give you an "F' . If you don't do it now, it 
will be homework tonight 
No one will like you. Yoiu friends will make fun of 
you. Your parents will punish you if you don't Your 
classmates will reject you. 
If you don't, others will be hurt You'll make others 
unhappy. Your parents will feel bad. Others will be 
punished if you don't 
It will like you better if you do. I will respect you. I 
will think more highly of you, I will appreciate you 
more if you do. I will be proud of you. 
I will dislike you if you don't. I will lose respect for 

you. I will think less of you if you don't I won't be 
proud of you. I'll be disappointed in you. 
Do it, I'm just telling you what I was told. It is a rule; I 
have to do it and so do you. It's a school rule/policy. 
Because 1 told you to. You don't have a choice. 

You're here to work! I'm the teacher; you're the 
student I'm in charge, not you. Don't ask, just do it 
It's your obligation. It's your turn. Everyone has to do 

his/her share. It's your job. Everyone has to pull 
her/his own weight 
Your group needs it done. The class depends on you. 
All your friends are counting on you. Eton't let your group 
down. You'll ruin it for the rest of the class. 
The majority rules. All of your friends are doing it 
Everyone else has to do it The rest of the class is doing 
it It's part of growing up. 
You owe me one. Pay your debt You promised to do it. I 
did it last time. You said you'd try this time. 
If you do this, it will help others. Others will benefit if 
you do. It will make others happy. I'm not asking you 
to do it for yourself; do it for the good of the class. 
Your friends do it Qassmates you respect do it The 
friends you admire do it Other students you like do it 
All your friends are doing it 
This is the way I always do it When I was your age, I did 
it People who are like me do it. 1 had to do this when 1 
w as in school. Teachers you respect do it 
From my experience, it is a good idea. From what I have 
learned, it is what you should do. This has always 
worked for me. Trust me-1 know what I'm doing. I had to 
do this before I became a teacher. 
Because I need to know how w ell you understand this. To 
see how well I've taught you. To see how well you can do 
it It will help me know your problem areas. 
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The purpose of "Power in the Classroom VI" (Plax, Keamey, McCroskey, 

& Richmond, 1986) was to expand on the past "power in classroom'" research and 

analyze the relation between BAT use, nonverbal immediacy, and affective 

leaming. In this study, researchers relied on student's self-reports, because from 

the findings of "Power in the Classroom V," students' perceptions were more 

accurate indicators of students' affect. Most informative from this study was the 

discovery of teachers' BAT use and its relationship to student affective leaming. 

However, this relationship was indirectly perceived by students because another 

extemal variable was involved: nonverbal teacher immediacy. Hence, immediacy 

was a more meaningful indicator of affect than BAT use. 

The final investigation of this series, "Power in the Qassroom VIl' 

(Richmond, McCroskey, Keamey, & Plax, 1987), investigated the relationship 

between various BATs and students' cognitive leaming. These scholars discovered 

that teachers prosocial BATs were correlated with an increase in cognitive leaming, 

and antisocial BATs were connected to a decrease in cognitive leaming. Antisocial 

BATs were categories such as Punishment from the Teacher, Debt, Punishment 

from Others, Guilt, Peer Modeling, and Teacher-Student Relationship. In contrast, 

Prosocial BATs were categories such as Reward Behavior, Reward from Source. 

Personal Responsibility, Expert, Self-esteem, Altruism, and Duty. 

Overall, the "Power in the Classroom" series possesses some important 

implications for teachers' use of compliance-gaining when teaching. The "Power in 

the Classroom" series encourages instructors to use prosocial techniques in order to 

receive positive outcomes in the classroom. Further, the series indicates that 

antisocial techniques would receive negative outcomes in the classroom. In 

addition, the series examined compliance-gaining and its influence in the classroom. 
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Moreover, this series addressed the importance of students' perceptions of power in 

relation to students' disposition toward cognitive and affective leaming. 

Due to the "Power in the Qassroom" series, many other studies were 

conducted to investigate BAT and BAM usage in the classroom. One such 

investigation by Plax, Keamey, and Tucker (1986) found that teachers use 

primarily two out of the twenty BATs: self-esteem and teacher feedback. The self-

esteem BAT illustrates a teacher's concern for the student, and teacher feedback 

BAT refers to the teacher's task-oriented objectives. Moreover, findings from this 

study imply that prospective teachers are unaware of the other BATs and their 

effects. 

On the other hand, Plax, Keamey, Downs, and Stewart (1986) investigated 

students' resistance to teachers' various use of BAT types. This study found that 

college students are more likely to resist teachers who use antisocial BATs, and 

more likely to comply with teachers who use prosocial BATs. 

In 1988, Allen and Edwards conducted a study on the teaching evaluators' 

perceptions of teachers' use of behavior alteration techniques. Immediate Reward 

from Behavior, Deferred Reward from Behavior, Reward from Other, and Teacher 

Feedback were BATs that the evaluators perceive the best teachers using in order to 

gain students' compliance. While, evaluators perceive that the worst teachers 

employ Punishment from Teacher, Punishment from Others, Guilt, 

Teacher/Student Relationship (Negative), Legitimate-Higher Authority, and 

Legitimate-Teacher Authority, results from this study insinuate that evaluators, 

teachers, and students have similar views of behavior alteration techniques. 

Richmond (1990) investigated the relationship between student motivation 

and French and Raven's (1959) power bases and found that expert and referent 

power was positively correlated with motivation. At the same time. Richmond 
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(1990) found that coercive power was negatively correlated with motivation. 

Moreover, Richmond's (1990) study suggest that there is an significant relationship 

between the teacher's communication patterns and students' leaming processes. 

Further, Roach (1991) explored graduate teaching assistants' and 

professors' use of BATs in the classroom. Roach (1991) discovered that graduate 

teaching assistants employed BATs that dealt with authority and rules more than 

professors. Also, graduate teaching assistants, or individuals with little teaching 

experience, employ fewer BATs than professors, individuals with more teaching 

experience. 

In 1992, Butland and Beebe studied how teachers' use of power and 

immediacy affect students' leaming. One of the highlights of their study was the 

finding that students perceive teachers to be more effective when they used positive 

messages to gain compliance. 

Lu (1997) did an intercultural study of behavior alteration techniques in 

Chinese classrooms and American classrooms. Lu (1997) discovered that Chinese 

teachers differ in their BATs usage compared to their American counterparts. 

Chinese teachers were more likely to use antisocial BATs, while American teachers 

were more likely to use prosocial BATs. Moreover, Chinese teachers use power by 

stressing authority, morality, and modeling. Therefore, it is important to note from 

this study that teacher use of BATs and BAMs vary from different culture to 

culture. 

Waltman and Burleson (1997) believe that there is a bias in teacher ratings 

of behavior alteration techniques. The main focus of their study was to investigate 

past research methods. These researchers believe that heuristic estimations were 

made in previous studies, because they believe that the BATs checklist does not 

measure what it claims to measure. In their study, they found evidence that the 
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BATs checklist, in its standard form, is biased and does not assess compliance-

gaining behaviors. The authors are convinced the observing BATs and creating 

more unbiased, thought-provoking items will provide for a more acciu^te and 

reUable estimate of gaining compliance rather than the BATs checklists. 

In response to Waltman and Burieson's (1997) conclusions, Kearney and 

Plax (1997) argued that their report relies on a faulty premise and that their 

generation of data comes from an weak research design. Kearney and Plax found 

that their words and phrases from publications were misinterpreted, and that the 

review of past literature was overiooked. Moreover, Kearney and Plax find fault in 

Waltman and Burleson's (1997) sample, comparative test, and experimental 

manipulation. Keamey and Plax (1997) give credence to the utility and validity of 

the BAT checklist 

After Keamey and Plax's (1997) defense, Waltman and Burleson (1997) 

responded with a careful analysis of current literature which displays that 

instructors rely on "negative" or power assertive discipline in the classroom. In 

addition, the researchers reported that the biased pattern observed is due to heuristic 

processing. They concluded that their data affirms that the BATs rating system 

relies on a politeness heuristic which generates biased responses and that these bias 

influences can be manipulated and reduced to provide more valid data. Therefore, 

when analyzing data, it is important to note if any biases exists, and question its 

validity. However, if individuals feel that past studies of BATs and BAMs were 

credible, then future studies will warrant the same fiduciary. 

The "Power in the Classroom" series investigated the important effects of 

behavior alteration techniques, communication, and power in the classroom. The 

links that bond this literature to compliance-gaining within the classroom are seen in 
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the themes of power, communication, and teachers' effective use of classroom 

management. 

Humor is also a communicative factor that has a good potential to influence 

individuals and interaction. The next section explores the concept of humor and 

then relates it to the concepts of power and compliance-gaining. 

Humor 

McGhee (1979) refers to humor as a mood or state of mind. Humor is part 

of our life and should be part of our classrooms as well. Hill (1988) stated that, 

"Humor is an important tool in the creation of a positive leaming 

environment... Hiunor in the classroom promotes enjoyment and effectiveness of 

teaching and leaming" (p. 25). 

Origins of Humor 

The word humor is derived from the Latin word umor, which means 

"liquid," "fluid" or "moisture" (Shade, 1996). In ancient times, a person's 

temperament was thought to be regulated by four "humors": choler or yellow bile; 

melancholy or black bile; blood; and phlegm (Carlson & Peterson, 1995). If an 

individual had too much of one of the fluids, it would cause an imbalance in the 

individual's personality (Shade, 1996). Individuals who were perceived to be 

suffering from such imbalances were laughed at, ridiculed, and labeled as 

"humorists" (Carlson & Peterson, 1995). Surprisingly, during that time in history, 

the cure for controlling "humorists" was laughter (Shade, 19%). 

Later, the word "humorist" has been used to refer to an individual who 

displays humor in their verbal or written communication (Shade. 1996). Further, 

McGhee (1979) regarded a humorist as someone who was competent at producing 
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amusing or incongruous ideas or events. In brief, a humorist is one who possesses 

humor. 

For centuries, hiunor has captivated the attention of scholars and 

philosophers alike (McGhee, 1979). In The Republic, Plato regarded humor as a 

way of ridiculing others who are poweriess. In The Poetics, Aristotie believed that 

humor comes from the individual who views himself/herself more powerful. 

Aristotle wrote, "It is chiefly through humour of the deeper sort that modem 

comedy has acquired its generalising power" (Butcher, 1895, p. 386). Plato's and 

Aristotle's beliefs about humor became the foundation of many theories of humor 

developed later on (Carlson & Peterson, 1995). 

Theories of Humor 

Numerous theories have emerged on how humor is used and developed. 

However, none of these theories is completely adequate because they do not apph 

to every type of humor (Carlson & Peterson, 1995). Current theories of humor 

generally fall into three categories each of which is briefly reviewed here: 

incongruity, superiority, and release/relief theory. 

Incongruity theory combines humor with incongruous ideas or situations 

(Carison & Peterson, 1995). Different forms of incongruity are contradiction, 

understatement, exaggeration, surprise, reversal, ludicrous, or the totally unreal 

(Shade, 1996). Incongruity will usually create cognitive dissonance, or a sudden 

change, which is humorous (Shade, 1996). Immanuel Kant and Arthur 

Schopenhaur, two German philosophers, are noted for developing this theory 

(Shade, 19%). The Incongruity theory occurs when one expects a certain reaction, 

but is suddenly presented with another reaction (Shade, 19%). Shade (19%) 

notes that: 
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The incongmity in humor results when there is: 1) a 
discrepancy between the punch line and the body of a joke, 
and 2) a violation of expectancies. These may involve a) 
two conflicting sets of rules, b) two different frames of 
reference, or c) the reversal of figure and ground. The 
humor exists because the listener perceives the incongruity 
and then attempts to resolve it. (p. 11) 

Superiority theory asserts that we laugh at the expense of others (Shade, 

19%). The purpose of the superiority theory is to enhance one's ego and depress 

other individuals or institutions to whom we feel superior (Shade, 19%). This type 

of humor happens often in classrooms (Carlson & Peterson, 1995). At times, 

teachers or other students will laugh at a student who gives an incorrect answer. 

For instance, classmates will usually laugh at a student that answers, "1+1=3." 

Relief and release theory stresses the social and behavioral components of 

humor (Shade, 19%). The release of built tension is the foundation of this theory 

(Carlson & Peterson, 1995). This release is usually executed through laughter. 

According to Shade (19%), the relief/release theory allows individuals freedom 

fi^om the numerous restrictions, such as constraints of conventionality, inhibitions 

of sexual and aggressive desire, the rigidity of logic, and an individual's ego. 

The Functions of Humor 

In his book. Personality and Sense of Humor. Ziv (1984) investigates why 

people enjoy humor. He affirms that humor offers five functions in human 

interactions: 

1. Aggression gives an individual a sense of superiority and allows the 

individual to take revenge on others. 

2. Sexual allows individuals to unreservedly deal with sexuality. 

3. Social Functioning assists in improving society, achieving social 
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acceptance, attaining status, or reemphasizing group cohesiveness. 

4. Defense Mechanism handles anxiety or fear. 

5. Intellectual assists in solving problems or dilenunas. 

7A\ (1984) also adds that, many types of humor fulfill one or more of these 

functions. Accordingly, it can be inferred that humor can function to elicit 

compliance and power. 

Humor as Social Control 

Another function that humor may have is as social control. Past research 

has theorized that humor is a technique of social control. For instance, Goffman 

(1%7) believed that humor assists in saving ones face by redefining the influence 

situation to another that is less dangerous. Martineau (1972) found that humor 

regulates group relations. Powell (1977) discovered how humor controls changes 

in groups. In all these instances, humor is viewed as a form of social control, a 

power that has the potential of influencing others. Hence, power and social control 

are similar terms and can be studied with humor. 

O'C^iin (1978) summarizes how different scholars viewed humor as a 

technique for social control. O'Quin (1978) reviews one of the first studies by 

Wallis (1922) which examined humor as a social control device. Further, she 

theorizes how humor is used to gain group conformity by citing Giles and Oxford's 

(1970) study which focused on how humor controls relationships. O'Quin (1979) 

speculates how humor elicits compliance. She found that humor does result in an 

increased proportional concession. 
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Humor Creativitv and Appreciation 

Ziv (1984) notes that there are two main aspects of humor that individuals 

must take into account: the ability to appreciate it and the ability to create it Ziv 

(1984) defines humor creativity as "the ability to perceive relationships between 

people, objects, or ideas in an incongmous way, as well as the ability to 

communicate this perception to others. The conrununication can be verbal or 

nonverbal, and it elicits smiling or laughter" (p. xi). Ziv (1984) further explains 

that humor appreciation means "the ability to understand and enjoy messages 

involving humorous creativity, as well as situations that are incongmous but not 

menacing" (p. xi). Likewise, these two aspects are important when examining 

humor, because as Ziv (1984) explains " When we speak of someone having a 

'good sense of humor,' we sometimes mean that the person possesses a well-

developed appreciation of humor and sometimes that he has a creative flair for it" 

(p. xi). 

Humor Orientation 

Not every individual is considered humorous; rather, humor is limited to a 

few individuals as most people serve as an active audience to the humorous 

individual (Booth-Butterfield & Booth-Butterfield, 1991). Communication 

research has only concentrated on different aspects and overlooked individual 

hiunor differences. For that reason, Booth-Butterfield and Booth-Butterfield 

(1991) studied enactments of humor from a production perspective. They believed 

that stressed humorous communication is an individual trait called, "humor 

orientation" (HO). In other words, high humor oriented people are those who use 
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different humor strategies in a variety of situations, while low oriented people avoid 

making humor attempts and do not try making other people laugh. 

Booth-Butterfield and Booth-Butterfield (1991) state that: 

Humorous enactments are defined here as intentional verbal 
and nonverbal messages which elicit laughter, chuckling, 
and other forms of spontaneous behavior taken to mean 
pleasure, delight, and/or surprise in the targeted receiver. 
The response of that observer can be further characterized as 
positive and desirable for the observer. There is a clear 
direction in the sequence of this definition. The 
communication of humor moves from the intentional 
communication of an actor to an observer's response, 
(p. 206) 

Further the researchers (1991) note that, "We reviewed the literature for 

extant scales which measured various features of humor, but found no scale which 

assesses individual differences in the use of humor as a communicative device" 

(p. 207). Thus, Booth-Butterfield and Booth-Butterfield (1991) created a Humor 

Orientation scale that measures differences in individuals' predisposition to enact 

humorous messages. The researchers found that the humor orientation scale is a 

valid and reliable measurement of people preferences in humor communication. 

Their results indicated that individual differences in the predisposition to enact 

humor can be reliably measured using the scale. Moreover, they found that high 

humor orientation (HO) individuals find more situations for humor enactments and 

use more diverse strategies for attempting to make people laugh. High HOs also 

recognize humor in more communication interactions than low HOs. 

It is pertinent to understand that "being funny" is not merely joke- or story

telling, because several items on the HO scale specifically refer to joke-telling, but 

many reference more abstract assessments of humor. Nevertheless, the findings 

from this research demonstrate that individuals differ in contexts perceived as 

appropriate for humor, complexity of humor, specificity of humor, and spontaneity 
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of humor enactments. Booth-Butterfield and Booth-Butterfield (1991) note, 

"Humorous commimication appears to be an encoded presentation which can be 

reliably identified across communicators, assessed via cognitive responses and with 

the Humor Orientation scale, and hence can offer new and interesting avenues of 

research" (p. 216). 

Later Wanzer. Booth-Butterfield, and Booth-Butterfield (1995) investigated 

the experimental support for individual differences in personalit>' components and 

behavior between sources \\ ho are low and high in Humor Orientation (HO). First, 

the researchers examined the relationship between HO and other traits, and found 

that people with higher humor scores were flexible in their communication. Also, 

higher HOs may adjust their behaviors in a wide variety of situations to use 

humorous messages. Furthermore, high HOs may use humor as a conversational 

transition or as an adaptation to difficult receivers. Likewise, the humor may be the 

key element people use to smooth their \\ ay through interactions. The correlation in 

the research data suggests that high HOs are not regulariy funny. The relationship 

with commimication adaptability suggest they adapt, appropriate, and accommodate 

certain situations. Hence, humor is a skill high HOs can bring out of their 

repertoire depending upon the expectations in the interaction. 

Humor orientation and reu ard impressions were similarly regulated. 

Participants who scored high on HO reported a stronger need for creating positive 

impressions in the interaction. Also, high HOs tr>' to elicit rewarding images. b\ 

entertaining and causing other to smile. This is more apparent with higher humor 

oriented people, because lower humor oriented people appear not to be concerned 

about the positive impressions supplied from other. The researchers also noted that 

there is a moderate relationship between HO and affective orientation which 

demonstrated that higher HO indi\ iduals are more likely to be aw are of emotions 
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and allow them to guide their communication. The researchers aver that feelings of 

happiness, ridicule and embarrassment are factors that may cause high HOs to enact 

humorous messages. 

In brief, Wazner et al. (1995) study demonstrate that these traits are related. 

Evidence from this study show that high HOs are really skillful humor-producers, 

because the high HOs also received higher ratings of 'Tunniness'" than low HOs. 

Surprisingly, people with higher humor orientation were able to provide more 

humor attempts in a limited time, eliciting greater willingness to make a try at 

humor. In their study, they conclude asserting that people who say they are 

Tunny" do exhibit more humor-producing commimication behaviors. 

Wazner, Booth-Butterfield, and Booth-Butterfield's (19%) latest research 

has focused on the role of humorous communication in interpersonal relationships, 

and the role of humor in social attractiveness in acquaintances. In this study, the 

researchers once again employed the Humorous Orientation scale. Rndings from 

this study show that higher HO was related to lower levels of loneliness. 

Moreover, acquaintances' perceptions of HO and self-reported HO were positively 

related, and individuals seen as more humorous were also seen as socially attractive 

(Wazner et al., 19%). Overall, this study indicated that there is no disadvantage in 

being a highly humor oriented individual. Wazner et al. (19%) state, "High HOs 

appear to be able to make friends, to have others see them as funny, and yet not to 

be mean or verbally aggressive in their interactions with others. These would 

certainly qualify as assets to an overall repertoire of social skills useful in 

developing relationships" (p. 51). 

Overall, the humorous orientation research has been useful in assessing 

social desirability, source intentionally, and individual perceptibilit}. Moreover, the 
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humorous orientation scale has been demonstrated as highly valid and reliable. Yet, 

the scale has never been used in an educational context 

Humor in Education 

For years educational scholars have been in disagreement over the 

significance and purpose of humor in the classroom. Humor has been seen as both 

an enhancement and a hindrance to classroom teaching and leaming (Shade, 19%). 

Neuliep (1991) believes that the use of humor in the classroom confers positive 

outcomes for the teacher and the student. Berwald (1992) believes that humor can 

animate the classroom environment, establish and maintain rapport, create 

motivation for leaming, and enhance acquisition and retention. Supporting this, 

many studies have reported that humor is effective in the college classroom to 

promote comprehension, create a positive environment, encourage student 

involvement, hold students' attention, foster cognitive development, and manage 

desirable behavior (Powell & Andresen, 1985). Moreover, Korobkin (1988) noted 

that humor increases retention of material, student-teacher rapport, attentiveness and 

interest, motivation toward and satisfaction with leaming, playfulness and positive 

attitude, individual and group productivity, class discussion and animation, 

creativity, idea generation, and divergent thinking. Also, Korobkin (1988) asserts 

that humor decreases academic stress, anxiety toward subject matter, dogmatism, 

and class monotony. Korobkin (1988) concludes that "While not all teachers 

should act like Johnny Carson at the blackboard, the thoughtful, spontaneous, or 

planned use of instructional humor can bring the wonder of play, wit, and wisdom 

into college leaming" (p. 158). 

Bryant, Crane, Comisky, and Zillmann (1980) examined the relationship 

between college teachers' use of humor in the classroom and students* evaluations 
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of their teachers. In general, Bryant et al. (1980) found that male instmctors' 

humor usage is positively related to appeal, delivery, and teaching effectiveness. 

Further, Bryant et al. (1980) found that female instructors' hostile humor use was 

related to enhanced appeal. Concurrently, female instmctors' nonhostile humor use 

was related to loss of appeal. 

Tamborini and Zillmann (1981) looked at the relationship between college 

students' perception of lecturers using humor. The researchers created four types 

of audio-taped lectures with no humor, sexual humor, other-disparaging humor, 

and self-disparaging humor by a male and female professor. Then college students 

listened to certain tapes and rated the instmctor on intelligence and appeal. 

Tamborini and Zillmann (1981) discovered that male professors, who have more 

female than male students, have higher appeal when they use sexual humor. The 

female professor, in the same situation would be perceived as more appealing if she 

incorporated self-disparaging humor into lectures. Overall, the utilization of humor 

in the college lecture has no effect on students' perception of the lecturer's 

intelligence. 

Darling and Civikly (1986) studied the effects of teacher humor on student 

perceptions of the classroom communicative climate. Their findings revealed more 

defensive reactions to male instructors who use nontendentious humor, and more 

defensive reactions to female instmctors who use tendentious humor. 

Furthermore, researchers found that instmctors that use no humor were viewed as 

more neutral and withdrawn than instmctors that use nontendentious or tendentious 

humor. Also, Darling and Civikly (1986) found that instmctors who did not use 

any humor at all perceived as more straightforward and honest than instmctors who 

used nontendentious or nontendentious humor. Moreover, instmctors that use 

humor were not perceived as sincere, but strategic. 
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Gorham (1988) found that there is a relationship between a teacher's humor 

use amount and students' affective and cognitive leaming processes. Gorham 

(1988) also discovered that humor positively affects students' perception of the 

teacher. Gorham (1988) indicates that humor is seen as a type of immediacy. She 

noted that the more students perceive the teacher as immediate, the more they 

perceive the teacher as using humor and making leaming more beneficial. 

Comedena and Semlak (1994) studied humor as a classroom 

commimication behavior and its effects on teacher effectiveness. These researchers 

discovered that traditional and nontraditional college students did not differ in their 

evaluations of teacher effectiveness. Consequently, the ratings of the use of humor 

did not significantly differ either. This finding indicates that students, regardless 

whether they are nontraditional or traditional, agree on what makes a teacher 

effective or ineffective. 

Campbell (1992) did an ethnographic study of a large college lecture class. 

She tried to discover what teacher behaviors motivate students toward cognitive and 

affective leaming. Fmdings verify that humor is used to produce a positive and 

fruitful classroom. 

Schacht and Stewart (1990) did a study on humor with the use of cartoons. 

These researchers found that humorously teaching statistics to social science 

students assists in reducing anxiety. Also, cartoon usage helped in improving the 

overall leaming classroom environment, and allowing instmctors more control to 

use humor. Schacht and Stewart (1990) note that humor may not reduce statistic 

anxiety directly, yet their results advocate the use of humor in the classroom. 

Edwards and Gibboney (1992) realized that humor is an essential element 

for instmctors in college classroom. They detected that genders react differently to 
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humor. Male instmctors were seen as more positive, effective, and appealing than 

female instmctors. 

Stuart and Rosenfeld (1994) studied the relationship between students' 

perception of teachers' use of humor in the classroom and student's perceptions of 

the classroom climate. Stuart and Rosenfeld's (1994) results indicated that students 

who perceived their teacher using little or no hostile humor, viewed the classroom 

as high in teacher control and task orientation. While teachers that were perceived 

to use hostile humor, students viewed theses classrooms as low in supportiveness, 

order and organization, and mle clarity. At the same time, teachers that were 

perceived to use little or no humor characterized as high in order and organization 

and affiliation, and low in supportiveness, involvement, defensiveness, and 

innovation. Stuart and Rosenfeld (1994) note that the type and amount of humor 

are cmcial factors in the classroom. 

Deneire (1995) found benefits in using humor to teach language and culture, 

if humor is introduced properly. Further, Deneire (1995) discovered that humor 

can reinforce and illustrate acquired knowledge. Deneire (1995) argues that humor 

has positive effects, but it is not used very often. 

Kaplan and Pascoe (1977) studied the effects of humor on comprehension 

and retention. The researchers had college students randomly watch either a serious 

lecture or a humorous lecture. Then the researchers tested the students immediately 

after the lecture and six weeks later. The findings of the research indicated that 

immediate comprehension was not promoted by the use of humor. 

Townsend and Maloney (1981) investigated humor and anxiety and its 

effects on class test performance. The researchers measured college students' 

anxiety and achievement level. Their findings revealed that high anxious students 

had lower achievement on humorous tests, and low anxious students had higher 
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achievement on humorous test. Based on their findings, the authors conclude that 

humor is not a positive factor in reducing anxiety with tests. 

Mimn and Gnmer (1981) analyzed "sick" jokes (jokes that were negative) 

and college students' perceptions. Findings indicated that "sick" jokes eventuated in 

negative perceptions of the speech and the speaker. The authors note that "sick" 

jokes may be appropriate for certain situations, but should be left out of formal 

speeches. 

Sagaria and Derks (1985) examined humor effects on college students' 

recall. The used high SAT college achievers and low SAT college achievers. Their 

results indicated that humor has little or no observable effect, or negative effect on 

both high SAT and low SAT college students' recall. 

Darling and Civikly (1984) studied the students' perceptions of teacher-

initiated humor. Darling and Civikly (1984) found that the teacher-student 

relationship is an important factor when investigating humor, because if there is not 

a relationship base students misinterpret the teacher's humor. Further, if the 

teacher's humor if misinterpreted, the students perceive a hostile classroom 

environment. Darling and Civikly (1984) also note that, "Humor that is not 

perceived as open, honest, and spontaneous may be more destmctive to the 

conmiimication climate than the absence of humor" (p. 804). Moreover, the 

researcher found that students respond negatively to a male teachers who used non-

aggressive humor and female teachers who used aggressive humor. 

Zemke (1991) studied humor and its effects. He notes that self-disparaging 

humor strengthens the presenter's image. Zemke notes that humor is only one 

factor that heightens interest. Moreover, he asserts that humor does not influence 

persuasiveness. 
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In brief, Civikly (1983) believes humor is a multifunctional communication 

tool that can be perceived both a virtue and a vice. McGhee (1989) notes that humor 

is essential to achieve one's interpersonal goals. Also, Booth-Butterfield and 

Booth-Butterfield (1991) note, "Humor is typically perceived as a positive 

communication attribute, one that generates support, approval and goal attainment" 

(p. 206). Civikly (1985) ascertained reasons why teachers use humor in their 

classrooms. Civikly found that teachers are aware of the social and psychological 

functions of humor and use it to emphasize those functions. Hence, if teachers 

have a desire to change student behavior or increase student leaming, then one 

could postulate that the use of humor would be beneficial to authorize power and 

gain student compliance. 

Summarv 

This chapter has created a literature review this study. The concepts of 

power, compliance, "power in the classroom," and humor were analyzed in depth. 

McCroskey and Richmond (1983) noted a strong link between power and 

communication. Further, Wheeless, Barraclough, and Stewart (1983) demonstrate 

that there is a relationship between power and compliance-gaining. However there 

is a lack of research examining these concepts relative to humor. 

Thus, this study will examine the relationship between the use of humor and 

power in order to gain compliance in the classroom. It is the researcher's intent to 

link past research with educational practices that influence students' perceptions of 

compliance and power. 
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CHAPTER 111 

RATIONALE 

The goal of this project is to examine humor attempts used by college 

teachers in order to be perceived as powerful and to gain perceived student 

compliance. A large amount of previous research has been done separately on 

power, compliance-gaining and humor, there is a deficiency of research to examine 

the effects of humor on compliance-gaining. The purpose of this study is to 

determine if there is a relation of humor and compliance-gaining. 

In 1978 O'Quin examined how humor influences compliance. She found 

that humor does result in an increased proportional concession. However, she did 

not focus specifically in the classroom context, nor did she specifically focus on the 

effectiveness of compliance. Moreover, OQuin (1978) did not focus on 

communication, rather she focused on psychological processes that mediate the 

effect of humor on compliance. 

Wheeless et al. (1983) argue that in order to influence others, one must be 

perceived as powerful. Furthermore, they deem that the individual who implements 

power, will be able to gain compliance. This proposed relationship has never been 

examined directly, specifically, in the relationship of humor and power, to elicit 

compliance in the classroom. 

Past research (e.g., Goffman, 1%7; Powell, 1977; Martineau, 1972) has 

shown that there are correlations between social control to humor; however, humor 

and power are regarded as separate entities. More specifically, individuals who 

posses power do not always posses humor and \ice versa. Rather, power is a 

quality one is perceived to have, and humor is an orientation one is perceived to 

manifest Although humor and power are different, they both rel\ on other 

38 



people's perceptions. Hence, if one is perceived as humorous and powerful, then 

perhaps that individual could also gain compliance. In other words, if a teacher is 

perceived as humorous and students like the teacher (referent power), that 

individual could increase students' compliance. Nevertheless, power is a broad 

concept, and in order to gain compliance, one method individuals may use is 

humor. 

A speculation that one may have is that an individual could be humorous 

and not gain compliance. Consequently, an individual could gain compliance 

without being funny. Obviously, compliance would be contingent on the receiver 

of the humorous message. Thus, one could speculate that (1) if the receiver finds 

the humor offensive, derogatory, or demeaning in any way, the likelihood of 

compliance is less; (2) if the receiver finds the humorous message funny, 

delightful, or arousing, then humor may enhance the likelihood of compliance. 

Humor may serve has a vehicle for the compliance-gaining tactic to make it more 

agreeable. Past literature has shown that certain compliance-gaining strategies are 

more effective than others (e.g.. Roach, 1991; Imai, 1991; Rahim, 1989). If this 

finding holds tme, it will be apparent in this study, which investigates how humor 

affects compliance-gaining strategies. 

Graham (1995) found that a high sense of humor promotes the reduction of 

uncertainty and assists in social distance between the communicators. Graham's 

research implies that humor facilitates how one individual can relate to another. This 

relationship or identification with another is similar to French and Raven's (1959) 

referent power. Hence, the more one understands or relates to another individual 

through humor, one can also assess referent power. This understanding or relating 

with the teacher falls into Wheeless et al.'s (1983) relationship/identification 

category. 
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Stephenson (1951) conducted a sociological analysis of humor focusing on 

its control and conflict functions. He noted that humor which presents conflicts is 

really a control mechanism that expresses the common value system as well as 

minimizes the notion of class or status conflict and consciousness. Likewise, 

French and Raven's (1959) coercive power may evoke conflict in the receiver of the 

message, because he/she does not want to be punished. However, if coercive 

power is employed with humor, it might minimize the conflict, hence rendering 

receiver compliance. 

Marwell and Schmitt (1%7) stated that: 

It is clear that people spend a good deal of time trying to get 
others to act in ways they desire. It is equally clear that 
people vary in the ways they go about attempting such 
interpersonal control. Yet, students of social control have 
only recently begun to explore these variations. Most 
research has concentrated on why people comply rather than 
on how they go about gaining compliance, (p. 360) 

These researchers argue that most scholars study why compliance is performed 

rather that how compliance is gained, the goal of this project is to examine if humor 

affects compliance-gaining. After all, Garko (1990) warrants that: 

the interaction between an agent and target is the lowest 
common denominator in determining compliance. How 
agents communicate their influence messages and how 
targets interpret and respond to those messages is at the root 
of any useful attempt to explain the compliance-gaining 
process, (p. 154) 

Further, Engelmann and Colvin (1983) stated that," Because compliance 

occurs when the leamer does what the teacher directs, compliance is at the 

foundation of instmction" (p.3). On that account, this research project will attempt 

to analyze how humorous communication affects compliance in the college 

classroom. 
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To further the reason for studying the effects of humor in the classroom, the 

students will be the main participants in this study. The researcher agrees with 

McCroskey and Richmond (1983) who deem that: 

Students will respond in the classroom on the basis of how 
they perceive that classroom to be, not the basis of how their 
teacher perceives it Their perceptions of their teacher's 
behavior, while certainly affected by what the teacher thinks 
and does, are direct precursors of their classroom behaviors, 
(p. 183) 

In this study, the researcher feels that the individuals affected by the 

humorous communication are the students, because the students are the targets of 

the communication interaction. The teachers' use of humor in the classroom is 

reflected by the students' perception of that usage. Lf students perceive the teacher 

using humor and using humor effectively, it will be apparent in the results. 

The researcher will measure power by using Stewart, Wheeless, and 

Barraclough's (1984) power scale, which incorporates power bases from French 

and Raven (1960), Etzioni (1%1), Kelman (1%1,1974), Parsons (1%3), and 

Mitzberg (1983). Since compliance-gaining is an enactment of power, it will be 

interesting to identify which power bases are used most frequently by teachers. In 

order to measure students' perceptions of compliance-gaining, the researcher will 

employ Keamey, Plax, Richmond, and McCroskey's (1984) behavior alteration 

scale. The behavior alteration scale is a typology of compliance-gaining tactics that 

Keamey et al. (1984) reported teachers using in the classroom to get their students' 

compliance. 

Several practical and theoretical implications would result from this research 

perspective. First, information of how one's humor impacts another would be 

helpful for teachers who want to gain more powerful perceptions. Second, a study 

that demonstrates humor to foster students' compliance would be very beneficial for 
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teachers who have difficulty gaining in this area. Third, findings of this study may 

assist teachers who would like to incorporate humor in their classroom, but do not 

know its effects. In brief, results from this study will further explain existing 

research concerning the effects of compliance-gaining and humor in the classroom. 

Moreover, effective uses of humor could cultivate improvements in teaching, thus 

creating a more effective and productive leaming environment. 

Research Questions 

Not only does this study focus on the use of humor in the classroom to gain 

compliance, this investigation also explores the different bases of power to gain 

compliance and their relation to humor. Given the information on past research, the 

following research questions are proposed. 

First, from the literature review, humor, like power, can be viewed as a 

potential source of social influence. It would be interesting to see if humor and 

power have any type of relationship. It may be that teachers who are perceived by 

students to have a certain humor orientation are also likely to have certain trends in 

power base use. Therefore, two research questions will address this. Research 

question one states: 

RQl: What is the relationship between students' perceptions of teachers' bases of 

power use and teachers' humor orientation? 

Research question two seeks: 

RQ2: What is the relationship between student's perceptions of teachers' power use 

and teachers' power use when used with humor? 

Next, since humor has a potential for positive effects in the classroom, 

students may be more likely to comply with a teacher who uses humor. It would be 
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critical then to see if humor is used with compliance-gaining attempts. Hence, the 

third research question inquires: 

RQ3: What is the relationship between perceptions of teacher humor use and 

perceptions of teacher use of behavior alteration techniques (compliance gaining 

strategies)? 

It is very likely that a teacher could use bad humor or could use humor 

ineffectively. Such a case might actually create a hostile or negative environment 

In light of this, one must consider more than whether or not a teacher uses humor; it 

is critical to establish whether or not this humor is effective or not in gaining 

compliance. Further, it would be informative to determine effectiveness of humor 

attempts that students' perceive teachers to use in order to gain compliance. This is 

beneficial information, because it indicates the possibility of students' perceptions 

of compliance when humor is used. Thus, the fourth research question probes: 

RQ4: Are compliance-gaining/power strategies that are used with humor perceived 

as effective at attaining students' compliance? 

Three research questions will try to explore humor orientation and its 

relation to students perceptions of instmctor power and compliance-gaining use. It 

may be that certain teachers (and students) are more predisposed or oriented to 

humor than are other teachers. Such a "humor orientation" may well influence not 

only the frequency and effectiveness of an instmctor's humor use but could also 

influence student perceptions of instmctor humor use as well. Accordingly, the last 

three questions query: 

RQ5: How does the humor orientation of students relate to their perceptions of 

college teachers' humor orientation? 

RQ6: How does the humor orientation of students relate to their perceptions of 

teachers' power and compliance-gaining tactics when used with humor? 
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RQ7: How do students' perceptions of teachers' humor orientation affect their 

perceptions of teachers' humor use of power and compliance-gaining tactics? 

In summary, it would be beneficial to stud} the effects of humor and its 

potential consequences on power and compliance perceptions. The findings of these 

research questions would be advantageous and helpful to instmctors who presentiy 

use humor or those who are considering the use of humor in their classrooms. 
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CHAPTER IV 

METHODOLOGY 

This chapter will address the method by which the study was conducted. 

Chapter IV entails a discussion of the subjects used, the instruments used, and the 

procedures applied. This study is unlike past studies on humor, because it 

specifically focuses on students' perception of teacher uses of humor to enact 

power and gain compliance. The problem proposed is to identify the relation of 

humor and power to gain compUance by using quantitative techniques in a survey 

of a sample of university students. 

Participants 

Subjects were students selected from diverse educational levels and 

academic disciplines at a large southwestem university. Participation of students 

was determined by instmctors who warranted the permission to administer the 

survey. 

Approximately 600 students filled out a survey on a voluntary and 

confidential basis. The final number of participants who completed the entire survey 

was 428 students. The demographics of the subject pool are as follows: 241 

females and 187 males; 21 Freshman, 45 Sophomores, 118 Juniors, 236 Seniors, 

7 Graduate students, and 1 student who classified himself or herself as "other." 

Age ranged from 16-57 years with a median age of 22.3. 

Students were instmcted to complete the survey based on the class (and the 

instmctor of) which they attended before this one. Two hundred seventy-nine 

participants completed the survey referencing male instmctor, while 149 

participants completed the survey referencing female instmctor. Two hundred 
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ninety-three of the instmctors referenced were professors; ninety-eight were 

teaching assistants; and thirty-seven were other instmctor ranks. 

Instruments 

Students completed adapted versions of four different scales. Student 

perceptions of teacher power use were measured with an adapted version of the 

Perceived Power Measure (Student, 1%8). The Perceive Power Measure consists 

of ten power-based questions on a 5-point Likert scale (from l=strongly disagree to 

5=strongly disagree). Even though the adapted version was based on Student*s 

1%8 study, the researcher of this study created a scale that was more student-

teacher focused rather than supervisor-employee focused. 

Student perceptions of instmctor power use was also measured with 

another scale. To assess this measurement, the scale used was an adapted version 

of Stewart, Wheeless, and Barraclough's (1984) power scale. Stewart et al.'s 

(1984) power scale consists of twenty-one Likert-type items used to measure power 

uses and effectiveness. Each of the items represents one of Wheeless et al.'s (1983) 

power typologies: expectancies/consequences (items 1, 2, 3,4, 5, 16, and 17), 

relationship/identification (items 6,7, 8, 9, 10 ,18, and 19), and values/obligations 

(items 11, 12, 13, 14, 15, 20, and 21). Further, each power item also represents a 

specific power base. For instance, number one which states, " My teacher gets 

students to do certain things by rewarding them." Item one falls into the 

expectancies/consequences category, but also represents French and Raven's 1960 

reward power. The adaptation to this scale was another column to measure humor 

uses and changes in wording from "I" to "My teacher." The students were ask to 

rate if the instmctor uses the compliance-gaining technique on a five point scale 

from l=never to 5=always. The same five-point system was employed to rale 
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humor frequency when used with each item and was classified as "humor uses." In 

the category of effectiveness, the five point scale started with 1 meaning very 

ineffective to 5 being very effective. 

Instmctor humor orientation was measured with an adapted version of the 

Humor Orientation scale (Booth-Butterfield & Booth-Butterfield, 1991). The 

Humor Orientation scale is a 17-item, Likert-type 5-point scale, from 5=strongly 

agree to l=strongly disagree, which evaluates the possibility that the individual will 

produce humorous messages. Scores range from a low of 17 to a high of 85. 

Booth-Butterfield and Booth-Butterfield (1995) note that the scale, "measures a 

communicator's predisposition to use humor frequendy and effectively across many 

different social situations. Previous research has shown the scale to be 

unidimensional with good reliability and test-retest stability. Cronbach's alpha for 

the HO scale was .92, and the Spearman-Brown (corrected) estimate was .93. " 

(pp. 146-147). The scale is divided into two dimensions: frequency of use and 

effectiveness of use. The frequency of use items are 1, 3, 4, 5, 7, 11, 12, 14, and 

17; and the effectiveness of use are items 2, 6, 8, 9, 10, 13, 15, and 16. The 

humorous orientation scale was used in its original format for students to assess 

themselves, and an adapted format for students to assess their teacher's use of 

humor. Since the researchers did different statistical comparisons, the scale was 

used as a unidimensional measure as they suggested. 

In addition to the Wheeless et al (1983) scale , teacher compliance-gaining 

use was also measure with the BATs and BAMs typology (Keamey, Plax, 

Richmond, & McCroskey, 1984). This scale consists of 22 sets of behavior 

alteration techniques, and rates on a 5-point scale on the dimensions of uses and 

effectiveness. The labels were omitted from the questionnaire. Each technique 

represented an independent category. However, for the purposes of this study, two 
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categories were used for study: prosocial and antisocial (Keamey, Plax, Sorensen, 

& Smith, 1988). Prosocial BATs are: Immediate Reward from Behavior (#1), 

Deferred reward (#2), Reward from Others (#4), Self-esteem (#5), Responsibility 

to Class (#15), Normative Rules (#16), Altruism (#18), Peer Modeling (#19), 

Teacher Modeling (#20), Expert Teacher (#21), and Teacher Feedback (#22). 

Antisocial BATs are: Punishment from Teacher (#7), Punishment from Others (#8), 

Guilt (#9), Teacher/Student Relationship: Negative (#11), Legitimate-Higher 

Authority (#12), Legitimate -Teacher Authority (#13). Also, an extra column, 

entitled "uses of humor," was added to Keamey et, al's (1984) behavior alteration 

scale, to examine teacher humor uses. Uses and uses of humor were rated from 

l=never, 2=seldom, 3=sometimes, 4=often, and 5=always. The effectiveness 

category was on a scale of l=very ineffective, 2=somewhat effective, 3=imdecided, 

4=somewhat effective, and 5=very effective. 

Alpha reliabilities for the instruments used are given in Table 4.1. Also, the 

means and standard deviations of the scales are displayed on Table 4.2. The entire 

completed survey (see Appendix A) consisted of questions pertaining to humor, 

compliance, and power. Two surveys were made with the same scales. One was 

made in reverse order to insure reliability, validity, and other variables such as 

subject fatigue or subject miscomprehension. 

The entire questionnaire was two pages in length and required 

approximately fifteen minutes to complete. The first part of the questionnaire was 

created to obtain demographic information. Anonymity was guaranteed for 

responses to demographic questions, as well as all other responses. Some 

instmctors offered extra credit as an incentive to complete the survey, while others 

did not offer anything. 
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Procedures 

Before data were collected, several preliminary actions were executed. 

After the questionnaire was revised, permission was required by the Use of Human 

Subjects Committee. Once permission was granted (Appendix B), a pretest was 

performed on seventy-eight students to determine the reliability of the added "uses 

of humor" column. Assessments were conducted to verify the validit>' and 

reliability of this instrument. With an Cronbach's alpha of.%, the instmment 

proved to be valid. 

Different instmctors were randomly selected throughout the university, and 

asked if the principal investigator or a trained assistant could administer the 

questionnaire. Instmctors allowed the main researcher and or a trained research 

assistant to conduct the entire data collection process. Students were informed that 

their responses would remain confidential and anonymous. Also, the researcher 

stressed that this study was voluntary and that their assistance was greatly 

appreciated. Data were collected immediately after the completion of the survey by 

the students. Then, the data was coded, processed, and analyzed using Statistical 

Analysis Systems (SAS) (SAS Institute, 1985). 
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Table 4.1 

Alpha Reliabilities for Scales 

Alpha Reliabilitv 

Perceived Power Measure .56 

Compliance-gaining 

Uses .90 

Effectiveness .92 

Uses of Humor .96 

Humor Orientation 

Instmctor .92 

Student (self assessment) . 86 

Behavior Alteration Scale 

Uses .92 

Effectiveness .94 

Uses of Humor .95 
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Table 4.2 

Means and Standard Deviations for Each of the Scales 

Means S.D. 

Perceived Power Measure 32.19 4.69 

Compliance-gaining 

Uses 

Effectiveness 

Uses of Humor 

Humor Orientation 

Instmctor 

Values /Obligations 
Expectancies/Consequences 
Relationships/Identification 

Values /Obligations 
Expectancies/Consequences 
Relationships/Identification 

Values /Obligations 
Expectancies/Consequences 
RelationshipsAdentification 

Effectiveness 
Frequency 

Student (self assessment) 
Effectiveness 
Frequency 

Behavior Alteration Scale 

Uses 

Effectiveness 

Uses of Humor 

Anti-social 
Pro-social 

Anti-social 
Pro-social 

Anti-social 
Pro-social 

54.75 
17.85 
17.23 
17.85 

60.40 
20.70 
20.72 
18.98 

49.64 
16.72 
16.90 
16.03 

48.62 
26.03 
28.54 

58.35 
27.37 
30.98 

42.60 
24.01 
11.30 

51.72 
28.16 
14.12 

42.60 
22.29 
11.62 

15.30 
5.67 
5.47 
5.67 

16.49 
6.33 
6.07 
6.02 

20.23 
7.34 
6.% 
7.05 

11.33 
6.65 
6.98 

9.94 
4.85 
5.71 

14.83 
7.% 
5.18 

18.78 
9.79 
6.80 

14.83 
9.20 
5.93 
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CHAPTER V 

ANALYSIS AND RESULTS 

This chapter presents the results of analyses for each research question. 

Each question is addressed in tum. 

Research Ouestion 1 

The first research questions asks: "What is the relationship between 

students' perceptions of teachers' power base use and teachers' humor orientation?" 

Since the adapted version of perceived power measure scale had questionable 

reliability (alpha =.56), the findings of this question might also be unreliable. 

Hence, one should not weigh too much reliability on the results of this question. 

Simple correlations were run on the instmctor's humor orientation scale and the 

perceived power measure. The perceived power measure was divided into five 

distinct categories: coercion, reward, legitimate, referent, and expert. Results of 

this question indicate that reward (r=.25), referent (r=.31), and expert (r=.39) 

power bases are all significantly correlated with perceived teacher humor orientation 

(^.0001). On the other hand, coercion (r=-.00,E>.93) and legitimate (r=.03. 

2>.49) power bases were not significantly related to humor orientation. 
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Table 5.1 

Correlations of Teacher's Bases of Power Use and Teachers' Humor 
Orientation _ _ _ _ ^ 

Teacher's Teachers' Humor Orientation 
Bases of Power 

Coercion -.0044 

Reward .2542 * 

Legitimate .0331 

Referent .3109 * 

Expert .3784 * 

•Indicates significance at 2<.0001. 

Another correlation was done using the instmctor's humor orientation scale 

and Wheeless et al.'s (1983) power categories: expectancies/ consequences, 

relationships/identifications, and values/obligations. These correlations proved to be 

significant (2<.0001). The expectancies/consequences correlation was significant 

(i^.24.) The relationships/identification correlation was also significant (r=.20). 

The values/obligations was also significantly correlated with instmctor humor 

orientation (r=.25). These results are given in Table 5.2. 

The researcher was interested to see if there was a significant difference 

between the correlation values of each of the power typologies. Hence, a Fisher's 

r-to-z transformation was performed to test for difference between the dependent 

correlations. The Fisher's r-to-z transformation test is a mathematical calculation 

that looks at the significant differences between the variables and assesses 

differences. Results from the test revealed that there is no significant difference 

between one correlation to another. In other words, all the correlations between 
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power categories do not drastically differ. All the power categories are in the same 

range of correlation value. This indicates that one power category does not exert 

significantly more influence than the others. 

The results for research question one indicates that, as perceived by 

students, insttiictor power rating as rated in the perceived power measure scale is 

not highly correlated with humor orientation. The first correlation indicated that 

there were higher correlations for referent, reward, and expert power. However, 

when instmctors do appear to be oriented to use humor, this perceived orientation is 

slightiy positively related to their use of power in all Wheeless et al.'s (1983) three 

categories. Results indicate that students' perceptions of power are higher 

values/obligation and expectancies/consequences categories than the 

relationship/identification category. 

Table 5.2 

Correlations between Wheeless et al.'s Power Categories and the Teacher Humor 
Orientation 

Power Categories Teacher Humor Orientation 

Expectancies/Consequences .24 

Relationship/Identification .20 

Values/Obligations .25 
_ _ _ _ _ 
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Research Ouestion 2 

Research question two asks, "What is the relationship between student"s 

perceptions of teachers' power use and teachers' power use when used with 

humor?" To understand the relationship between these two variables a correlation 

was run for every item between two columns from the survey: the power items 

"uses" column and the power items "uses of humor" column. All correlations were 

significant (^.0001). The correlation results are displayed in Table 5.3. Table 5.3 

also displays each power items in regards to each power base that it was derived 

from as reviewed by Wheeless et al. (1983). 

It is worth noting five of the strongest correlations and the corresponding 

power base that is was derived from: item fifteen (Kelman's 1%1 compliance), 

r=.52; item eighteen (Wheeless et al.'s (1983) relationships/identification, r=.51: 

item eleven (Etzioni's 1%1 pure normative), r=.50; item thirteen (Parson's 

persuasion), r=.50; item twenty (Wheeless et al.'s 1983 values/obligations), r=.50. 

As stated earlier, all correlations are significant (^.0001). 
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Table 5.3 

Correlations Between each Power Tactic Use and Power Tactic Humor Use 

Item 
No. 

Power Tactic Power Bases 

8 

11 

12 

1. My teacher gets students to do 
specific things by rewarding them. 

2. M\ teacher gets students to do 
certain things to avoid punishment 

3. My teacher gets students to do a certain 
thing for something in return. 

4. My teacher gets students to do 
tMngs to make the 
situation better for thent 

5. My teacher gets students to not do something, 
to avoid making the situation worse. 

6. My teacher gets students to do things 
because he/she knows how they should be done. 

7. My teacher gets students to do a certain 
thing because they know that the teacher would do it 
My teacher gets students to do a 
certain thing because they know it 
makes them acceptable to the 
teacher and/or others that they like. 

9. My teacher gets students to do certain things 
because they think it makes them like the 
teacher. 

10. My teacher gets students to do 
a specific thmg using 
his/her authority as the teacher. 
My teacher gets students to 
do the right thing in order to 
make them feel better about 
themselves. 
My teacher gets students 
to do sometMng because they believe 
it is the proper thing to do. 

13. My teacher gets students to do 
certain things by making them 
n ant to do die right thing. 

14. My teacher gets students to 
avoid doing some things by making 
not want to do the wTong thing. 

15. My teacher gets students to do 
certain things so they will get a 
favorable reaction from the teacher. 

16. My teacher gets students to 
do things to bring about good 
results for them. 

17. My teacher gets students to avoid 
doing certain things to prevent 
bad results for them. 

18. My teacher gets students to do 
certain things because they 
like the teacher. 

19. My teacher gets smdents to do 
a certain thing simply 
because the teacher does it 

20. My teacher gets students to do 
something because it is die 

moral or just thing to do. 
My teacher gets students to do a 
certain thing because they 
have an obligation to do it. 

^OOL 

21 

Reward (French & Raven, 1960) 

Coercive (French & Raven, 1960: Etzioni, 1%1) 

Remunerative (Etzioni, 1%1) 

Inducement (Parsons, 1963) 

Deterrence (Parsons, 1963) 

Expert (French & Raven, 1960) 

Referent (Rench & Raven, 1960) 

Referent (Rench & Raven, 1%0) 

Social (Etzioni, 1961) 

Identification (Kelman, 1%1) 

Pure Normative (Etzioni, 1%1) 

Internalization (Kelman, 1%1) 

Persuasion (Parsons, 1963) 

Activation of Commitments (Parsons, 1963) 

Compliance (Kelman, 1%1) 

(Expectancies/ Consequences)* 

(Expectancies/Consequences)* 

(Relationships/Identification)* 

(Relationships/Identification)* 

(\alues/Obli gallons)* 

(Values/Obligations) * 

.43 

.40 

36 

.48 

.46 

.36 

.47 

.49 

.43 

.26 

.50 

.45 

.50 

.46 

.52 

.46 

35 

.51 

.46 

.50 

.27 

* Wheeless et al •s. (1983) 
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Research Ouestion 3 

The third research question inquired, "What is the relationship between 

perceptions of teacher humor use and perceptions of teacher use of behavior 

alteration techniques (compliance-gaining strategies)?' In order to find the 

relationship between these two variables, a correlation was mn between each BAT 

use and each BAT humor use. Results found that certain BATs had a higher 

correlation level than other BATs. Table 5.4 displays the results. All correlations 

were significant (^.0(X)1). Again, it is important to note the five highest 

correlation values. The highest correlation values was self-esteem, r=.50. The 

other high correlation values were: expert teacher, r=.49; peer modeUng, r=.48; 

teacher modeling, r=.49; and normative mles, r=.48. 

Table 5.4 

Correlations Between Each Behavior-Alteration Technique Use and Humor Use 

Behavior Alteration Technique r 
1. Immediate Reward from behavior .37 
2. Deferred reward from behavior .25 
3. Reward from teacher .41 
4. Reward from others .36 
5. Self-esteem .50 
6. Punishment from behavior .37 
7. Punishment from teacher .44 
8. Punishment from others .43 
9. Guilt .46 
10. Teacher-smdent relationship (+) .44 
11. Teacher-smdent relationship (-) .32 
12. Legitimate higher authority .41 
13. Legitimate teacher authority .41 
14. Personal smdent responsibility .40 
15. Responsibility to the class .44 
16. Normative mles -48 
17. Debt .41 
18. Altruism .45 
19. Peer modeling .48 
20. Teacher modeling .48 
21. Expert teacher .49 
22. Teacher feedback .38 
_ _ _ _ _ 

57 



Research Ouestion 4 

The fourth research question asked, "Are compliance-gaining/power 

strategies that are used with humor perceived as effective at attaining students' 

compUance?" For this question a simple regression was performed on Wheeless et 

al.'s (1983) power typology between the categories of effectiveness and humor 

uses. The criterion variable was the effectiveness and the predictor variable was 

humor uses. Results indicated that humor use reliably predicts compliance-gaining 

effectiveness (F [1/476]=211.38, E<0001. , K ' = . 3 3 , E <.0001). 

Also, a run regression was mn on Keamey et al.'s (1984) behavior 

alteration scale. Results indicated that humor use reliably predicts behavior 

alteration effectiveness(F [1/4761=169.07, u. <.0001,R^=.28, p <.0001). These 

findings indicate that perceived use of humor with compliance-gaining techniques 

and humorous behavior alteration techniques affect the perceptions of effectiveness. 

In addition, correlations were run between each power effectiveness item 

rating with the corresponding power humor use rating. All correlations were 

significant (2<0001). Findings indicated that certain power items were more 

effective than others when used with humor. The highest correlations were: item 4 

(Parsons's 1963 Inducement), r=.50; item 9 (Etzioni's 1961 social power), r=.49; 

item 14 (Parsons's 1%3 activation of commitments), r=.49; and item 7 (French & 

Raven's 1960 referent power), r=.48. These findings are displayed on Table 5.5. 

Further, correlation procedures were performed between each BAT 

effectiveness rating and corresponding BAT use of humor. The highest correlation 

values among these variables were: normative mles, r=.43; self-esteem, r=.43: 

reward from others, r=.42; and debt, r=.41. Again, all correlations were significant 

(^.0001). These findings are illustrated on Table 5.6. 
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Table 5.5 

Correlations Between each of Wheeless et al 's (1983) Power Items on 
Effectiveness and Use of Humor 

Power Item r 

1. My teacher gets students to do specific things 
by rewarding them. .37 

2. My teacher gets students to do certain things to avoid punishment. .44 
3. My teacher gets students to do a certain thing for something in return. .43 
4. My teacher gets students to do things to make the 

situation better for them. .50 
5. My teacher gets smdents to not do something, to avoid making the 

situation worse. .46 
6. My teacher gets smdents to do things because he/she knows how they 

should be done. .37 
7. My teacher gets students to do a certain thing because they 

know that the teacher would do it. .48 
8. My teacher gets smdents to do a certain thing because they know it 

makes them acceptable to the teacher and/or others that they like. .46 
9. My teacher gets students to do certain things because they 

think it makes them like the teacher. .49 
0. My teacher gets smdents to do a specific thing using his/her 

authority as die teacher .40 
1. My teacher gets smdents to do the right thing in order to make 

them feel better about themselves. .47 
2. My teacher gets students to do something because they believe 

it is the proper thing to do. .44 
3. My teacher gets smdents to do certain things by making them 

want to do the right thing. .45 
4. My teacher gets students to avoid doing some things by making .49 

not want to do the wrong thing. 
5. My teacher gets smdents to do certain things so they will get a 

favorable reaction from the teacher. .45 
6. My teacher gets students to do things to bring about good 

results for them. .47 
7. My teacher gets smdents to avoid doing certain things to 

prevent bad results for them. .39 
8. My teacher gets smdents to do certain things because 

they like the teacher. .43 
9. My teacher gets smdents to do a certain thing simply 

because the teacher does it. .35 
20. My teacher gets smdents to do something because it is the 

moral or just thing to do. .41 
21. My teacher gets students to do a certain thing because 

they have an obhgation to do it. .32 
_ _ _ _ _ 
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Table 5.6 

Correlation between Keamey et al's (1984) BAT scale on the categories of 
Effectiveness and Use of Humor 

Technique 

1. Immediate reward from behavior . 3 9 
2. Deferred reward from behavior .33 
3. Reward from teacher . 3 6 
4. Reward from others .42 
5. Self-esteem .43 
6. Punishment from behavior . 3 8 
7. Punishment from teacher .30 
8. Puni shment from others . 3 7 
9. Guilt .31 
10. Teacher-student relationship (+) .38 
11. Teacher-student relationship (-) .34 
12. Legitimate higher authority . 3 5 
13. Legitimate teacher authority . 3 2 
14. Personal student responsibility .38 
15. Responsibility to class .38 
16. Normative mles .43 
17. Debt .41 
18.Altmism .39 
19. Peer modeling .38 
20. Teacher modeling . 3 9 
21. Expert teacher . 3 5 
22. Teacher feedback .24 
p<.0001. 
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Research Ouestion 5 

The fifth research question asked, "How does humor orientation of students 

relate to their perceptions of college teachers' humor orientation?" A simple 

correlation was mn between the student perceptions of the instmctor's humor 

orientation and the student's humor orientation. The overall score was used for the 

correlation. The findings were not significant. Means and standard deviations are 

displayed on Table 5.7. 

Table 5.7 

Means and Standard Deviations 

Variables Means S.D. 

Instmctor Humor Orientation 48.62 11.33 

Student Humor Orientation 58.35 09.94 

All correlations were not significant. (g_ <.95.) 

Since the correlation was not significant, the humorous orientation scale 

was divided into two separate categories: effectiveness and frequency. It was the 

researcher's intent to look in-depth at each category to see if it played a role. Each 

category was correlated between the perceived teacher and student's own humor 

orientation. Findings indicated that effectiveness r=.016, £ <.74 and frequency r=-

0.01, E <.79. Hence, using the scale as a dimensional model resulted in the same 

conclusion as using the scale as a unidimensional model, that the correlation 

between student orientation and teacher orientation as perceived by the students is 

not significant. 
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Research Ouestion 6 

The sixth research question asked, " How does humor orientation of the 

students relate to their perceptions of teachers compliance-gaining/power tactics 

when used with humor?" The researcher ran a correlation between the student 

humorous orientation scale, the different power typologies, and the behavior 

alteration prosocial and antisocial categories. Results are demonstrated on Table 

5.8. All correlations were not significant. 

Table 5.8 

Correlations Between Student Humor Orientation, the Different Power Categories, 
and the Two Different Behavior Alteration Categories 

Categories 

Expectancies/consequences 

Relationship/identification 

Values/obligations 

Antisocial behavior alteration techniques 

Prosocial behavior alteration techniques 

r 

.01 

-.02 

-.00 

-.03 

-.04 

£ 

.78 

.72 

.99 

.52 

.38 
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Research Ouestion 7 

The last research question inquires, "'How do students' perceptions of 

teacher's humor orientation affect students' perceptions of teachers' humor use of 

compliance-gaining/power strategies?" For the final research question, many 

correlations were mn. The first correlation was mn between the teacher's humor 

orientation and each of the power humor use items from Wheeless et al.'s (1983) 

power scale. All of these correlations were significant (2<.0001). Findings are 

summarized on Table 5.9. The highest correlations values with this scale were: item 

sixteen (Wheeless et al's 1983 expectancies/consequences); item eleven (Etzioni's 

1961 pure normative power), r=.41; and item seventeen (Wheeless et al's 1983 

expectancies/consequences), r=.40. 

Another correlation was performed using the instmctor humor orientation 

scale and the "humor uses column" of each behavior alteration technique. When 

using the behavior alteration scale, results indicated some significance with certain 

BATs and no significance with other BATs. The BATs that were significant were: 

immediate reward from behavior, r=.28; deferred reward from behavior, r=.32; 

reward from teacher, r=21; expert teacher, r=.31; and teacher feedback, r=.27. 

Results of this correlation are shown on Table 5.10. 

63 



Table 5.9 

Correlations Between The Teacher's Humor Orientation and 
Use of Humor with Each Power Item 

Power Item i_ 

1. My teacher gets students to do specific things by rewarding them. .32 
2. My teacher gets students to do certain things to avoid punishment. .21 
3. My teacher gets students to do a certain thing for something in retum. .25 
4. My teacher gets smdents to do things to make the 

simation better for them. .38 
5. My teacher gets smdents to not do something, to avoid making the 

situation worse. .29 
6. My teacher gets smdents to do things because he/she knows 

how they should be done. .34 
7. My teacher gets smdents to do a certain thing because they 

know that the teacher would do it. .38 
8. My teacher gets smdents to do a certain thing because they know it 

makes them acceptable to the teacher and/or others that they like. .33 
9. My teacher gets smdents to do certain things because they 

think it makes them like the teacher. .28 
0. My teacher gets smdents to do a specific thing using his/her 

authority as the teacher .30 
1. My teacher gets smdents to do the right thing in order to make 

them feel better about themselves. .41 
2. My teacher gets smdents to do something because they believe 

it is the proper thing to do. .35 
3. My teacher gets smdents to do certain things by making them 

want to do ti^e right thing. .37 
4. My teacher gets smdents to avoid doing some things by making .36 

not want to do the wrong thing. 
5. My teacher gets smdents to do certain things so they will get a 

favorable reaction from the teacher. .34 
6. My teacher gets smdents to do things to bring about good 

results for them. .43 
7. My teacher gets smdents to avoid doing certain things to prevent 

bad results for them. .40 
8. My teacher gets smdents to do certain things because they 

like the teacher. .36 
9. My teacher gets smdents to do a certain thing simply because the teacher 

does it. .26 
20. My teacher gets smdents to do something because it is the 

moral or just thing to do. .28 
21. My teacher gets smdents to do a certain thing because they 

have an obhgation to do it. .30 
_ _ _ _ _ 
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Table 5.10 

Correlation between Each Behavior Alteration Techniques Humor Use and 
Teacher's Humor Orientation 

Technique 

1. InMnediate reward from behavior 
2. Deferred reward from behavior 
3. Reward from teacher 
4. Reward from others 
5. Self-esteem 
6. Punishment from behavior 
7. Punishment from teacher 
8. Punishment from others 
9. Guilt 
10. Teacher-student relationship (+) 
11. Teacher -student relationship (-) 
12. Legitimate higher authority 
13. Legitimate teacher authority 
14. Personal student responsibility 
15. Responsibility to class 
16. Normative mles 
17. Debt 
18. Altruism 
19. Peer modeling 
20. Teacher modeling 
21. Expert teacher 
22. Teacher feedback 

28 

32 

21 

17 

09 

07 

08 

05 

09 

08 

10 

13 

08 

15 

09 

06 

02 

09 

11 

11 

31 

27 

.0001 

.0001 

.0001 

.0005 

.0562 

.1425 

.1065 

.2978 

.0680 

.1150 

.0450 

.0070 

.1037 

.0026 

.0901 

.2192 

.7255 

.0608 

.0195 

.0188 

.0001 

.0001 
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CHAPTER VI 

DISCUSSION 

The purpose of this study was to investigate if humor uses employed by 

college instmctors affects perceptions of power and compliance-gaining. For the 

most part, the results of this study revealed that humor does affect students" 

perceptions of instmctor compliance and power use. In this chapter, the results of 

the research questions are discussed. Limitations, suggestions for future research, 

and conclusions from this study are also presented. 

Research Ouestion 1 

The first research question examined the relationship between teachers" 

bases of power use and teachers' use of humor. Since the power measurement had 

an alpha reliability score of .56, the findings were regarded as questionable. Results 

of this question indicate that reward, referent, and expert power bases are all 

significantiy related to teacher humor orientation, whereas, coercion and legitimate 

power bases were not significantiy related to teacher humor orientation. This ma> 

indicate that most teachers use humor in situations where rewards are offered, or 

expertise is involved. Also, results indicate that teachers tend to use humor as they 

use referent power. Examples of teachers using humor with the power bases that 

were significant are statements such as , "If you do this I'll give you a wet kiss, and 

even a pet rock" (reward power); "I have been to school longer than most of you 

can count, so count on me. and do this'* (expert power) and "Don't be like Mike, be 

like me the teacher, and do this" (referent pou er). This indicates that students 

perceive that there is a positive relationship when the teacher uses humor and 

referent, expert, and/or reward power. All of these power bases are positi\e power 
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bases, which indicates that to create a positive environment a teacher must take 

positive measures. 

The findings of the first research question are comparable to Richmond and 

McCroskey's 1984 "Power in the Classroom II" study. It that particular study, the 

researchers discovered a significant correlation between student leaming and 

perceptions of power. The researchers found that referent power enhance learning 

and coercive power hinders leaming. The results are also similar to Richmond's 

1990 study, which found that expert and referent power was positively correlated 

with motivation, while coercive power was negatively correlated with motivation. 

Fmdings of this question imply that humor, like student motivation and student 

leaming, may affect perceptions of power bases. 

Significant correlation between Wheeless et al.'s (1983) power typologies 

and teacher humor orientation provide an interesting trend. Findings revealed that 

there is a definite relationship between teacher's humor orientation and teacher's use 

of power, such that there is a low relationship. Although all the correlations were 

significant, the highest correlation was the value/obligations power category. The 

values/obligations power category would be similar to French and Raven's (1959) 

legitimate power. For instance, a value/obligations power category that is used 

with humor could be, "Do the right thing, and do this, because you know you owe 

it to yourself and the community. Then one day small children will follow in your 

footsteps and call you moral man/woman." This may suggest that students 

recognize teacher humor because the teacher has recognized authority. This also 

implies that students perceive power when the teacher uses humor. The lowest 

correlation was the relationship/identification category. This categor} is similar to 

French and Raven's (1959) referent and expert power. An example of this might be 

a teacher stating, "I love you, you love me, we are a happy class to be, so do this 
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because you know I would and I know you can." This implies that teachers may 

use humor to attain power by using the admiration of the students (referent power) 

or teachers use humor combined with the competence for his/her job (expert 

power). The expectancies/consequences category encompasses French and 

Raven's (1959) power bases of reward and coercive power. This hints that teachers 

may use humor to state what they expect from his/her students or states the 

consequences of noncompliance, and the students perceives either a reward to be 

gained or a punishment to be avoided. Nevertheless, all of these correlations were 

significant, which indicates that students perceive teachers to use humor with power 

and that the value student hold for their teacher is respected. This is interesting 

because it may indicate that teachers use humor with referent, reward, expert, 

expectancies/consequences, values/obligations, and relationships/identification 

power. 

Research Ouestion Two 

Research question two examined the relationship between each power use 

and corresponding power humor use. Correlations were mn on each of Wheeless 

et al. 's (1983) power tactic use and corresponding tactic use of humor, findings 

also suggested that specific power bases are more influential than others. High 

correlation values were found with items #11, #15, #18, and #20. Number eleven 

deals with Etzioni's (1961) pure normative power, and is phrased as, "my teacher 

gets students to do the right thing in order to make them feel better about 

themselves." Number fifteen is Kelman's (1961) compliance power type and is 

worded on the survey as, 'my teacher gets students to do certain things so they will 

get a favorable reaction from the teacher." Item twenty is Wheeless et al.'s (1983) 

values/obligations power item, and is written as, *"my teacher gets students to do 
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something because it is the moral or just thing to do." The interesting aspect of this 

finding is tiiat items #11, #15, and #20 all fall into Wheeless et al.'s (1983) 

values/obligations category. 

The value/obhgations category is typified as compliance-gaining tactics that 

are based on the target's own value system and morality. Moreover, this category 

allows the target greater personal accountabilit>' and cooperation in the judgment to 

comply. This suggests that teachers are more inclined to use humor when it 

involves the students "to do the right tiling." After all. Shade (1996) noted that 

humor assists in motivating students to perform and getting smdents" attention. 

Hence, if teachers want students to do certain tasks that are ethically sound and 

want the students to realize the importance of doing such a task, using humor could 

prove to be very beneficial. 

Nevertheless, number eighteen also received a high correlation value. This 

item is Wheeless et al.'s (1983) relationship/identification power type and states, 

"My teacher gets students to do certain things because they like the teacher." This 

item is similar to French and Raven's (1960) referent power. This referent power 

may be due to immediacy. 

Immediacy is defined as the physical and/or psychological closeness 

(Mehrabian, 1967, 1971). Gorham (1988) found that there is a correlation between 

humor and immediacy. Teacher immediacy promotes affect, hence promoting the 

teacher-student relationship. If teachers have a clue on this they will tend to use 

hiunor, even when using power, to influence their students' perceptions of the 

class, the teacher, or the task. Humor may make compliance-gaining use more 

immediate, more tolerable to smdents, and this makes compliance-gaining more 

effective. 
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Richmond's 1990 study discovered that motivation is linked to immediacy. 

This implies that humor could also be a factor for immediacy. If students like the 

teacher's use of humor, they would be more intrinsically motivated to do what the 

teacher requests and perceive the teacher as powerful. Keamey, Plax, Smith, and 

Sorensen (1988) found that college students were more likely to comply with 

teachers who were perceived as immediate than nonimmediate teachers. 

McCroskey and Richmond (1992) report that: 

Immediate teachers appear to have more referent power, 
hence students tend to comply with the wishes of those 
teachers without such compliance becoming an issue in the 
interaction between teacher and student. Therefore, 
immediate teachers are more powerful teachers, even though 
they are less likely to have to take steps to exercise 
power.(p. 116) 

Overall, findings from research question one and two indicate that teachers 

can and are currently using humor with power tactics. Findings show that students 

are able to discem which power tactics that teachers use with humor. This is 

important, because this implies that teachers who use humor and are afraid that 

their use of humor will be seen as derogatory, do not have to worry that their 

students' perceptions of teacher power will be seen as unfavorable. 

Research Ouestion 3 

The third research question examined the relationship between perceptions 

of teacher humor use and perceptions of teacher compliance-gaining strategies use 

(behavior alteration techniques). Findings indicated that all the correlations between 

each behavior alteration technique use and humor use were significant. Further, 

certain BATs were reported to be more frequently used with humor than others. 
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The BATs with the highest correlations were self-esteem and expert teacher. 

These two BATs fall into the prosocial category. Prosocial BATs are techniques 

that offer some type of reward. It was Richmond, McCroskey, Kearney, and Plax 

(1987), who discemed that prosocial BATs were positively related with learning. 

Plax, Kearney, and Tucker (1986) found that teachers employed the use of self 

esteem to deal with classroom misbehaviors. Moreover, Plax, Kearney, Downs, 

and Stewart (1986) noted that college students were more hkely to comply with 

teachers who used prosocial BATs. Based on this finding and past research, using 

humor with prosocial BATs can enhance compliance. Findings imply that humor 

affects students' perceptions of compliance-gaining usage. This is worth noting, 

because it seems that humor may enhance the use of compliance-gaining. Humor 

may act has a vehicle in making the compliance-tactic more socially acceptable and 

motivational. 

The BATs that had the lowest correlations were deferred reward from 

behavior and negative teacher-student relationship. A deferred reward is a refers to 

a task that will help one later on in life. An example of deferred reward that is used 

with humor might be, "one day you'll remember when you did this." Negative 

teacher-student relationship refers to the teacher's disenchantment if a certain task is 

not done. An example of negative teacher-student relationship tiiat is used with 

humor might be, "I will be so blue, because you will not do this." Since the 

consequences of using humor with these kinds of BATs may result in resentment or 

indifference, the findings suggest that teachers are mindful of their audience and 

take that into consideration when using humor. In other words, teachers are less 

inclined to use humor if it has some type of negative implication, because the 

student may misinterpret or misunderstand the message. 



In brief, findings support that humor does pla>' a role in compliance-

gaining. This finding concurs with 0"Quin's 1978 study, which found that humor 

does elicit compliance. Since O'Quin's 1978 study did not focus specifically in the 

classroom context, the findings of this project may serve as foundation for future 

studies dealing with humor and compUance in the classroom. 

In addition, the findings indicate that humor is and can be incorporated 

when using comphance-gaining techniques in the classroom. Teachers must realize 

the implications of prosocial BATs and the consequences of using antisocial BATs 

with humor. Findings illustrate once again that students are able to discern 

compliance-gaining techniques that are used with humor. 

Research Ouestion 4 

The fourth research question deals with perceptions of effective humorous 

compliance-gaining/power strategies and students' compliance. Results of this 

question reveal that humorous comphance-gaining techniques and humorous 

behavior alteration techniques affect the perceptions of effectiveness. Hence, this 

suggests that when the technique is used with humor it is more likely to be 

perceived as effective. Since most requests to gain comphance are things which the 

target does not want to do purposely, humor is used as a motivation tool to make 

the target comply. 

Using each of Wheeless et al.'s (1983) power tactics in relation to 

effectiveness and use of humor, findings reveal that the power typologies are 

effective when used with humor. Findings indicate a considerable relationship 

between the variables. Similar to the previous research questions, certain power 

tactics used with humor had stronger correlations than others. 
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The strongest correlation values were items #4, #9, and #14. Number four 

states, "my teacher gets students to do certain things to make the situation better for 

them" is an expectancies/consequences power tactic. Number nine is worded as, 

"my teacher gets students to do certain things because they think it makes them Uke 

the teacher" is a relationship/identification power tactic. Number fourteen is 

phrased as, "my teacher gets students to avoid doing some things by making them 

not want to do the wrong thing" and falls into the values/obligations power 

category. Since all of these tactics fall into different categories, this illustrates that 

teachers can effectively use humor across the three general categories of power. 

When correlations were transacted between each behavior alteration 

technique use of humor and effectiveness rating, the results indicated significance. 

The highest correlations were found between normative rules and self-esteem. 

These two particular BATs are regarded as prosocial BATs. As stated earlier, 

prosocial BATs have more positive benefits than antisocial BATs. This research 

question contends that prosocial BATs are seen as more effective when used with 

humor. 

Overall, results indicate compUance-gaining/power tactic that are used with 

humor are perceived as effective. Thus, teachers, who currentiy use humor to gain 

students' compliance (depending on the tactic), should continue to do so. 

Furthermore, teachers, who do not use humor to gain students' compliance, should 

not be afraid to, because humor can assist in effectiveness. 

Past research (Goffman, 1%7; Martineau, 1972; Powell, 1977) has 

examined humor as social control, and found that humor does play an important 

role in influencing others. However, those studies did not specifically state if the 

humorous techniques were effective or not. Nevertheless, this study indicates that 

humorous techniques are positively correlated to effectiveness. 
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Therefore, the findings of this question reveal that students perceive humor 

with certain power/compliance-gaining strategies as effective. This implies that 

teachers can use humor not only to be perceived as more effective when using 

power, but also more effective when gaining compliance. Hence, this smdy 

furthers the research on humor affirming that humor can be perceived as effective in 

getting certain tasks to be performed in the college classroom. 

Research Ouestion 5 

The fifth research question looks at the difference between students' humor 

orientation and students' perceptions of their college teachers' humor orientation. 

The findings indicate that students' and instmctors' humorous orientations are quite 

different and that students' perceptions did not affect their perceptions of college 

teachers' humor orientation. Remember that all the humor orientation perceptions 

came all from the same source: the student 

This finding concurs with the idea that "everyone is different" What student 

find funny a teacher might not regard it as funny, and vice versa. Also, this 

finding suggest that is a student who does not think of himself or herself as 

"humorous," but thinks that the teacher is highly "humorous," then obviously there 

would be a difference. The difference would affect the numerical results and 

support the previous statement 

In addition, a majority of the students were female and a majority' of the 

students chose to analyze a male professor. This imbalance may have swayed the 

results. Since, past literature has shown that men and women not only appreciate 

humor differently, men and women also create humor differentiy (Ziv, 1984). 

As stated earlier, high humor oriented people are those who use different 

humor strategies in a variet} of situations, while low oriented people avoid making 
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humor attempts and do not try making other people laugh. This difference in high 

and low humor orientation could have also influenced the results. The researcher 

found that the majority of the participants fell into a moderate range of humor 

orientation, while student's assessments of teachers' humor orientation varied 

between high, low, and moderate-

Also, the student may recognize humor in themselves, but not be able to 

differentiate it when a teacher uses humor. Most teachers may claim to use humor, 

however, students may have difficulty in finding certain things humorous. Hence, 

the perceptions between the two might be different. For instance, if a teacher made 

a joke about cheating, students might not be able to find humor in the joke, because 

they may think the teacher is being serious. At the same time, if a student makes a 

joke about cheating, the teacher may not find humor in that, because the teacher 

may think that the student is being serious. This finding correlates to what Ziv 

(1984) believes. Ziv (1984) recognizes that there are two main aspects of humor 

that individuals must take into account humor appreciation (the abihty to appreciate 

it) and humor creativity (the ability to create it). If individuals lack one or the other, 

then their perceptions of humor will reflect their responses on a scale like the humor 

orientation scale. 

Another factor may be due to the status difference between teacher and 

student Since, teachers are perceive as more knowledgeable in their area of 

expertise certain things may be humorous to one individual, but not to the other 

individual. 

Perhaps, the environment of the classroom affects students' perceptions. 

Students may deem certain environments as more suitable for humor than others. 

Likewise, students may consider that teacher humor in the classroom as not 
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appropriate. In other words, there could be a perception difference in using humor 

at a bar, and using humor in the classroom. As John Morreall (1983) writes: 

The traditional attitude of teachers toward laughter 
and humor...has been that they are frivolous activities that 
pull away from what is important...life is fundamentally 
serious business-certainly whatever is important in life is 
serious business. If laughter and humor had any place at all, 
then it was not in the classroom but outside somewhere, 
perhaps as a device for refreshing us to return to our work 
with more eagemess. (pp. 88-89) 

Moreover, students may have a bias toward their tme perception. Perhaps, 

they are able to recognize humor when they employ it, but are blind to recognize 

humor in others. The same may be tme if students are unable to differentiate humor 

in themselves, they are probably also unable to discem it in others. 

It is important to note that from previous research questions, there is a 

strong correlation between relationship-based strategies. Failure to find 

significance in this research question could be due to the humor orientation scale 

used. The researcher rechecked the eveiything about the correlation and the scales, 

however, no significance was found. This insignificance could be due to the 

student's miscomprehension of the questions or assessment of the scales. 

Research Ouestion 6 

The sixth research question studied students' humor orientation and 

students' perceptions of teachers use of humor. Findings indicate that student 

humor orientations have little effect on teacher's use of humor. When the researcher 

looked at the relationship between the student humor orientation scale, the different 

power typologies, and the behavior alteration prosocial and antisocial categories, 

there was no significant relationship between these variables. In other words, a 

teacher may use humor constantly or rarely, but it may not be perceived by the 
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student. For instance, an English teacher may find certain things about grammar 

funny, but students might not think it is funny because the individuals have 

different backgrounds. The English teacher has more knowledge, hence may find 

more humor in certain aspects of grammar. 

Moreover, since the teacher, in most cases is in control of the classroom and 

usually communicates the majority of the time, a student's humor orientation may 

play littie importance. For instance, most college classroom have a lecture type 

atmosphere, and very rarely incorporate student's input into the classroom due to 

time constraints. Teachers have so much material to cover in one semester, 

sometimes it is hard for teachers to find time to allow for students' input into class 

activities. Some students may be very humorous, yet do not share their humorous 

orientations inside the classroom, because the teacher does not allow for students to 

talk. 

Students can be more aware of humor in the classroom, if they are able to 

sense what the teacher finds enjoyment in. ff the teacher smiles, smirks, or starts to 

laugh, this could be an indicator of the teacher's response to humor. If this is the 

case, then students can pick up on what the teacher thinks is funny and what is not 

funny. It is important to note that all individuals respond to humor in the same 

way. This could be due to background or cultural differences. For instance, one 

person may laugh at a something humorous, but another person may cry at 

something humorous. 

Had there been a significance or slight relationship between these variables, 

it may suggest that an extemal variable was present. After all, if the teacher is using 

humor in classroom, and students humor orientations are not affected, it could be 

due to the relationship among the teacher and the student. For instance, students 

may perceive a humor relationship with their best friend, but would be unable to 
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recognize it in their own teacher, because they most likely have a closer relationship 

with their best friend, than their teacher. 

As stated eariier, a number of other factors could have affected the results, 

such as difference in status, environmental influences, or biases. Overall, the 

findings of this research question indicate that when teachers use humor it does not 

affect the students' humorous orientation. Since the humor orientation scale 

measures the frequency and effectiveness of humor use, it indicates that when 

teachers use humor, they do not have any influence on the students' frequency or 

effectiveness humor usage. 

Research Ouestion 7 

The last research question studied the relationship between students" 

perceptions of teachers' humor orientation and students' perceptions of teachers' 

humor use of compliance-gaining/power tactics. Results for the final research 

question suggest that there is a moderate correlation between the teachers' humor 

orientation and teachers' humor use of compliance-gaining/power tactics. 

When correlations were run between the teacher's humor orientation and 

power use of humor, the strongest correlation values were items #11, #16, and 

#17. Number eleven states that, "my teacher gets students to do die right thing in 

order to make them feel better about themselves," and is from the 

values/obligations power category. Number sixteen and seventeen are derived 

from the expectancies/consequences category. Number sixteen states "my teacher 

gets students to do things to bring about good results for them," and number 

seventeen states, " my teacher gets students to avoid doing certain things to prevent 

bad results for them." This indicates that teachers, who are more oriented to use 

humor, use it more often with certain kinds of power tactics, such as the ones 
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presented above. Findings suggest humor can be used as a means for 

reemphasizing a point or task. Humor can be used to clarify a teacher's 

expectations, and humor can accentuate a consequence if compliance is not carried 

out. 

When correlations were run between teacher's humor orientation and BAT 

humor use, certain correlations were significant while others were not Among the 

list of significant correlations were: 1. Immediate reward from behavior; 2. 

Deferred reward from behavior; 3. Reward from teacher; 20. Teacher modeling; 21. 

Expert teacher; and 22. Teacher feedback. It is important to note for this finding that 

significance was found for the first three BATs and the last tiu-ee BATs. This may 

indicate that the students may not have given an accurate assessment of BAT humor 

use. However, it is worth mentioning that all of these BATs are classified as 

prosocial BATs. This may imply that teachers, who are oriented to use humor, use 

it in a positive manner, hence creating a more positive classroom atmosphere as 

perceived by students. 

The insignificance with the other BATs could be due to differences in 

teachers' uses of humor or teachers' humor orientation. Perhaps, some teachers 

use a lot of humor with antisocial BATs, while other teachers rarely use humor with 

anti-social BATs. This discrepancy implies that teachers differ in their use of 

humor. For example, some teachers may use more self-disparaging humor, while 

other may use derogatory humor. Also, a teacher may not be humorous at all, but 

may be perceived as humorous when employing certain BATs with humor. For 

instance, if a teacher might say , "Do this, or I'll kill you." 

In brief, findings from research question seven show that there is a 

relationship between how teachers humorously use compliance-gaining/power 

tactics and how teachers are oriented to humor. Teachers tend to use humor more 
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with the expectancies/consequences power category than the values/obligations, or 

relationships/identification power category. Teachers also tend to use prosocial 

BATs more often than anti-social BATs. Findings suggest that students' who view 

their teacher as humorous also perceive them to use humor with certain compliance-

gaining/power tactics. Overall, this imphes that teachers, who are humorous, use it 

in the classroom to gain compliance or use power. Further, smdents are able to 

perceive when and how teachers utiHze humor. 

limitations 

As with most projects of this nature, some limitations were involved that 

may have influenced the results of this study. First, this study was conducted 

during the summer sessions, rather than in the normal fall or spring semester. 

Hence, the students may have not thoroughly gained enough information to critique 

their instmctor. 

Secondly, the questionnaire was extremely long. The majority of the 

students completely filled out the questionnaire, but many felt that a large number of 

questions were repetitive. The researcher observed that man\' of participants tended 

to rush through the questionnaire without fully comprehending it 

Third, a majority of the students were female and a majority of the students 

chose to analyze a male professor. This imbalance may have sw ayed the results. 

Since, past literature has shown that men and women not only appreciate humor 

differentiy, men and women also create humor differentiy (Zi\, 1984). 

Fourth, the adapted version of the perceived po\\ er scale proved to be 

umeliable. If the researcher would have pretested this particular instrument it might 

have help differentiate the different power bases more precisely. 
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Fifth, the students may have been biased. Perhaps, particular students felt 

that they were more humorous than their instmctor, and thus rated themselves as 

such. Also, students may have been afraid that their instmctor was going to see the 

results, and hence, rated the instmctor as highly humorous. 

Also, a cultural difference may have been a limitation. Since, the 

participants were not asked what race or ethnicity they were, the researcher has no 

idea how diverse the sample was. People from various cultures may have 

responded to the questions differentiy. Not all cultures appreciate the use of humor 

in the classroom, and hence they may perceive humor contrarily from other 

students. 

Lastiy, all instmctors are different Humor is an orientation that is not found 

in all individuals. Some of the students did not rate their instmctor as humorous, 

while others did. This difference may have played a role as well. If all the 

instmctors were perceived as humorous, then a difference in results might have 

occurred. 

Implications 

Based on the findings of this research, humor does affect perceptions of 

power and compliance-gaining tactics. In this study, humor is perceived as a 

positive element in the classroom. Immediacy is thought to be a possible factor that 

could have played a role in intrinsic motivation. Implications can be made about 

teacher humor to increase students' intrinsic motivation. 

Data from this study also indicate that teachers can and are currentiy using 

humor with power tactics. Findings show that students are able to distinguish 

power tactics that teachers use with humor. This implies that teachers who use 

humor do not have to worry that their students' perceptions of teacher power w ill 
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be affected. Hence, humor does not negatively affect students' perceptions of the 

teacher. 

Yet, it is important to maintain an optimal amount of humor, because too 

much humor may distract the students' perception of the teacher's message, power, 

or compliance. After all, Downs, Javidi, and Nussbaum (1988) found that award 

winning teachers did not employ humor as often as other group of teachers. The 

authors not that, "too much humor is inappropriate and moderate amounts are 

usually preferred.... Perhaps the award winning teachers . . . were able to 

differentiate moderate from excessive use of these verbal behaviors, thus 

contributing to their ability to relate to students and to overall perceived 

effectiveness" (p. 139). 

Still, the findings reveal that students perceive humor with certain 

power/compliance-gaining strategies as effective. This implies that teachers can use 

humor to be perceived as more effective when using power and compUance. 

Hence, this study furthers the research on humor affirming that humor can be 

perceived as effective in getting certain tasks to be performed in the college 

classroom. 

Furthermore, information from this research indicate that student humor 

orientation can not be affected by the teacher's humor orientation, use of humor, 

nor compliance-gaining strategies. This assumes that what the teacher does in class 

has no influence on the student's frequency or effectiveness humor use. Likewise, 

teachers can incorporate humor into the classroom environment, and not worry 

about influencing their students' humor orientation. 

Moreover, this study furthers current knowledge and scholarship about 

humor, compliance, and power. Overall, data revealed that humor has an impact. 

Further, data indicated that teachers may incorporate humor in the classroom in 
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order to be perceive as powerful and to gain compliance. Since correlations varied 

yet indicated significance, one can imply that humor may have an affect on the 

perceptions of compliance and power. Particular findings have indicated that 

humor may affect students' perceptions of teacher referent power to gain 

compliance. For instance, a teacher who uses humor and is perceive to have 

referent power may say something like this to gain compliance, "Uncle Sam doesn't 

really want you, I want you...to do this." While, a teacher who is perceive to have 

referent power, but does not use humor may say something like this, "I do this, so 

you need to do this." 

However, the researcher of this study does not think that humor is 

absolutely necessary, yet feels that humor can provide more positive and beneficial 

way to gain compliance in the classroom. Humor proves to be an effective method 

for attaining powerful perceptions. It seems that humor could be another technique 

that teachers can utilize in order to cause compliance and immediacy between the 

teacher and the students. All and all, the researcher believes that humor is only part 

of the element to create perceptions of power and compliance, and that humor alone 

would most likely not provoke the same kinds of results. Nevertheless, the 

implications and consequences of humor should not be overlooked. 

Future Research 

The results of this study reveal that teacher humor uses affects students' 

compliance-gaining perceptions. Further, this study indicates that humor may 

embellish power. Since the present study deals mainly with the college level, more 

research should be conducted on different educational levels. The college 

classroom is typically taught differentiy than most elementary or secondary schools, 

hence a difference in teaching may lead to a difference in results. 
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In addition, future smdies should investigate various t> pes of humor in 

relation to compliance-gaining. Studies should look at specifically nonverbal or 

verbal humor with correlation to comphance. After all, these concepts have not been 

investigated in-depth. 

The present study did not have a reliable measurement for power. For that 

reason, researchers should specifically examine the two variables of humor and 

power. More reliable measurements may present the impact of these two variables. 

Also, future studies could concentrate on noncompliance. Since this study 

mainly focused on compliance-gaining strategies, it would be fascinating to 

investigate tf compliance-resisting has a similar effect when used with humor. 

Another area of future research should look at the relationship between 

motivation and humor. This study revealed that moti\ ation may play a factor. 

However, a separate study should control these two variables and see if there is a 

relationship between thent 

Presentiy, research has shown different techniques and strategies to 

influence humor, and implies that humor alone does not explain for the variance in 

compliance-gaining. Thus, further research on humor, power, and compliance-

gaining may contribute to the current understanding of these concepts and may 

assist to improve educational quality. 

Summarv 

McCroskey and Richmond (1983) have stated that effective communication 

is cmcial in the classroom. Further. WTieeless et al. (1983) have noted how 

compliance-gaining is through the use of power and communication. WTiile, Shade 

(1996) has noted the important of effects of humor in the classroom. 

84 



Yet, there has not been a smdy that conglomerates all these concepts together, until 

presently. 

The results from this study reveal that humor does influence perceptions of 

compliance. Humorous techniques are correlated to effectiveness. Also, that 

students' humorous orientations have no effect on teacher's humorous orientations, 

use of humor, and use of compliance. Although limitations prevent the researcher 

from claiming that humor directiy affects compliance and power, there is enough 

evidence to support the notion that teacher can include something appropriately 

funny to gain students' compliance. 

Overall, the main purpose of this project was vindicated. Results of this 

project affirm that humor can affect perceptions of power and compliance. 

Furthermore, results suggest that humor is a powerful tool within the classroom 

context. In brief, humor has cogent implications in the classroom. Humor is a 

special aspect that can no longer be overlooked or underestimated for as this project 

proves humor effects are notable. 

In conclusion, Gilbert Highet (1950), in The Art of Teaching, once wrote: 

One of the most important qualities of a good teacher is 
humor. Many are tiie purposes it serves. The most obvious 
one is that it keeps the pupils alive and attentive because they 
are never quite sure what is coming next...The real purpose 
of humor in teaching is deeper and more worthy. It is to 
hook the pupils and the teacher, and to link them through 
enjoyment When people laugh together, they become one 
group of human beings enjoying existence, (p. 16) 
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Thank you for your voluntary participation. All your answers will remain 
anonymous and confidential. Please try to answer the following questions on 
both sides of this questionnaire as tmthfully as you can. If you have any concerns 
please feel free to contact Dr. David Roach or Narissra Punyanunt in the 
Department of Commimication Studies. 

1. Your Sex: Male Female 
2. Classification: Freshman Sophomore Ĵunior Senior 

Graduate ^Other 
3. Age 

Please evaluate the instructor you had for the class immediately 
before this class. 
Place an X next to the correct item: 
4. Your Instmctor's Sex: Male Female 
5. Your instmctor is a: 

Professor ^Teaching Assistant Other Faculty 

Using the scale below, please indicate your level of agreement with. 
Strongly Disagree Disagree Neutral Agree Strongly Agree 

1 2 3 4 5 
1. My teacher can punish me if I do not comply with his/her request 
2. My teacher rewards me if I do comply with his/her request. 
3.1 comply with my teacher simply because he/she is my teacher. 
4.1 comply with my teacher because I can relate to him/her. 
5.1 comply with my teacher because I believe that he/she is 

competent and knowledgeable. 
6.1 comply with my teacher because I'm scared of being punished. 
1.1 comply with my teacher so I can benefit from the class. 
8. My teacher is an expert in the class I am taking. 
9.1 like my teacher because all my peers do. 
10. My teacher has authority because the university 

selected him/her to teach this class. 
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* A . At times your teacher asks you to do things that you may or may not want to do. 
The approaches below are some that she/he might use in making such a request Indicate the 
frequency with which you think your teacher uses each approach by marking the space to its 
LEFT: (I) Never. (2) Seldom. (3) Sometimes. (4) FreguenUy. (5) Always. 

* B . Next, please indicate how effective you think each approach would be/is for your 
teacher to get you to do or not to do something. Mark each item's degree of effectiveness to its 
RIGHT using this scale: (1) Very Ineffective, (2) Somewhat ineffective. (3) Undecided. 

(4) Somewhat Effective. (5) Very effective. 

* C . Also, indicate to the FAR RIGHT the degree to which your teacher uses humor, 

when he/she uses each approach: (1) Never, (2) Seldom, (3) Sometimes, (4) Frequently, (5) Always. 

USES EFFECnVENESS mjMOR USES 
1. My teacher gets students to do specific things by rewarding them. ^ ^ Z 
2. My teacher gets students to do certain things to avoid punishment. 
3̂. My teacher gets students to do a certain thing for something in retum. 

4. My teacher gets students to do things to make the situation. 
better for them. 

5. My teacher gets students to not do something, to avoid making 
the situation worse. 

6. My teacher gets students to do things because he/she knows how they 
should be done. 

1. My teacher gets students to do a certain thing because they know 
that the teacher would do it 

8̂. My teacher gets students to do a certain thing because they know it 
makes them acceptable to the teacher and/or others that they like. 

9. My teacher gets students to do certain things because they think it 
makes them like the teacher. 

10. My teacher gets students to do a specific thing using his/her 
authority as the teacher 

11. My teacher gets students to do the right thing in order to make 
them feel better about themselves. 

12. My teacher gets students to do something because they believe 
it is the proper thing to do. 

13. My teacher gets students to do certain tilings by making them 
want to do the right thing. 

14. My teacher gets students to avoid doing some things by making 
them not want to do the wrong thing. 

15. My teacher gets students to do certain things so they will get a 
favorable reaction from the teacher. 

16. My teacher gets students to do things to bring about good 
results for them. 

17. My teacher gets students to avoid doing certain things to 
prevent bad results for them. 

18. My teacher gets students to do certain tilings because 
they like the teacher. 

19. My teacher gets students to do a certain thing simply 
because the teacher does it 

2̂0. My teacher gets students to do something because it is 
the moral or just thing to do. 

2̂1. My teacher gets students to do a certain thing 
because they have an obligation to do it 
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Using the following scale, please evaluate the course and instroctor you had 
before this class. Please circle the number for each item which best represents your feelings. 

Strongly Disagree 
1 

Disagree 
2 

Neutral 
3 

1. My teacher regulariy tells jokes and funny stories in class. 
2. Peofde usually laugh when my teacher tells a joke or stc«y. 
3. My teacher has no memor> for jokes or fuimy stories. 
4. My teacher can be funny without having to rehearse a joke. 
5. Being funny is a natural communication style for m\' teacher. 
6. My teacher cannot tell a joke well. 
7. Pec^e seldom ask my teacher to teU stories. 
8. My peers think this teacher is funn>. 
9. People don't pay close attention when my teacher tells a joke. 
10. Even funny jc^es seem flat when my teacher tells a joke. 
11. My teacher can easily bring up fuimy jc^es and stories. 
12. People often ask my teacher to tell jokes or stories. 
13. My peers would not say that my teacher was funny. 
14. My teacher does not tell jokes or stories when asked to. 
15. My teacher tells stories and jokes well. 
16. Of all the teachers I know, my teacher is cHie erf" the funniesL 
17. My teacher uses humor to communicate a variety of pcants. 

Agree 
4 

1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 '' 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 
1 2 

Strongl} Agree 

3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 

5 

4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 

5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 

Using the following scale, please evaluate yourself. Please circle the number for each item 
which best represents \'Our feelings. 

Strongly Disagree 
1 

Disagree 
2 

Neutral 
3 

Agree 
4 

Strongly Agree 
5 

1. I regularly teU jokes and fimny stories. 
2. People usually laugh when I tell a joke or stcwy. 
3.1 have no memcny for jokes or funn\ stcries. 
4.1 can be fimny without having to rehearse a joke. 
5. Being funny is a natural communication style for me. 
6. I cannot tell a '}oke well. 
7. People seldom ask me to teU stories. 
8. My peers think I am funny. 
9. People don't pa\ close attention when I tell a joke. 
10. Even funny jokes seem flat when I tell a joke. 
11. I can easily bring up funny jokes and stories. 
12. People crf"ten ask me to tell jokes or stories. 
13. My peers would not say that I am fuimy. 
14. I do not tell jc^es or stcwies when asked to. 
15. I tell stories and jokes well. 
16. Of all the people I know, I am one of the funniesL 
17. I use humor to communicate a varietj' of points. 

2 
2 
2 
2 
2 
2 
2 

2 
2 
2 
2 

2 
2 
2 
2 
2 
2 

3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 
3 

4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 
4 

5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
5 
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* A. Please indicate how often the instructor uses each of the following statement t\ pes: 
(DNever. (2) Seldom. (3) .Sometimes. (4) Often. (5) Always. 

* B. Indicate the effectiveness of such teacher statements in changing \ our 
behavior in the classroom: 

(IWerv Ineffective. (2) Somewhat Ineffective. (3) Undecided. 
(4) Somewhat Effective. (5) Very Effective. 

* C . Also, indicate the frequeno. the teacher uses each statement with 
humor (1) Never. (2) Seldom. (3) Sometimes. (4) Often. (5)Alwavs. 

A. B. C. 
Uses Effectiveness Humor Statement 

1. "You will enjo> it It will make you happy. 
You will find it rewarding." 

2. "It will help you later on in life. 
It will help you in the future." 

3. "I will give you a reward if you do. 
1 will make it beneficial to you." 

4. "Others will respect you if \ ou do. 
Others will be proud of }̂ OIL" 

5. "You will feel good about} ourself if you do. 
You are the best person to do it 

6. "You will lose if you don'L. You'll be unhapps or hurt" 
7. "I will punish you if you don'L 

1 will make it miserable for yoiL" 
8. "No one will like yoiL Your friends will make fun of you. 
9. "If you don't, others will be hurt, unhappy, or 

harmed if you don'L" 
10. "I will like you better if you do. 

I will think more highly of you.'" 
11. "I will dislike > ou if you don'L I will be 

disappointed in you." 
12. "Do it, I'm just telling you what I was told 

It's a rule, I have to do it and so do you." 
13. "Because I told you to. You don't have a choice." 
14." It's your obligation. It's your job." 
15. "Your group needs it done. The class depends on iL' 
16. "Everyone else does iL We voted and majorit\ rules." 
17. "You owe me one. You promised to do so." 
18. "If you do this, it will help others; 

do it for the good of the class." 
19. "You friends do iL All your friends are doing iL" 
20. "This is the way I do iL Teachers > ou respect do it." 
21. "From my experience, it is a good idea." 
22. "Because I need to know how well you understand this." 
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