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Abstract

Sunukaddu, Dakar-based RAES’s program “to improve the response to HIV/AIDS in school by voluntary counseling and testing [of health status], the promotion of human rights and communication” (Sunukaddu.com, n.d.) is poised to make an important contribution in the fight against HIV/AIDS. By embracing social and emotional learning competencies and new media literacies, using these skills as the means by which to communicate content, Sunukaddu can more effectively teach: communication; manipulation of diverse media; engagement with voluntary counseling and testing (VCT) and peer support; and methods of encouraging the humane treatment of people living with HIV/AIDS. As a result of this sensitive instruction and generation of superior media, a positive impact in terms of knowledge, attitudes, beliefs, perceived behavioral control, subjective norms, behavioral intentions, and behavior (Azjen & Fishbein, 1980) is anticipated for program participants and “produsers” (Bruns, 2008) of the Sunukaddu website. 

Participatory learning methodologies for enriching an HIV/AIDS intervention 

to Senegalese youth: The case for social and emotional learning and 

new media literacies

Introduction
The state of HIV/AIDS in sub-Saharan Africa has been heart-wrenchingly grim for over a decade. As the home to approximately 67% of the world’s HIV/AIDS patients but only 10% of the world’s population, the disease’s disproportionate impact on the region is devastatingly clear (Inungu & Kala, 2006). At the epidemic’s peak in 1995, the rate of new infections in sub-Saharan Africa topped 2.5 million annually (UNAIDS, 2009). The total number of sub-Saharan Africans living with HIV is a staggering 22.4 million.

Progress in several domains gives cause for some hope today. In 2008, the number of new infections (1.9 million) was 25% lower than 1995’s record-setting figure, and 15% lower than in 2001, a figure whose decline represents the greatest progress of any region in the world; improved access to HIV treatment contributed to an increase in the number of people living with HIV in sub-Saharan Africa; and the prevalence of HIV among adults as well as the number of AIDS-related deaths both declined (UNAIDS, 2009). Nonetheless, significant work must be done to combat this deadly illness. Significant need exists around outreach to young people, the persistence of HIV/AIDS-related social stigma, and lack of meaningful media products.

Literature Review

Children & Youth

Conditions for children affected by HIV/AIDS have worsened. As indirect and direct victims of this deadly illness, subject to its ravages by orphanhood and personal infection, young people are disproportionately impacted. In 2004, sub-Saharan Africa’s AIDS orphans numbered 11 million, representing 80% of the world’s AIDS orphans. According to the United Nations Department of Public Information (2004), the proportion of children who are orphaned as a result of AIDS rose from 3.5% to 32% over the last 10 years, and will continue to increase exponentially as the disease spreads. In 2008, children represented over one-fifth of sub-Saharan Africa’s new HIV cases, amounting to 390,000 children newly infected (UNAIDS, 2009). 

Stigma


Of course, persistent structural problems – poverty, lack of access to sex education and health care – contribute to HIV/AIDS’s rampant spread. But so too does the social climate of many West African states, a social climate that stigmatizes HIV/AIDS and discriminates against its patients. Addressing economic and institutional development is surely an endeavor whose importance cannot be overemphasized. However, this alone will not rid the region of HIV/AIDS. A social intervention that combats the culture of stigma must also be mounted. 

According to Inungu and Karl (2006), many adults are reluctant to admit to their infection due to cultural and religious taboos
. Various governments have also modeled (Bandura, 2002) counterproductive responses to the epidemic, ranging from defensive allegations of racism to flat-out denial to stony silence. Faced with censure, ostracism, and potential economic reprisal, most individuals living with HIV/AIDS choose to “fly under the radar.” In so doing, they keep valuable disease-related knowledge to themselves and fail to give this malady “a human face.” Instead, AIDS patients often claim to suffer from a less stigma-laden disease, such as cancer or tuberculosis. 

Impact on children and youth.

Stigma’s menace trickles down to harm young people in a host of pernicious ways. For example, HIV testing is acknowledged as an essential first step to treatment and other preventative activities. But stigma delays the pursuit of this testing, subsequently harming the health outcomes of caregivers who may unknowingly suffer from HIV, their children who may find themselves parentless, and infected children themselves. This is illustrated by pregnant women’s reluctance to seek HIV testing, leading infected mothers to expose their children to HIV infection through delivery or breast-feeding (Thorne & Newell, 2003; Shapiro, Lockman, Thior et al., 2003). “Kouyoumdjian and colleagues (2005) reported that because of the stigma, lack of knowledge, and lack of emotional preparedness, primary caregivers in Africa were uncomfortable about discussing HIV and illness with their children” (Inungu & Karl, 2006, para. 2). 

In terms of adolescents and older teens, stigma also facilitates irresponsible health choices, such as engaging in unprotected sexual intercourse.  This trend is manifest for two reasons: first, because social taboos often prevent students from ever receiving sexual education; and second, because discussions and/or the wearing of a condom is interpreted as an indicator of an individual’s damnable infection status. Such identification is to be avoided at all costs as harassment of and discrimination against peers living with AIDS can and does occur in the school context. 

Adolescent development


While such targeting may seem cruel, adolescence is a period during which social aggression often rears its ugly head. Tweens and teens face significant developmental tasks. Adolescence demands that they negotiate transitions pertaining to physicality, sexuality, cognitive processing, and social-emotional functioning (Berk, 2003). Most significantly, adolescents must confront the subject of identity.

Developmental psychologist Erik Erikson (1997)’s theory of identity development maintains that humans encounter eight major stages throughout the course of a typical lifespan. Each stage is distinguished by a conflict, or “identity crisis,” featuring two competing imperatives. Adolescents negotiate the crisis referred to as “Identity versus role confusion” or “Learning identity versus identity diffusion,” in which they grapple with the fundamental question “Who am I?” Adolescents must establish basic social and occupational identities or they will remain confused about the roles they should play as adults.

“The basic patterns of identity must emerge from (1) the selective affirmation and repudiation of an individual’s childhood identifications; and (2) the way in which the social process of the times identifies young individuals—at best recognizing them as persons who had to become the way they are and who, being the way they are, can be trusted” (Erikson, 1997, p. 72). 

Erikson (1997) elaborates that adolescence permits experimentation with social roles – “we try out for parts we wish we could play for real” (p. 110) – and is often marked by an alternation of extremes. 


The need for belonging persists throughout the life course. A meta-analysis of relevant literature supports the hypothesis that humans have a pervasive drive to form and maintain at least a minimum quantity of lasting, positive, and significant interpersonal relationships in which there is a combination of frequent interaction plus persistent caring (Baumeister and Leary, 1995). While this transcends a need for affiliation or intimate attachment, it encompasses both. During adolescence, the need for belonging is acutely felt, perhaps because it tends to be intertwined with identity. Indeed, for adolescents, belonging and identity are often dependent upon the other. According to Erikson (1997), “adolescence can lead to a psychosocial identity only as it finds its own outlines in ‘confirmations’ and in gradual commitments to rudimentary friendship, love, partnership, and ideological association—in whatever order” (p. 100-101).


Adolescence is marked by a withdrawal from parents and greater reliance on diverse others, from peers to romantic partners to mediated “idols” (Scharf and Mayseless, 2007). This behavior supports adolescents’ individuation, or establishment of an identity apart from the subsuming definitions of parents and kin. It also tends to be associated with conformity, which spikes during adolescence. Gravitation towards peers and accommodation of the peer group’s dictates also strengthens relational ties and thus contributes to adolescents’ sense of belonging. It additionally facilitates the development of new identifies—specifically, a sort of contingent identity, in which a person is defined by his/her affiliations, as well as group identity, in which a collective is viewed as a distinct social entity with unifying characteristics.

Because identity and peer group belonging are so salient during adolescence, HIV/AIDS-related stigma, translated in social aggression, is particularly damaging. Social aggression is the social dimension of bullying, and it targets a victim’s relationships, sense of interconnectedness, and social networks (Josephs, Markus, & Tafarodi, 1992; cited in Rice & Dolgin, 2005).  “Social aggression is behavior directed toward harming another’s friendships, social status, or self-esteem, and may take direct forms such as social rejection and negative facial expressions or body movements, or indirect forms such as slanderous rumors, friendship manipulation, or social exclusion” (Underwood, 2003, p. 5).  

Girls perceive social aggression to be more hurtful than their male counterparts (Galen and Underwood, 1997; Paquette and Underwood, 1999; cited in Underwood, et al., 2004).  According to Moran and Eckenrode, adolescent girls were unique from boys in that social stress was related to depression and lower self-esteem (as cited in Underwood, 2003).  Perhaps this is because “clique membership is more important to girls, who often exchange expressions of emotional closeness and support” (Berk, 2003, p. 614).  Such findings are significant in terms of HIV/AIDS-related issues because girls and women suffer disproportionately from infection, representing 55% of all people living with the illness (United Nations Department of Public Information, 2004).
Media
This context of HIV/AIDS-related stigma conspires to exacerbate the presence and harmful effects of HIV/AIDS in sub-Saharan Africa. Unless this issue is acknowledged and addressed appropriately, prevention efforts to curb its spread are doomed to fail. But how does one fight such a deeply entrenched social phenomenon?


Media often set the agenda for discussion; common media experiences enable group members to engage in those media-related discussions, and provide a common ground for developing consensual definitions of ambiguous situations. Thus, although media consumption largely occurs in isolation, interpersonal considerations often guide motivation, selectivity, and dependency upon that media. Additionally, more and more media with interactive capabilities are appearing or adapting accordingly. American youth media consumption patterns have shifted in recent years as young people have embraced new technologies with bidirectional communicative capabilities, such as texting, IM’ing, blogging, Facebooking, Twittering, livejournaling, massive multiplayer online gaming, virtual world exploring, YouTube uploading and commenting, fan fic posting, simultaneous television watching and live chatting, etc. These products also seamlessly lend themselves to identity construction and experimentation (Turkle, 1995), inspiring danah boyd’s 2009 essay, “Why youth <heart> social network sites: The role of networked publics in teenage social life.” Futurologist Alvin Toffler (1980) claimed the arrival of “prosumers,” or individuals who straddle both producer and consumer roles. Axel Bruns (2008) offered a modern-day variant, dubbing individuals who both produce and use media “produsers.” Thus, media can be regarded as an intensely social product.


Due to differential access and cultural norms, digital technology has established a less rabid following among young Africans. However, among a small sample of Senegalese high school students, 40% reported weekly Internet use, approximately 19% used the Internet daily, and 17% used it more than once a day. While online activities varied, most used the Internet to download files (for non-scholastic purposes) or to search for information (Massey et al., 2009). While the rates of engagement and production are lesser, even in sub-Saharan Africa, young people actively engage with media, tailoring their experiences and interacting with content that they consider important. 


Media scripts and shared media practices also provide mechanisms for fostering identity and belonging. Social learning and modeling figure prominently in these processes. Bandura’s social cognitive theory (2002) argues that individuals learn by observing the consequences of others’ behavior. In this way, they develop a sense of subjective norms and standards for conduct. Individuals proceed to model behaviors that were performed by attractive figures and/or that received rewards. These figures may exist in corporeal or mediated contexts. Modeling these behaviors has implications for identity. Media choice can also be a way of declaring identity, as many people believe that taste expresses significant information about who one is and how one can be classified (Bourdieu, 1984). 

Media also facilitate group-level identity formation and bonding. Peer networks are where the action is for tweens and teens; whereas adults rule at home and school, adolescents
 wield the power in peer life. As previously mentioned, groups tend to exhibit shared media practices. The particular media that is consumed becomes a characteristic of a peer group. This universal media experience, meanwhile, sets the agenda for peer group discussions, provides a platform for group-level learning and a common set of models, and contributes to the formation of peer group norms in terms of behavior, appearance, and attitude. Thus media provide a context for solidifying group bonds and create a shared culture of adolescence. 

Media can also be utilized as a deliberate tool for impacting knowledge, attitudes, beliefs, and behaviors (Singhal, Cody, Rogers, & Sabido, 2004). Drawing on the theories of character development (Sabido, 2002), observational learning (Bandura, 2002), and planned behavior (Azjen & Fishbein, 1980), producers of entertainment-education interventions carefully design narratives. Specifically, they use positive, negative, and transitional characters (Sabido, 2002) to model recommended health behaviors (Bandura, 2002) in order to positively influence audience members’ attitudes, perceived behavioral control (including self-efficacy) and subjective norms (Azjen & Fishbein, 1980). Parasocial interaction (PSI; Giles, 2002), audience identification with characters (Cohen, 2001), and transportation are also hypothesized mediators in this change process. 

Parasocial interaction (PSI) refers to the relationship or friendship that viewers sense between themselves and various television characters (Giles, 2002). PSI may engender program loyalty and thus increased viewing, lack of counterarguing against program-espoused beliefs, and contemplation and discussion of the program outside of the viewing context. All of these outcomes increase the likelihood that the program will influence viewers’ perceptions and beliefs. The literature documents four types of identification: liking, or having a favorable impression of a character; similarity, or drawing parallels between a character and oneself; wishful, or yearning to be like a character (Liebes & Katz, 1990); and what the author has dubbed “transformative,” or adopting the identity and perspective of a character (Cohen, 2001, p. 251). Each type of identification predicts a program’s heightened impact upon viewers. 

Transportation is a state in which a media user has become swept away in the story and lost access to real-world facts (Green & Brock, 2000; Green & Brock, 2002; Green, Brock, & Kaufman, 2004). It entails imagery, affect, and attentional focus and describes the context in which the fourth type of identification, “transformative,” occurs (Cohen, 2001). Transportation is significant because it “provides a lens for understanding the concept of media enjoyment and furnishes increased understanding of why and how enjoyment occurs in response to media” (Green, Brock, & Kaufman, 2004, p. 312). Additionally, in the view of Green and Brock (2000), transportation is the key determinant of narrative impact. An audience member’s transportation predicts the extent to which s/he will adopt story-consistent beliefs and favorable evaluations of protagonists, detect “false notes” in a story, and counterargue persuasive messages. 
Youth Media
Youth-directed media in Africa is a rare beast, particularly in Senegal. According to a 1995 study jointly conducted by the Canadian Centre for Study and Cooperation and Ouagadougou Inter-State Centre for Rural Radio, 15% of Senegalese radio and television programs address children (Dagron, 2001). “Bébé Walf,” a radio program in which children dedicate songs by telephone, and “Kaddu Xaleyi” (translated as “Children”), a RTS television program, are among Senegal’s slim offerings (Dagron, 2001). 

Across the continent, only a few children’s programs have tackled the issue of HIV/AIDS. For example, an episode of Tsehai Loves Learning!, a preschool show produced out of Ethiopia, featured the title character’s best friend grieving over the loss of her mother to AIDS. This program is only aired intermittently, however, and its independent producers have faced considerable challenges in terms of fundraising (D. Kleeman, personal communication, December 8, 2009). 

Soul Buddyz is a popular program directed at 8-12-year-olds with multimedia components (narrative- and reality-based television shows, radio show, comic book, school curriculum, parenting booklet, and outreach clubs). It features a diverse group of school-age children who meet in a park and form a club in order to exchange mutual support and offer community service. HIV/AIDS is one of the serious social issues faced by the show’s young ensemble (Soul City Institute, 2001).

While both of these programs are sterling examples of high-quality, socially conscious media, they may be inaccessible to Senegalese youth, and neither are appropriate for a more mature, high school audience. More youth-oriented media that frankly address HIV/AIDS is needed across Africa, and especially in Senegal. Media that specifically speaks to adolescents and teens and combats the debilitating nature of stigma would be particularly useful. So too would be more participatory platforms for critical and active engagement.

The African Network for Health Education (RAES)

Enter the African Network for Health Education (Reseau Africain d’Education pour la Sante, or RAES). This non-governmental organization based in Dakar, Senegal, is dedicated to improving health outcomes in West Africa. RAES articulates its mission accordingly: “To implement projects based on an integrated and innovative application of ICT [information communication technology] to strengthen health and education programs and institutions” (RAES, n.d.). 


Sunukaddu

The RAES method relies heavily on incorporation of new media technologies and outreach to youth. Its program, Sunukaddu (“our words” in Wolof, Senegal’s lingua franca), embodies both elements. The program’s stated objective is “to improve the response to HIV/AIDS in school by voluntary counseling and testing [of health status], the promotion of human rights and communication” (Sunukaddu.com, n.d.). It must be admitted that the incidence of HIV/AIDS in Senegal is (happily) inferior to that of some of its West African neighbors -- approximately 1 percent prevalence among 15-49 year-olds (Massey, Morawski, Rideau & Glik, 2009). Even so, HIV/AIDS is still a significant problem, and the role of stigma figures prominently in the nation’s (mis)management of the illness. Moreover, RAES has its eye on the region as whole. Once this program has been optimally developed at home in Senegal, RAES hopes to scale it up for pan-African dissemination.
Sunukaddu functions by developing youth leadership and communication skills via training in audio/visual recording and storytelling techniques. The first phase of Sunukaddu implementation consists of a 10-week, summer training session for youth leaders from three local high schools (Blaise Diagne, Parcelles Assainies, and Sacre-Coeur). During this workshop, youth are trained by local experts (a video editor, sound engineer, online journalist, and webmaster) in the effective creation of original, digital content via mobile, audio/visual recording devices (field and studio microphones, mini disk recorders, video cameras, digital cameras). Participants also are given some limited instruction in the uploading of digital content to the internet. Then they are set loose in the community to create and collect local stories pertaining to HIV/AIDS. Upon returning to the studio, students edit and upload their media to Sunukaddu’s website, sunukaddu.com, from which diverse individuals – young and old, Senegalese and foreign, those living with HIV/AIDS and those bearing witness – can stream the media clips, comment on message boards and blogs, and seek out information on various health issues, particularly HIV/AIDS.

New Media and Participatory Culture

Participation is powerful (Palfrey & Gassner, 2008; Prensky, 2001). This act can demonstrate to oneself one’s own worth and capacity. It shows an individual that s/he has something – whether it’s knowledge, skills, attitudes, time, etc – that another person values. It shows that individual that s/he can make a difference in someone else’s life. Such a discovery can be incredibly profound and meaningful. It can impact the way an individual regards him or herself in multiple domains, and influence how s/he conceptualizes his/her personal ability to take on and successfully execute challenges.
RAES subscribes to the notion that “giving youth the tools to create their own digital media can help them become engaged, committed and confident peer educators in the fight against the pandemic. Additionally, these innovative technologies help tailor messages and reinforce awareness-raising programs concerning stigma, discrimination, and human rights relating to HIV/AIDS” (Massey et al., 2009). 


It is important to note that the format of Sunukaddu’s youth-produced media is not confined to public service announcements (PSAs). Traditional media literacy interventions with production components have had youths create such fare. However, to numerous critics over the years, this endeavor has proven problematic as the PSA model is antithetical to media literacy’s aims, more closely resembling top-down, one-way propaganda than bottom-up, mutual dialogue (H. Jenkins, personal communication, December 1, 2009). The fostering of critical and active engagement on the part of the viewers – a critical component of media literacy – was thus lost at best and, at worst, undermined. Rather than PSA’s, Sunukaddu’s website is loaded with dozens of youth-produced hip hop tunes whose lyrics deal with HIV/AIDS, as well as documentary-style video clips, comment boards, and more. 

This orientation towards providing individuals with the means for self-expression is recommended by the literature. It is commonly acknowledged that participation in the creation of quality media products and the telling of authentic (often, but not perforce, autobiographical) stories whose dissemination mean enfranchisement and representation for its true-to-life characters engenders empowerment (Buckingham, 2003; Hobbs & Frost, 2003; Lankshears & Knobel, 2006). Allowing youths to find their own topical niches or “affinity spaces” in which they can operate as self-directed learners is also liberating and functions as an effective pedagogical strategy (Gee, 2007).

Additionally, interaction with digital tools makes strides in addressing the participation gap examined by Jenkins et al. (2006) and analyzed in terms political economy and opportunity by Seiter (2008). Specifically, children’s varying degrees of cultural capital impact their access to and use of technology, circumscribing their chances to obtain related skills and influencing their subsequent performance in the classroom and on the job market. 

The mediators of media effects hypothesized for unidirectional, broadcast media – parasocial interaction, identification, and transportation – operate differently in this interactive, digital landscape. In the case of video game play, the impact of these three processes may manifest more strongly (Klimmt, 2009). This is because the medium demands that audience members dynamically engage with the characters (or, in this case, avatar) and personally influence their journeys. Such intimate connection facilitates and enhances transformative identification and transportation. But video games are still a professionally produced, narrative-esque format. What about community-created media, e.g., documentary-style footage – events, interviews, confessionals; comments on blogs and online fora; public service announcements; original songs; etc?

Evaluations of public health campaigns suggest that its non-narrative media (whose components resemble those aforementioned examples of community-created media) can impact an audience. Meta-analyses confirm “it is easier to promote a new behavior than to persuade people to stop a behavior” (Snyder, 2001, p. 188). Whereas campaigns collectively motivate 7% to 10% more of the people in intervention communities to change their behavior than those in control communities, commencement campaigns, or campaigns that encourage behavioral adoption, produce one-third to one-half more adherents, with approximately 12% of the intended audience adopting the new behavior (Snyder, 2001). If such community-created media could tap the processes of parasocial interaction, identification, and transportation – perhaps via strong characters with relatable, likable, and/or aspirational qualities, and/or via a gripping storyline that lent itself to transformative identification or transportation – its impact would be considerable, even greater than stand-alone narrative and non-narrative forms.
 Thus, it is fervently hoped that Sunukaddu will host a mediated conversation that will make a difference in the lives of young Africans, inspiring their adoption of positive knowledge, attitudes, beliefs, perceived behavioral control, and subjective norms, and leading to desired behavioral intentions and behavior (Azjen & Fishbein, 1980).

Grass Roots Organizing

The second phase of Sunukaddu’s program consists of deploying student clubs in the youth leaders’ high schools. The summer workshop’s graduates function as the clubs’ leaders, with some facilitation provided by adult volunteers. Learning about reproductive health and manipulation of digital tools to produce related content constitute the clubs’ stated aims. Ultimately, the clubs’ members are to create more media for the Sunukaddu website, just as the summer workshop participants had done. 

Sunukaddu 2.0 – Or Should That Be 3.0?


RAES suspects that the Sunukaddu program could be strengthened. As shown in Table 3 below (excerpted from Massey et al., 2009), summer workshop participants did gain some HIV/AIDS-related knowledge as a result of their experience. Areas in which significant gains occurred include knowledge of the existence of HIV/AIDS medicines and the disease’s lack of a cure. However, this information was obtained incidentally and somewhat haphazardly in the context of students’ individual content creation. 

While RAES believes in a participatory rather than a lecture-based approach, stressing problem-based learning in which students state their educational objectives and create the plan for satisfying them, such a paradigm might benefit from some support. First, this approach risks students’ failure to obtain certain key information. This outcome was borne out vis-a-vis knowledge of whether condom use reduces the risk of acquiring HIV. From pre-workshop to post-workshop, this knowledge indicator barely budged (Massey et al., 2009; see Table 3). 
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Second, a problem-based learning approach may not be as complete as possible; students may come away with bits and pieces of information, the products of online cherrypicking, rather than holistic, contextualized understandings of situations. Third, since some data on the internet are spurious, Sunukaddu participants could acquire and disseminate misinformation, to the detriment of the collective.

So Sunukaddu stands at a crossroads. While the program has experienced some success, RAES would like to see an improvement in participants’ knowledge of HIV/AIDS. It has also voiced a desire to nurture learning around: communication—message construction, storytelling (fiction, non-fiction, autobiographical); manipulation of diverse media—video, audio, digital (including cell phones), clothes, art, pottery, jewelry; engagement with voluntary counseling and testing (VCT) and peer support; and methods of encouraging the humane treatment of people living with HIV/AIDS. Certainly stultifying lectures are not the answer, but there must be a middle ground between non-inspirational droning and agenda-less supervision.
Research Questions

R1. What are the optimal modes for supporting student learning of Sunukaddu program material (e.g., communication skills, media manipulation, reproductive health information, methods of redressing stigma)?

R2. Which bodies of theory/praxis should inform a Sunukaddu methodology that incorporates these modes?

Curriculum-Enhanced Participatory Learning

R1. What are the optimal modes for supporting student learning of Sunukaddu program material (e.g., communication skills, media manipulation, reproductive health information, methods of redressing stigma)?


In order to realize Sunukaddu’s new learning objectives, introduction of a core curriculum is advisable. For this reason, as well as the current approach’s inherent shortcomings, the unadulterated, emergent learning character of the problem-based methodology cannot persist. Both pedagogic literature and the unique zeitgeist of RAES recommend Sunukaddu’s adoption of a core curriculum that relies upon a participatory learning approach. This approach should utilize the following modes: hands-on activities; interactivity; meaningful participation in terms of knowledge and skill sharing; critical analysis; the pursuit and production of intelligence (i.e., information, art, skills, etc.); and the opportunity to function in multiple constellations, including individual, pairs, small groups, and whole group.


The next research question is an intuitive follow up:

R2. Which bodies of theory/praxis should inform a Sunukaddu methodology that incorporates these modes?

Literature from social and emotional learning (SEL) and new media literacies (NML), as well as select approaches from community development literature whose values and means echo and enrich SEL and NML, can support this methodology.
Social and Emotional Learning


People have long distinguished between two kinds of smarts: “book smarts” and “street smarts,” or intellectual perspicacity and real world savviness. But ever since Howard Gardner’s pronouncement of multiple intelligences 25 years ago (1983; 1993), and particularly in the past 10 years, a new kind of smart has been gaining traction among scholars and general audiences alike: “people smarts.” Also known as “emotional intelligence” (EI; Goleman, 1996), this capacity encompasses “two broad components: awareness and management of one’s own emotions and awareness and management of others’ emotions” (Cherniss, Extein, Goleman, & Weissberg, 2006, p. 240).


EI has been found to correlate with real-world success (defined as excellence in job performance) in numerous contexts, including: corporate management (Cavallo & Brienza, 2004; Rosete & Ciarrochi, 2005); military (Bar-On, Handley & Fund, 2005); financial services (Luskin, Aberman, & DeLorenzo, 2005; Bachman, Stein, Campbell & Sitarenios, 2000); and restaurants (Bar-On, 2004). But no context has been studied more extensively than schools, where programs emphasizing social and emotional learning (SEL) are being implemented with increasing frequency. According to its evaluators, “social–emotional competence and academic achievement are interwoven and integrated, coordinated instruction in both areas maximizes students’ potential to succeed in school and throughout their lives” (Zins & Elias, 2006, p. 1). To recast it in the terms of the original debate, SEL mastery facilitates and amplifies both book smarts and street smarts. 

SEL Competencies
The Collaborative for Academic, Social, and Emotional Learning (CASEL) was co-founded in 1994 by Daniel Goleman, author of Emotional Intelligence (1996) and Social Intelligence (2006). CASEL operates as a sort of gatekeeper in the world of social and emotional learning. Utilizing a rigorous, scientific approach, CASEL assesses individual programs, conducts meta-analyses of impact evaluations, and identifies SEL programs’ most vital components. By “separating the wheat from the chaff” and widely communicating its findings via books, articles, professional development workshops, trainings, and electronic media, CASEL influences patterns of SEL consumption, which may indirectly influence production. CASEL also directly influences production, as it works with educational leaders in order to bridge science and practice, facilitating the application of theory to real-world settings (Collaborative for Social, Academic, Social, and Emotional Learning, 2009). It has identified five core groups of social and emotional competencies:

· Self-awareness—accurately assessing one’s feelings, interests, values, and strengths; maintaining a well-grounded sense of self-confidence

· Self-management—regulating one’s emotions to handle stress, control impulses, and persevere in overcoming obstacles; setting and monitoring progress toward personal and academic goals; expressing emotions appropriately

· Social awareness—being able to take the perspective of and empathize with others; recognizing and appreciating individual and group similarities and differences; recognizing and using family, school, and community resources

· Relationship skills—establishing and maintaining healthy and rewarding relationships based on cooperation; resisting inappropriate social pressure; preventing, managing, and resolving interpersonal conflict; seeking help when needed

· Responsible decision-making—making decisions based on consideration of ethical standards, safety concerns, appropriate social norms, respect for others, and likely consequences of various actions; applying decision-making skills to academic and social situations; contributing to the well-being of one’s school and community

(Collaborative for Social, Academic, Social, and Emotional Learning, 2009).
Why Empathy and Perspective Taking?

Humans are social creatures; we depend upon one another to survive. This is not only true in a physical sense, as represented by the specialization of labor. This is also true in an emotional sense. Humans suffer and act out when their emotional needs are unmet, when they are socially isolated and/or deprived of relationships in which they can express themselves, be understood, and receive support. Empathy mitigates against such an outcome. Empathy helps people to recognize and internalize another person’s state; this phenomenon is known as perspective taking. 

Cognitive perspective taking is the ability to imagine the point of view of another. This usually relates to spatial dimensions; literally, what compromises another’s field of vision? Affective perspective taking is the ability to understand the feelings of another by taking their point of view. Cognitive and affective perspective taking have been implicated in helping behavior. Mendelsohn and Straker (1999, p. 70) offered the following research-based insights on the meaningful applications of perspective taking: 

Selman (1976) proposed that the development of perspective taking plays an important part in a wide variety of human behaviors, including children's general social problem-solving abilities, their communicative and persuasive abilities, their understanding of the feelings of others, their understanding of fairness and justice, and their moral reasoning. Carlo, Knight, Eisenberg, and Rotenberg (1991) cited research studies that revealed a positive relationship between social role taking and moral reasoning (Ambron & Irwin, 1975; Selman, 1971 a), altruism (Iannotti, 1978; Krebs & Sturrup, 1982), helping behavior (Bar-Tal & Raviv, 1982), and children's understanding of their social and political worlds (Hakvoort & Oppenheimer, 1993; Quintana, 1994).

Empathy plays a role in friendship. Empathy can deepen the bonds of friendship as it facilitates friends’ ability to relate to one another. Empathy also increases one’s potential friend population because it creates connections and sheds light on similarities between people whose differences (artificial or otherwise) may have traditionally kept them apart. 

People make allowances for their friends. Even children as young as preschool age have been found to make conceptual distinctions between friends and nonfriends in terms of judgments and justifications concerning transgressions (Slomkowski & Killen, 1992). Specifically, they will judge their friends more kindly, giving them the benefit of the doubt (taking a toy is interpreted as sharing; making a face is interpreted as playful teasing) rather than escalating a conflict and imposing harsh consequences.

Empathy also establishes a feeling of connection between individuals. This diminishes the sensation and experience of isolation as well as provides fertile ground for building emotionally rich relationships. It also predisposes people to help one another. Carlo et al (1991) found that, when children understand another child’s sadness (unambiguously translated through consistent and appropriate facial cues), they are more likely to help him or her. 

With greater empathy, people are more likely to look upon others in a friendlier fashion, and to have more friends. Thus, they will excuse “wrongs” and peaceably negotiate potentially fraught situations with greater frequency. 
SEL Efficacy


Numerous studies have documented the impact of evidence-based SEL programs which, by definition, nurture empathy and perspective taking. An examination of 207 such programs found their universal applicability. “SEL interventions were effective in both the school and after-school setting and for students with and without presenting problems. They were also successful across the K-8 grade range, for schools in urban, suburban, and rural areas, and for racially and ethnically diverse student bodies” (Payton, Weissberg, Durlak, Dymnicki, Taylor, Schellinger, & Pachan, 2008, p. 6). Such a finding supports that case that SEL programming is beneficial for everyone.


SEL program participants develop in terms of social, emotional, and academic skills (Zins, Weissberg, Wang, & Wahlberg, 2004). In terms of social behaviors, SEL program participants tend to evidence more daily behaviors related to getting along with and cooperating with others than peers in a control group (Payton et al., 2008, p. 7). Emotionally, SEL program participants reported “more positive attitudes toward self and others (e.g., self-concept, self-esteem, prosocial attitudes toward aggression, and liking and feeling connected to school)” than peers in a control group (Payton et al., 2008, p. 7). These competencies are not only valuable in and of themselves, but they also facilitate academic excellence. SEL program participants were found to demonstrate increased social-emotional skills in test situations (e.g., self-control, decision-making, communication, and problem-solving skills), such that SEL programming yielded an average gain on achievement test scores of 11 to 17 percentile points (Payton et al., 2008, pp. 6-7).


Moreover, SEL programs provide an impressive return on investment in terms of dollars and cents and sustained behavior change. Aos, Lieb, Mayfield, Miller, and Pennucci (2004) found that the value of SEL programs exceed their costs (cited in Zins & Elias, 2006, p. 6). This finding was replicated in several independent investigations, with benefits ranging from $3.14 to $28.42 for each dollar spent (Hawkins, Smith & Catalano (2004); Schaps, Battistich, & Solomon, 2004; Botvin, 1998, 2002). Over time, SEL programs also return value in terms of improved life outcomes. Fifteen years after a universal intervention for urban elementary school children had ended, researchers recontacted 93% of the program’s participants and learned about their lives (Hawkins, Kosterman, Catalano, Hill & Abbott, 2008). From a sex-balanced, multiracial/multiethnic sample of 598 individuals, aged 24 to 27 years, they found that participants boasted significantly better educational and economic attainment, mental health, and sexual health than peers in a control group (Hawkins et al., 2008). 
After-school Programs (ASPs)

Students can also make significant gains in social, academic, and emotional domains from ASP-based SEL interventions. Durlak and Weissberg examined ASPs in their 2007 report, The Impact of After-School Programs That Promote Personal and Social Skills. A meta-analysis of 73 after-school programs that attempted to promote personal and social skills in such areas as problem-solving, conflict resolution, self-control, leadership, responsible decision-making, and enhancement of self-efficacy and self-esteem, this study found:
Youth who participate in after-school programs improve significantly in three major areas: feelings and attitudes, indicators of behavioral adjustment, and school performance. More specifically, after-school programs succeeded in improving youths’ feelings of self-confidence and self-esteem, school bonding (positive feelings and attitudes toward school), positive social behaviors, school grades and achievement test scores. They also reduced problem behaviors (e.g., aggression, noncompliance and conduct problems) and drug use. In sum, after-school programs produced multiple benefits that pertain to youths’ personal, social and academic life (Durlak & Weissberg, 2007, p. 7).

Payton et al. (2008) also found that the average student participant in an after-school SEL intervention gains 16 percentile points in his/her achievement test scores above the average student in a control group (p. 9).


New Media Literacies

A white paper from the MacArthur Foundation entitled “Confronting the Challenges of Participatory Culture: Media Education for the 21st Century” eloquently articulated the case for the new media literacies:

Schools and afterschool programs must devote more attention to fostering what we call the new media literacies: a set of cultural competencies and social skills that young people need in the new media landscape. Participatory culture shifts the focus of literacy from one of individual

expression to community involvement. The new literacies almost all involve social skills developed through collaboration and networking. These skills build on the foundation of traditional literacy, research skills, technical skills, and critical analysis skills taught in the classroom.

The new skills include:
Play — the capacity to experiment with one’s surroundings as a form of 

problem-solving

Performance — the ability to adopt alternative identities for the purpose of 

improvisation and discovery

Simulation — the ability to interpret and construct dynamic models of real-

world processes

Appropriation — the ability to meaningfully sample and remix media 

content

Multitasking — the ability to scan one’s environment and shift focus as 

needed to salient details

Distributed Cognition — the ability to interact meaningfully with tools that 

expand mental capacities

Collective Intelligence — the ability to pool knowledge and compare notes 

with others toward a common goal

Judgment — the ability to evaluate the reliability and credibility of different 

information sources

Transmedia Navigation — the ability to follow the flow of stories and 

information across multiple modalities

Networking — the ability to search for, synthesize, and disseminate 

information

Negotiation — the ability to travel across diverse communities, discerning 

and respecting multiple perspectives, and grasping and following 

alternative norms.
(Jenkins et al., 2006)

It should be noted that, since its publication, the authors of the white paper have identified an additional NML skill: visualization. While its definition is still being developed and contested, the following verbiage distinguishing it from its “sister skill,” simulation, has been offered: 


Simulation - the ability to navigate and interpret dynamic models of real-world processes

Visualization – the ability to imagine and construct dynamic models of both real-world processes and imagined processes (K. Page, personal communication, November 3, 2009). 
The new media literacy skill of collective intelligence (first coined by Levy and Bonanno in 1999) is particularly salient to Sunukaddu’s work. Collective intelligence can be understood as teamwork, and its realization is in the attainment of a massive feat that would have been impossible/significantly inferior if undertaken by a lone individual. With the collective intelligence ethic at work, two heads are better than one, and everyone has something to contribute. Paraphrasing Levy and Bonanno (1999), Jenkins (2007) writes:  “…nobody knows everything, everyone knows something, and what any member knows is available to the group as a whole at a moment's notice.” According to such a framework, “…the more diverse the participants, the richer the final outcome” (Jenkins, 2007). This was dramatically demonstrated in the case of online participation in the mysterious and innovative game/challenge “I Love Bees” (McGonigal, 2008) and resourceful “spoiling” of hit reality show Survivor (Jenkins, 2006).  

Collective intelligence complements other skills as well. Lyman et al. (2009) describe the processes by which young people acquire knowledge and skills in digital contexts as “hanging out,” “messing around,” and “geeking out.” Hanging out requires collective intelligence for its purpose is to connect with and obtain enjoyment from others. The other two processes require play and multitasking respectively, but they might also be social, involving interactions with and input from individuals of various skill levels and thus tapping collective intelligence.

The case for collective intelligence draws diverse theoretical support, particularly from the realm of community development literature. A community can be understood as an assemblage of individuals who share something in common, such as a geographically proximate residence or a similar interest. In the case of an after-school program such as Sunukaddu, participants share both – residence (for several hours per day over 10 weeks during the summer, and for approximately 1 hour per week in the case of year-round clubs) in this discrete space and an interest in making the time they spend there as enjoyable as possible. Therefore, Sunukaddu is most certainly a community.

What determines the robustness of a community? Arguably, it is the richness of its assets, the extent to which citizens can access those assets, and its magnitude of good feeling. Engagement with collective intelligence enhances each of these aforementioned elements. By pooling knowledge and comparing notes, program participants foster and enrich their own and others’ assets. This phenomenon has been documented in Kretzmann and McKnight’s (1997) asset-based community development (ABCD) work. One of its key methodologies is to inventory community members’ capacities, inquiring as to their gifts, skills, and dreams, as well as or in addition to their “gifts of the head,” “gifts of the hands,” and “gifts of the heart”  (Kretzmann, McKnight, Dobrowolski, & Puntenney, 2005, pp. 23-24). They have shown that, when individuals realize and are motivated to share their assets, they are more likely to do so, and the community develops as a result.

“Positive Deviance” (PD) is a strategy for problem-solving rooted in respect, community ownership, and efficiency, epitomized by PD innovator Jerry Sternin’s famous announcement, "...the solution to your problem already lurks in this room" (Singhal, Sternin, & Dura, 2009). Like ABCD, PD adherents view the community is resource-rich and already in possession of its own answers. In practice, PD endeavors to identify, analyze, communicate, and support the wide adoption of the behaviors/strategies utilized by successful community members whose access to resources is no better than anyone else's. PD highlights community members’ strategies for success. If one broadly defines success, or seeks out success across multiple contexts, then everyone could potentially offer a set of behaviors as success strategies. 

A community’s strength can also be judged according to its cohesion. In his controversial book, Bowling Alone, Robert Putnam (2001) described two cohesion processes: bridging and bonding. Bridging refers to the building of connections across and between diverse entities, linking previously disparate individuals/groups. Bonding refers to the building of connections between similar entities, reinforcing existing ties. This can be conceptualized in a network paradigm. The network perspective (Monge & Contractor, 2003) sees each individual as a node, with relationships and/or communication patterns linking nodes together. Each and every interaction develops the interconnectedness of the network by establishing contact between formerly separate entities (Putnam’s bridges) or strengthening existing ties (Putnam’s bonds). 

While harnessing the potential of bridged and bonded publics represents collective intelligence, the process of establishing these links can be described by the NML skill “negotiation.” Negotiation refers to the ability to travel across diverse communities, discerning and respecting multiple perspectives, and grasping and following alternative norms.
Intersections Between/Among NML Skills and SEL Competencies


All of this is well and good, but what do SEL and NML have to do with each other? The answer is quite a lot, actually.

Table 1. NML Skills Aligned with Complementary SEL Competencies and Their Hybrid Definitions

	NML Skill
	SEL Competencies
	Hybrid Definitions

	Play
	Social awareness, Self-management
	Utilizing resources (including one’s environment) in order to problem solve/overcome obstacles through a deliberate process of observation of progress and revision goals, akin to experimental protocols.

	Performance
	Social awareness
	Adopting alternative identities through embracing the perspective of and empathizing with others for the purpose of improvisation and discovery

	Appropriation
	Social awareness, Responsible decision-making
	Using community resources – specifically media content – and ethically, respectfully sampling and remixing 

	Transmedia navigation 
	
	

	Multitasking
	Self-management
	Regulating one’s emotions and attention to handle stress, control impulses, persevere in overcoming obstacles, and focus on salient details 

	Collective intelligence
	Social awareness, Relationship skills 
	Recognizing family, school, and community members and institutions as resources, pooling knowledge and comparing notes with others, working cooperatively toward a common goal within the context of healthy, rewarding relationships 

	Distributed cognition
	
	

	Simulation
	
	

	Visualization
	
	

	Networking
	Self-management, Social awareness, Relationship skills, Responsible decision-making
	Seeking, synthesizing, and disseminating information by effective, safe, and appropriate exchanges with social communities and informational repositories

	Negotiation 
	Social awareness; Responsible decision-making
	Interacting with diverse communities, discerning, respecting, and being able to take on multiple perspectives, recognizing and appreciating individual and group similarities and differences, grasping and following appropriate (possibly alternative) social norms, and contributing to the well-being of the community.

	Judgment
	Responsible decision-making
	Making decisions based on ethical standards, safety concerns, respect for others, appreciation of consequences, and evaluation of the reliability and credibility of different information sources.



As seen in this table, SEL competencies are embodied in/required for the successful deployment of NML skills. This should be unsurprising since SEL competencies are fundamental. Nonetheless, as in the case of common sense solutions, sometimes basic and incredibly valuable elements are overlooked. The original NML definitions imply SEL competence; the revised definitions make this plain. Consciousness-raising to social and emotional learning, much like the mission of science, aims to make the known foreign and the foreign known. By interrogating our assumptions and shining a light on what we take for granted, we can come to new understandings of sundry processes.

SEL, NML, and Sunukaddu’s Learning Objectives


So how do the interlocking skills of SEL and NML relate to Sunukaddu?

Let us recap RAES’s objectives vis-à-vis Sunukaddu: communication—message construction, storytelling (fiction, non-fiction, autobiographical); manipulation of diverse media— video, audio, digital (including cell phones), clothes, art, pottery, jewelry; engagement with voluntary counseling and testing (VCT) and peer support; and the methods of encouraging the humane treatment of people living with HIV/AIDS. 

Clearly, Sunukaddu already boasts several ambitious learning objectives. Adding more curricula might be the proverbial straw that breaks the camel’s back. Rather than introduce independent programs in SEL and NML, both can inform instructional strategies and activities to teach Sunukaddu material. Rather a separate block of content to be taught in a crowded itinerary, SEL and NML function as the HOW, the means by which Sunukaddu content could/should be taught. According to Henry Jenkins (December 1, 2009), “[This is] the heart of what I've been arguing about integrating the skills across the curriculum” (personal communication).

The following table, which integrates Sunukaddu learning objectives with complementary NML skills, SEL competencies, and hands-on activities, should by no means be considered exhaustive. More NML skills and SEL competencies could be brought to bear on each learning objective, and multiple activities could capture each trio of objective, skill, and competency.
Table 2. Sunukaddu Learning Objectives Aligned with Complementary NML Skills, SEL Competencies and Hands-on Activities

	Sunukaddu 
	NML Skill
	SEL Competencies
	Hands-on Activities

	Communication—message construction, storytelling (fiction, non-fiction, autobiographical)
	Play
	Social awareness, Self-management
	Experiment with various genres (comedy, action-adventure, thriller, fairy tale, etc.) for telling a story. 

	
	Performance
	Social awareness
	Have multiple small groups roleplay a day in the life of a teenaged HIV/AIDS patient who attends this school and the various people in his/her life. How do peers treat him/her during lunchtime and after school? What is his/her home life like?

	
	Appropriation
	Social awareness, Responsible decision-making
	Sample and remix popular media in order to show the mixed messages regarding safe sexual practices targeted at youth.

	
	Collective intelligence
	Social awareness, Relationship skills 
	In a small group, share story ideas, discuss strengths/weaknesses/opportunities, and select one or two.

	
	Simulation
	
	Diagram the process by which HIV/AIDS-related stigma affects the community. 

	
	Visualization
	
	Create storyboards for your media piece.

	
	Networking
	Self-management, Social awareness, Relationship skills, Responsible decision-making
	As a whole group, devise a plan for dissemination of Sunukaddu content to all of the people in each participant’s life. Think about the vastness of each person’s network and analog methods of sharing media, e.g., printing out still photographs, hosting a community screening, etc. 

	
	Negotiation 
	Social awareness; Responsible decision-making
	Go into the community and interview a stranger on a non-sensitive topic (not HIV/AIDS). Focus on his/her nonverbal cues and ask follow-up questions to draw out his/her story. If this individual is from a different culture, remember to be aware of dissimilar social norms vis-à-vis acceptable topics of conversation and modes of behavior.

	
	Judgment
	Responsible decision-making
	Go online and find reliable, credible information on the status of the HIV/AIDS epidemic in order to give your story context and emotional weight.

	

	Manipulation of diverse media — video, audio, digital (including cell phones), clothes, art, pottery, jewelry
	Play
	Social awareness, Self-management
	“Mess around” with three different media. See what you come up with (i.e., discoveries, ideas).

	
	Transmedia navigation 
	Social awareness
	Use at least two media to tell the same story or to extend a story. 

	
	Multitasking
	Self-management
	With a partner, find all of the information you can on a complicated process involving a select piece of media (e.g., editing on the camcorder, throwing a pot). Then create a “How To” media element (e.g., video, audio recording, song, newspaper article, instructional pamphlet) that explains this process. You have 20 minutes.

	
	Collective intelligence
	Social awareness, Relationship skills 
	Have each member of a small group assume expertise for a piece of media, thoroughly examining its properties and then presenting it to the rest of the group.

	
	Negotiation 
	Social awareness; Responsible decision-making
	Visit the workplace of one of the Sunukaddu-partnered media professionals (video editor, sound engineer, online journalist, webmaster) and observe how their specialty media is used.

	

	Engagement with voluntary counseling and testing (VCT) and peer support
	Performance
	Social awareness
	Create a skit that re-enacts the testing process. 

	
	Collective intelligence
	Social awareness, Relationship skills 
	In a small group, write a song about the importance of peer support.

	
	Networking
	Self-management, Social awareness, Relationship skills, Responsible decision-making
	Part 1. List as many groups/cliques in your school as possible. Exchange lists with a partner and discuss any groups you might have overlooked. Locate a resource (e.g., yearbook, telephone directory) that features the student body in order to fill in the final gaps.

	
	Negotiation 
	Social awareness; Responsible decision-making
	Part 2. Using the list, brainstorm ways in which each group might be persuaded to pursue VCT. Consider the culture of each group. How do they vary in terms of initial stance on the issue and receptivity to certain kinds of messages?

	

	Methods of encouraging the humane treatment of people living with HIV/AIDS
	Performance
	Social awareness
	Film several short interactions modeling humane treatment of a peer with HIV/AIDS at different points during the school day and/or in various community contexts.

	
	Judgment
	Responsible decision-making
	Go online and find reliable, credible requests or recommendations for treatment of people living with HIV/AIDS.

	
	Negotiation
	Social awareness; Responsible decision-making
	Visit a site in your community at which people living with HIV/AIDS gather. Speak with them about their lives and how they would appreciate being treated.


Table 3. Sunukaddu Learning Objectives Aligned with Complementary SEL Competencies, NML Skills, and Hands-on Activities

	Sunukaddu 
	SEL Competency
	NML Skill
	Hands-on Activities

	Communication—message construction, storytelling (fiction, non-fiction, autobiographical)
	Self-awareness
	Transmedia navigation
	Use at least two modalities (audio, video, song, journal entries, essays, clothes, art, pottery, jewelry) to explain, explore, and show off your interests and strengths.

	
	Social awareness
	Performance, Play
	Part 1. Write a five-sentence article reporting on the group’s progress. With a partner, take turns reading your articles aloud, each time varying pitch, loudness, tempo, facial expressions, and body language to express a specific emotional state. Ask your partner to guess your emotion. Discuss how your emotion may have impacted the way your partner understood your message. Start with the seven universally recognized emotions: fear, anger, surprise, contempt, disgust, happiness, and sadness. For extra challenge, choose more complex emotions, like jealousy or shame, and/or remove a cue (for example, turn your body around so your partner can’t see your face).

	
	Relationship skills
	Performance, Collective intelligence
	Part 2. Team up with another pair of partners. Each pair should improvise and perform for the other a two-minute, non-dialogue scene in which they are two people who know each other and have to mop the floor. When the scene is over, discuss the story that unfolded. What happened? Who are these people? How do they know each other? What happened just before this scene started? What will happen after? How might this scene be changed in order to make it more interesting? For extra challenge, run the same scene a second time, adding in the team’s suggestions as well as dialogue. Tips: Do not say no; do not ask questions. 

	
	Responsible decision-making
	Negotiation, Collective intelligence
	Part 1. Survey several stakeholders in your school, e.g., principal, teacher, student, parent, about the type of information Sunukaddu-related information they’d like to receive and how they’d like to receive it. 

	
	Responsible decision-making
	Visualization, Networking
	Part 2. Construct a sample message according to each constituency’s content and format preferences. Show the messages to the stakeholders and record their feedback.

	

	Manipulation of diverse media — video, audio, digital (including cell phones), clothes, art, pottery, jewelry
	Self-management, self-awareness
	Multi-tasking
	Explore each material (video equipment, audio equipment, cell phone, cloth, visual art supplies, clay, jewelry supplies). You have three minutes to make a discovery and/or creation. Then note how the constraints (time limit, expectation to discover or create, opportunity to explore every material) affected you. How do you manage uncomfortable pressure and/or excited energy? How do you work best? What is you favorite material so far?

	
	Social awareness
	Appropriation
	Think about a fellow group member’s favorite media product (artist, TV show, movie, song). Let that media product inspire your creation of something this fellow group member might like, such as a collage featuring the artist, a T-shirt with the logo of the movie, a new opening song for the TV show, a piece of jewelry the artist might wear, a parody of a scene from the movie, a new cover for the latest album, etc. Then present your creation to your friend, explaining how your knowledge of him/her helped to guide your choices. 

	
	Relationship skills
	Collective intelligence
	In a group of four, create two pieces inspired by the youths living with HIV/AIDS situation. One piece should consist of one material only, such as video or cloth. The other piece should consist of four different materials, one per group member. Each group member must contribute to both pieces. As your group decides which materials to work with and what sort of piece to create, notice how you prevent, manage, and/or resolve interpersonal conflict.  

	

	Engagement with voluntary counseling and testing (VCT) and peer support
	Self-management, Self awareness, Social awareness
	Simulation, Visualization
	Part 1. Suppose you had unprotected sex. Construct a timeline of events. What would you do next? Then what? Then what? Beneath each event, write how you would feel at each point. 

	
	Self-management, Self awareness, Social awareness
	Collective intelligence
	Part 2. Present your timeline to a partner, discussing your choices and feelings. Then explore together different types of support you might appreciate, such as a conversation, an informational website, a hug, a clinic visit, etc. Beneath each event & emotion, write the support that would be most helpful at that point. 

	
	Responsible decision-making
	Distributed cognition, Judgment
	Conduct research (Internet, books, newspapers, etc) on the prevalence of VCT, locations of nearby service providers, VCT’s benefits, its challenges (such as lack of access, stigma), and other communities’ ways of responding to these challenges. Summarize your findings in a table, written article, or informational video or podcast.

	

	Methods of encouraging the humane treatment of people living with HIV/AIDS
	Self-awareness, Social awareness, Relationship skills, Responsible decision-making
	Collective intelligence, Performance
	What does it mean to treat people living with HIV/AIDS humanely? Consider the definition of the word humane, the risk that people living with HIV/AIDS pose to others’ health, the rights of all parties involved, the way you would want to be treated if you had HIV/AIDS, etc. Use narrative (written or performed/recorded) to bring the issue and your conclusions to life.   

	
	Self-awareness
	
	Think about yourself. In a personal journal, make a list of positive things you already do to humanely treat people living with HIV/AIDS, such as refraining from name-calling; make a second list of things you’d like to change, such as avoiding them; make a third list of realistic goals for the school year, such as starting a conversation with a person living with HIV/AIDS.

	
	Social awareness, Relationship skills
	Collective intelligence
	Brainstorm methods of encouraging the humane treatment of people living with HIV/AIDS. Think about the level of behavior change you’d like to target, individual or community --- in other words, are you trying to impact a person’s individual choice or institutions’ practices? Which is more important? Which is more feasible? What are three methods that could be implemented immediately?


Let us also consider the contexts in which Sunukaddu is salient: adolescence; mediated environments; and after-school programs (ASPs). 

SEL can help adolescents to meet their developmental needs and deter them from damaging practices. As the literature has documented (Erikson, 1997; Berk, 2003), adolescence is a period dedicated to identity exploration and establishment of belonging. Accordingly, stigma and social aggression of any sort is rampant and happens to be particularly harmful. Social aggression especially hurts girls, who disproportionately constitute those living with HIV/AIDS. Self-awareness aims to support individuals’ maintenance of a well-grounded sense of self-confidence. This might stop social aggression before it starts, as  “the social bully… is jealous of others’ positive qualities and has a poor sense of self, but she hides her feelings and insecurities in a cloak of exaggerated confidence and charm” (Coloroso, 2003, p. 18). It could also help adolescents to establish and embrace their uniqueness, defining their identity and boosting their self-concept. 

Self-management could also support the establishment of belonging, as expressing emotions appropriately is necessary for smooth social interactions. This could also check bullying, discriminatory practices, and hurtful reactions as people improve in controlling their impulses.

Social awareness also supports one’s sense of belonging because it humanizes others and illuminates the community resources to which one has access. Social awareness might also prevent the manifestation of bullying since taking on the perspective of and empathizing with one’s target could squelch any plans for cruel treatment. 

Relationship skills most intuitively support a sense of belonging. The establishment and maintenance of healthy and rewarding relationships based on cooperation can also inform one’s identity, illustrating who one is by the company one keeps and the behaviors one performs. Individuals who are competent in this domain know how to prevent, manage, and resolve interpersonal conflict and can resist inappropriate peer pressure. Therefore, they will prove to be important allies in combating the stigmatization of people living with HIV/AIDS.

Globally, research has shown that the skill development promoted by SEL programs helps prevent high-risk behaviors such as drug use, violence, and early sexual activity that put adolescents at risk for HIV/AIDS and other sexually transmitted diseases, adolescent pregnancy, and suicide (CASEL, 2009). 
Identity and belonging can also be pursued and established via any/all of the new media literacies. Those that particularly lend themselves to these ends include: play; performance; collective intelligence; networking; and negotiation. While these skills can be practiced offline, they also pair seamlessly with mediated contexts.

Finally, myriad SEL programs (Durlak & Weissberg, 2007; Payton et al., 2008) and NML programs (Joseph, 2008) do occur and have experienced success in after-school contexts. Thus, an ASP such as Sunukaddu could very easily embrace and benefit from SEL and NML.

Limitations

Cultural Considerations

First, it must be owned that the author is not Senegalese and claims a practically irresponsible ignorance of Senegalese culture. Therefore, some of these recommendations may be inappropriate. While the proposed curriculum attempts to respect the materials and methodologies already in place – namely, the usage of certain media and embrace of participatory, self-guided learning – it is filtered through the lens of a privileged, white American and may suffer from ethnocentrism. Explains Jenkins (December 1, 2009): 

…Asking the difference between skills, which might be understood as more or less universally valuable, and cultural assumptions, which may not apply equally in developed and developing countries or in countries based on individualist vs. collectivist assumptions….was especially suggestive to me... We wrote the white paper with American culture and educational practices very much in our mind. We've been pleased to see the ideas get taken up by educators around the planet and we are ourselves exploring how they might work in a Brazilian context. Already we are seeing that, say, the place of participatory culture looks different in countries which have a robust folk culture tradition than in those where mass media has largely over-written earlier folk practices. Our stress on NML as social skills reflects the realities of an individualist bias in American culture and I can almost imagine reversing things to focus on the need for individual voice in an African culture which has a much stronger communal base going in.

(personal communication).
Translation issues might also bedevil this project. French is the official language of the country and the method of instruction in schools, especially private schools such as the three with which RAES maintains contact. However, Wolof is Senegal’s lingua franca, and might prove a more comfortable tongue for students’ frank self-expression and earnest collaboration. 
A cultural advisor should be recruited to evaluate this proposal and weigh in on any/all programs. When one considers the sensitivity of this intervention’s components – young people; stigma; practitioner/participant differences in race, ethnicity, culture, citizenship, SES, education, language; HIV/AIDS – one really cannot be too careful. This program should also be vetted by potential participants and revised in an iterative, participatory manner.

Finally, a more extensive literature search that particularly examines youth media programs in Africa, as well as diverse HIV/AIDS programs, should also be conducted prior to implementation. Brown, MacIntyre, and Trujillo (2003)’s meta-analysis of HIV/AIDS programs that attempt to combat stigma is a good place to start.

Conclusion

Addressing the HIV/AIDS crisis in Africa is a complicated, upsetting task of gargantuan proportions. Nonetheless, as with any other project, change can be made by amassing effective theories and strategies and proceeding one step at a time, one day at a time. Sunukaddu, Dakar-based RAES’s program “to improve the response to HIV/AIDS in school by voluntary counseling and testing [of health status], the promotion of human rights and communication” (Sunukaddu.com, n.d.) is poised to make an important contribution in the fight against HIV/AIDS. By embracing social and emotional learning competencies and new media literacies, using these skills as the means by which to communicate content, Sunukaddu can more effectively teach: communication; manipulation of diverse media; engagement with voluntary counseling and testing (VCT) and peer support; and methods of encouraging the humane treatment of people living with HIV/AIDS. As a result of this sensitive instruction and generation of superior media, a positive impact in terms of knowledge, attitudes, beliefs, perceived behavioral control, subjective norms, behavioral intentions, and behavior (Azjen & Fishbein, 1980) is anticipated for program participants and “produsers” (Bruns, 2008) of the Sunukaddu website. 

“You must be the change you want to see in the world.”

– Mahatma Gandhi
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APPENDIX A. Questions and Answers about Sunukaddu; 

Summary of email correspondence between Laurel Felt, PI, & Alexandre Rideau, Director General of RAES

1. What is the objective of the summer student training session? What knowledge do you want participants to learn? What skills do you want participants to learn?

· Impact health behaviors and attitudes among Senegalese youth in the domains of HIV/AIDS stigmatization and discrimination. 

· Emphasize the importance of voluntary counseling and testing (VCT) for HIV, as well as the role of peer support in reducing health risks.

2. What are some programmatic areas of strength that you want to preserve and/or extend?

· Ability to develop messages (sounded, persuasive, entertaining, clear, well-produced)

· Focus less on multimedia/web production, more on audiovisual

· Tools (through cell phones?) and content (writing, drawings, posters)

· For HS graduates, might focus on clothes, art, pottery, jewelry to disseminate messages

3. What are some programmatic areas of challenge that could use retooling?

· COMMUNICATION SKILLS 

· Storytelling -- ability to sound true or tell own story

· Stories using digital tools

4. What is the objective of the student clubs? What do you want student leaders and participants to learn? What do you want student leaders and participants to do?

· To learn about reproductive health and how to communicate

· Use digital tools to produce content (fiction/non-fiction)

5. What is the current status of the student clubs -- are there any in operation? If so, how many? How many participants in each?

· Three clubs in three participating schools.

· Project’s activities ended last June.

· Clubs still exist but activities are slow.

· Evaluation due in March.
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� “Some faith groups in Africa believe that AIDS is a divine punishment for those who have been sexually promiscuous” (Inungu & Karl, 2006, para. 2). 


� at least influential ones





