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Abstract 

The paper draws upon the relationships between the discourses of interactive media, emotional and social intelligence and peace education, that may help in developing an ESI enriched peace educational programme using interactive media. The paper explains the need for a robust evaluation method to assess the emotional and social impact of engaging with interactive media programmes, especially those designed for pro-social and pro-peace educational purposes. In this relation, the paper proposes the concept of emotion quotient inventory (EQ-i) that may be applied as an approach to finding an empirical measure of the impact of the programme. The paper further draws on the relationship between peace education and ESI, which have common competencies, thereby, elicits the hypothesis that enhancing the ESI of individuals has the capacity to advance the goals of peace education. Additionally, the paper also proposes the use of EQ-i to empirically evaluate the impact of a peace education programme. 

This paper draws to attention that using a robust evaluation method such as the EQ-i to assess the impact of an interactive media for a pro-social or pro-peace educational programme may help to refine or re-design a programme for greater efficacy. 
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Introduction 

The aim of this paper is to draw relationships within the discourses of interactive media, emotional and social intelligence (ESI) and peace education, that may inform a new approach to peace education, by designing an ESI enriched interactive media programme for the purpose of peace education. Over several decades now, there has been considerable international documentation emphasising the need and commitment to peace education that can challenge the increasing cultures of violence and conflict that threaten communal and global harmony  (UNESCO, 1974, 1980, 1994/5, 1996; UNICEF, 1996, 1999; the UN General Assembly, 1978, 1995, 1996, 1999, 2002, and the Hague Appeal for Peace, 1999). Peace education is now widely accepted as a right of all children, not only those living in situations of armed conflict and, considered an essential component of quality basic education (UNICEF 1999: 38). Whilst we acknowledge the emphasis, commitment and substantial effort towards implementing peace education within and along side national curricula in several countries, it may not be an immediate possibility. This void calls for finding alternate modes of reaching children and creating programmes that are easily accessible, engaging, enjoyable and creative, apart from being educational in content. Current practices of peace education programmes (PEP) employ a wide variety of mediums that include literary activities, sports, the arts and new media. New media technologies, especially the Internet, have been recognized for playing a crucial role (UNICEF 1999: 26), in bridging children and youth across geographically dispersed countries and helping them engage in common dialogue. Over the recent years, increasing use of interactive media has opened new vistas for proliferation and dissemination of educational content that not only provide immediacy and impetus but have also transformed the face of traditional peace and conflict education (see PeaceMaker for the Israeli-Palestinian conflict). Parallel to this dynamic, we are also witnessing a burgeoning presence of the theory and practice of social and emotional intelligence (Salovey and Mayer 1990; Goleman 1995; Bar-on 1999), being integrated into education systems (Goldsworthy 2002; Ryback and Sweeney) in several countries like the USA (Lantieri), UK (Clouder & Heys), Netherlands (Diekstra), Germany (Paschen), Spain (Berrocal) and Sweden (Dahlin). This ‘new vision of education’ (Lantieri: 191) and ‘good practice’ (Dahlin: 85), has however not yet been explored adequately within contemporary peace educational programmes and none that integrate emotional and social intelligence with interactive media specifically for the purpose of peace education. 

The motivation to integrate these three domains in this enquiry, spells from two personal experiences in relation to children that not only demonstrate the need to reach children through informal and innovative peace educational modes but more importantly to enhance their emotional and social intelligence for the greater good. 

Motivation behind this enquiry

The first experience relates to an incidence (2005) of filming a German subject at the Coventry Cathedral in the city of Coventry, UK, when a young English teenager approached the camera, and inquired about our endeavour. Upon learning the nationality of my subject, the teenager’s inquisitiveness suddenly changed into anger, following which he made a derogatory comment against Germans, and walked away. My subject, who was in mid-twenties, maintained a calm composure in response to the comment and also expressed empathy against such negative ‘stereotypes, attitudes and prejudice’ (Zeligs 1955; Bar-Tal 1989) still prevalent in some English mindset post World War II. The emotional outburst of the teenager led me to enquire with some educators about causes that may have developed or perpetuated hatred in a teenager who had not lived through the World War II. A plausible cause suggested, may have been the way the incident of Coventry Blitz (The Guardian 2009), which refers to the bombing of Coventry Cathedral by the Germans during World War II, was taught or may have inculcated in their memories. Whist the city of Coventry has since recuperated and even established itself as a city of peace and reconciliation, such peace initiatives have been inadequate in changing attitudes in some children. During this particular incident, the observation of deeper enquiry was however, not the prevalence of prejudice but the inability of the teenager to ‘regulate emotions’ and lack of ‘impulse control’ and the ability of my subject to not only ‘regulate emotions’ but also ‘understand the emotions of the other’ (Goleman 1995; Bar-on 1999). With regard to inter-cultural prejudices, several scholars have proposed different approaches to reduce prejudice and nurture pro-social and pro-peace values such as ‘international understanding, development education and multicultural education (Burns and Aspeslagh 1996).  Zelig (1955) for example stressed the necessity of intercultural education to eliminate prejudice, which makes children ‘conscious of the process by which they get and keep their prejudice’ (1955: 360). One approach towards raising such consciousness may also be by helping them become aware of and understand their own emotions and that of others, and how others feel, to be able to establish mutually satisfying relationships and relate well and cooperate with others and also to ‘effectively and constructively manage and control emotions’. All of these attributes, form competencies and skills of what is ascribed as emotional and social intelligence (Bar-On 1997), enhancing which, may contribute towards inter-cultural and peace education. 

The second experience that forms the loci of my inquiry was a conversation with an art educator from Minnesota, in USA, who lamented that many children in her classroom referred to the proceeds and civilian causality during Iraq war to that of a play station game. The ‘war as game’ metaphor has never been more pronounced as it was during the Iraq war, when the military, media, weapon and sign systems became mutually embedded, and war and game melded in real-time prime television, transforming the viewer into a player (Der Derian 2003: 37). The media paradigm, by which we now understand war, is ‘increasingly the video game’ and this change is not only reflected in the real-time television war but also an increased collusion between military and the commercial uses of ‘video games’ (Stahl 2006: 112). Such collusion not only contributes to ‘desensitization’ (Funk et al 2004), but also, one may argue, a cognitive distortion of the real war with real people and real casualties, misinterpreted as virtual reality. This inability to distinguish between virtual reality and reality per se and lack of awareness and understanding of reality may be attributed as lack of ‘adaptability’ skills within the discourse of emotional and social intelligence. Adaptability refers to the ability to cope with and adapt to personal and interpersonal change as well as change in our immediate environment. People who have a high capacity for adaptability are typically flexible, “realistic”, effective in understanding problematic situations, and competent at arriving at adequate solutions (Bar-On 1997). Reality testing is seen as one of the sub-factors of adaptability that governs the ability to objectively validate our feelings and thinking with external reality. This includes assessing the correspondence between what is experienced and what objectively exists. Testing the degree of correspondence between what we experience and what actually exists involves a search for objective evidence to confirm, justify and support feelings, perceptions and thoughts (Bar-On 1997). From this perspective, we may see this lack of sensitivity or desensitization as attributing to a reduced degree of reality testing skills in individuals.  Further, regarding desensitization, several scholars have suggested the hypothesis, that, with long exposure to prior violence, directly or vicariously, such as through violent video games and other media, there may occur in time a form of psychological ‘turning off or turning out’ (Cline et at 1973: 360) of the normal emotional responses to violent events (Proctor 1968; Wolpe and Lazarus 1966; Wilson and Davison 1971; Bandura 1969; Eysenck 1963). This ‘turning off or turning out’ of the normal emotional responses to violent events, may also signify lack of emotional ‘self-awareness’ and understanding of other’s feelings, concerns and needs that is ascribed as ‘empathy’ in emotional and social intelligence (Goleman 1995; Bar-on 1997). Being emotionally self- aware, implies being aware of, understanding and sensitive to one’s own feelings and being empathic is being sensitive to other’s feelings, to be able to emotionally read other people and show interest, care and concern for them (Bar-On 1997). Additionally, a desensitized mind may also lack skills of social responsibility (Bar-On 1997); socially responsible people possess ‘social consciousness’ and a basic concern for “others”. They have an acquired sense of “interpersonal sensitivity”, and use their talent for the collective good (not just for their self) (Bar-On 1997). Based on this analysis, one may elicit this understanding that being desensitized to violence or war or conflict issues also attributes to a depleting or a reduced sense of emotional and social intelligence.  This reduced level of emotional and social intelligence has implications and affections in all social spheres of the individual’s existence, such as school and work place that lie beyond the peripherals of just violence and conflict issues. In light of this understanding, it may well be as important, if not more, to not only impart peace education to youth and children but also make efforts to enhance their emotional and social intelligence for the greater good. To this effect, one may propose the development of an ESI enriched peace education programme and to further exploit the potential of interactive media, developing an ESI enriched interactive media programme for peace education maybe seen as an approach.

The first step forward may be to explore and analyze interactive media’s potential as an educational resource, and its capacity to emotionally, therapeutically and socially influence people and then, discuss some interactive media programmes, especially in the genre of serious games that seek to contribute towards pro-social and pro-peace education and engagement, amongst its users. 

Interactive media programmes

Interactive media can be ascribed as new media technologies that are largely characterized by the integration of separate communication modes and media types into a single technological system or composite structure (Jankowski and Hanssen 1996: 4; Van Dijk 2006: 7). These have multifaceted structural and compositional aesthetics that allow new conventions of organizing and presenting audio-visual and textual content, in unique spatio-temporal architectures of deconstructed frames, narratives and temporal continuity. These therefore have the capacity to present very complex and critical issues in greater depth, wider content and multiplicity of meaning, which can facilitate an increased awareness and understanding of such issues. Most significantly, these provide audiences with new modes of interactivity transforming them into active participants in co-constructing reality as ‘editors and inhabitants of virtual worlds’ (Rieser and Zapp 2002), thereby reshaping their creative, cognitive, visual and aural experiences of engagement, entertainment and learning. 

Interactive media serve as useful educational resources for multifarious learning activities and purposes. Learning is seen an active process, in which people construct new understandings of the world through active exploration, experimentation, discussion, and reflection. New media technologies have the potential to fundamentally transform how and what is learnt (Resnik 2002: 33). Several educational researchers have devised and designed various interactive media programmes that not only serve as educational resources for knowledge transfer but also help in developing other creative, cognitive, intra- and interpersonal skills. To cite an example, amongst many, the Computer Clubhouses, developed by MIT Media Lab and Boston Museum of Science, are a network of learning centres, in which young people become designers and creators with new digital technologies. It uses a different approach to learning with different goals that enable its users to not only learn educational content but also facilitate other intra- as well as interpersonal skills.  They create their own artwork, animations, simulations, multimedia presentations, musical compositions, websites, and robotic constructions (Resnick et al. 1998). Young people interested in video games, for instance, make their own videos and design their own games, which not only helps in learning the heuristics of being a good designer, but also how to ‘persist’ and find alternatives when things go wrong, collaborate with others, view projects through the eyes of others, express themselves and gain confidence as learners (Resnik 2002: 34). Other programmes for example Berliner Sehen (1999) amongst many, developed by Fendt and Crocker at MIT, is primarily a language-learning application that is designed for social interaction to generate rich interpersonal exchanges (Davenport 1999: 8). Social relationships, interactions and communications are critical to a fast changing world. With different cultures increasingly coalescing together into a single platform, it is imperative to have enhanced interpersonal skills among individuals for greater social harmony. The computer as a medium has the capacity to develop such skills not only with people from the same social group but also ‘people from other cultures who speak different languages’ (Davenport 1999: 8).

Apart from being a resource for enhancing social skills, interactive media, as seen in some of the compelling works of Krystoph Wodiczcko have immense capacity in influencing people emotionally and therapeutically with healing effects. Wodiczcko’s works, ascribed as political art, psychotherapeutic art or art with an ethical proposition are informed and infused with ethicopolitical concepts of Foucault and psycho-political and psychotherapeutic ideas of Judith Herman (Wodiczcko 2004: 65). To a cite a few examples, amongst many, Wodiczcko’s Dis-Armor (1999), is a portable and wearable communication instrument designed to focus on psychological difficulties of Japanese high school students and school ‘refusers’, who have been silenced and incapacitated due to past or ongoing trauma. Dis-Armor, liberates such individuals from shame and trauma when they engage with it. It enhances their ability to perceive, understand and accept oneself (self-regard), recognize and understand their emotions (self-awareness), express it (self-expression), also struggle to achieve such expression (self-actualization) (Bar-On 1997), and in turn also helps generate empathy from other people listening to the individual who become a part of the engagement and interaction process. While works such as Dis-Armor primarily help individual users, his other works such as the Tijuana Projections, influence a collective of people and The Hiroshima Projections (1999) influenced masses of people, those who directly participated in the project and vicariously to those who watched the project on a live telecast on Japanese television. Wodiczcko received a special peace award by the Japanese Prime Minister in 1999 for his contributions with the Hiroshima Projections. Interactive media thus have immense potential not only as a learning tool, for the purpose of academic and social learning, but also in its capacity to influence people emotionally, in their values, ideals and beliefs that shift with of their engagement. More recently, there has been a surge of several interactive media programmes, especially in the genre of serious games that are being developed especially for social and peace educational purposes. 

Interactive media programmes for social cause and peace education… … … …In the last few years, several organizations, individuals and collectives, working towards social causes and peace, have been tapping the potential of interactive media, especially by designing, developing and publishing ‘serious’ games, that seek to generate awareness and understanding of serious and critical issues whilst engaging and entertaining its users. To cite a few examples, the United Nations World Food Programme (UN WFP) published Food Force (2005), an educational game on fighting against world hunger. Squeezed (2006) developed by the university of Denver, is a video game that seeks to generate an understanding of the plight of migrant farm workers as ‘fruit picking players who encounter unfair bosses and bad harvests’ (Game Development Programmes 2006: online). Its underlying cause is to spread ‘social consciousness’ by means of ‘humane gaming’ and generate ‘empathy’ for migrant farmers (Stencel cited at DU TODAY 2006: online). PeaceMaker (2005) developed at Carnegie Mellon spin-off Impact Games, challenges users to create a ‘stable resolution’ to the intractable Israeli-Palestinian conflict. The game allows its users to choose one of the two countries they would like to run, which allows them to understand the “other’s” perspective in the conflict and hence help generate not only an increased knowledge of the conflict but also empathy for the other side. A Force More Powerful (2005) developed by The International Center on Nonviolent Conflict (ICNC), media firm York Zimmerman Inc. and game designers at BreakAway Ltd., seeks to serve as a simulation model for studies on non-violent resistance and an educational tool for civil society groups and individuals. It seeks to utilize the medium of “game” to transfer knowledge about non-violent action (Marovic cited in A Force More Powerful: Online). Similarly, Global Conflicts PALESTINE (2007) developed by Serious Games Interactive, attempts to challenge the beliefs and ideas about the conflict and has educational value with features like encyclopaedia, assessment and a teacher’s manual.  

In this genre of interactive media works for pro-social and pro-peace educational purposes, one of the oldest and also most widely used programme in various schools curriculum across different countries is the Pax Warrior (2002), developed by Andreas Ua'Siaghail of the 23 YYZee Inc. Canada. Pax Warrior is as a hybrid new media work that integrates interactive documentary with collaborative learning tools and decision-based simulation. It is based on the Rwandan genocide, and uses interactive narrative with audio-visual and textual content to (re) present UN’s intervention in the genocide. It offers a scenario to its users, that changes with each decision made, illustrating the cause and effect relationships and the criticality of choices one makes that can have consequences in the real world. It also provides archival news documents, articles and other sources about the genocide. Pax Warrior is designed as a collaborative learning tool that allows users to play in teams with a common goal. Its pedagogic application has fundamentally transformed the way subjects such as history, peace keeping, genocide and human rights are taught conventionally. It has also been successfully integrated with other subjects such civics and social studies. Pax Warrior helps students understand conflict prevention and offers engagement at different levels such as emotional involvement or commitment, or a hostile encounter between military forces and the idea of humanitarianism. Overall, it aims its users to learn about global citizenship, human rights, critical thinking, social responsibility and most significantly, ‘being engaged in our individual roles within peace and justice processes’ (Pax Warrior 2002: online).

These examples demonstrate interactive media’s potential not only as an educational resource for academic and social learning skills and objectives but also as a medium that has the power and capacity to influence people emotionally and socially about their own self and about critical issues in the world. Whilst we acknowledge the potential it holds, there are however, inadequate modes of assessing the emotional and social impact of engaging with such media. 

Evaluating emotional and social impact of interactive media… … … Most interactive media programmes with specific learning objectives are equipped with a robust evaluation system that can assess the learning outcomes of the programme. These however do little to inform and evaluate the kinds and the extent of emotional and social changes induced or developed in the user by engaging with such media. For projects like Computer Clubhouses, that use their pedagogic methods to instil social skills and competencies like self-expression, problem solving etc, apart from becoming good designers, it may help to assess the extent to which these are achieved. For works by Krystoph Wodiczcko that are designed as political or therapeutic art, which have immense therapeutic, healing and peacebuilding values, it may help in evaluating but may not be a necessity. For serious and ‘persuasive’ (Bogost 2007) games however, that are especially designed for a pro-social and pro-peace cause, it may well be a necessity to not only assess the impact but also determine the effectiveness of the game in instilling those changes. 

With an increasing number of serious and persuasive games being developed and heavily funded by NGOs, film and game production companies and other funding organizations, evaluating the effectiveness of such games has become a critical issue in the gaming world  (Lavender 2006: 2). To date different approaches have been taken to assess the effectiveness of such games. One approach for example, has been the statistics of download to ascertain the ‘popularity and success’ of the game. Food Force for example, claimed over 4 million downloads (Food Force 2006: online) and Darfur is Dying, another online game with a social cause claimed over tens and thousands of downloads in the first month. Users of Darfur is Dying also entered an “action” area of the game to take a political action, by sending email messages to politicians demanding action on Darfur (ibid: 2-3). These numbers however, as Lavender (2006) very rightly questions, do not necessarily ‘translate into any behavioural or attitudinal changes’. Most game developers have a ‘clear intention’ and that these games ‘deliberately try to influence behaviour’, such as try to support UNICEF’s efforts’ or ‘affect social change’ (ibid). Lavender (2006) proposes considering the ‘level of persuasion’ achieved by the game developers, wherein, persuasion may be ‘pictured as a continuum ranging from information to action’ (Fogg 2003). At one end of the continuum, the game developer (persuader) may attempt to educate the user of the (persuasive) message, further along the continuum, is a change in attitude or belief and further still is the motivation to take action related to the social cause. One way to measure the effectiveness of serious games may be determined by the degree to which the goals defined and set by the developers are met (Lavender 2006: 3). One may however, question if taking action ‘virtually’ i.e. hitting a button and sending an email exemplifies any measure of the knowledge gained or attitudinal and behavioural changes in the ‘real world’. Engaging with the game may have instilled a sense of empathy and social responsibility in the user which may have prompted to take ‘action’, however, there is no way to ascertain, the level of empathy and social responsibility achieved or if virtual participation actually transcended into physical participation in the ‘real world’. Whilst acknowledging these approaches, one may argue that these contribute in evaluating effectiveness of such media only partially. First, it is imperative to define or re-define what constitutes effectiveness and without doubt assessing the emotional and social impact of such media is a critical part of effectiveness, which these approaches do not necessarily validate and most definitely do not offer an empirical measure of the impact. Lavender’s own game Homeless: Its no game (2006) seeks to explore the efficacy of such games by having a pre-engagement short user survey on the attitudes and beliefs on homeless people and another survey post-engagement to assess the change. This is however under development and may give an indication of the change, but not necessarily an empirical measure of the change and impact of the change whether long or short term. 

For other educational interactive media programmes like the Pax Warrior that has been successfully integrated in thousands of high school curriculum across Canada, South Africa and Britain and is being used by over 200,000 students in Canada alone, it may well be useful to assess the emotional and social impact, not only to understand the effectiveness of the programme but also as a model for other programme developers to learn from Pax Warrior.  It is widely acknowledged by developers, design and peace officials, teachers, students and parents that Pax Warrior holds great potential in influencing user’s skills, attitudes and existing knowledge about peace and conflict issues. Dawson (2002) of Pearson Peacekeeping Centre, for example, recognising user intelligence in Pax Warrior mentions how, ‘a potentially sensitive subject was brought to life with effects that appealed to the emotions, intellect and senses while avoiding “video game” sensationalism’ (Dawson cited in Pax Warrior 2002: online). Similarly, Cutler (2002) executive producer of WGBH mentions that it provides a unique opportunity for people to think about the impact and the ethical dimensions of their own actions and issues. [Pax] may be the most ‘effective means yet to help teenagers realize that the world is a much more complex place than most commercial media reporting would have us believe’  (Cutler cited in Pax Warrior 2002: online). These understandings are however based on verbal feedback and testimonies that ascertain the impact of the programme. Whilst these testimonies applaud the utility of the programme, they do little to validate the exact nature of the emotional and social impact of the programme, for example, which competencies and skills are induced or developed in the user, or the level of change and the extent to which these are instilled or fade over time. Most significantly, these do not indicate any behavioural changes in the user. For example, Niall Dolan (2005) of the BBC enquired a student of James Gillespies high school in Edinburgh, about why the student made a particular choice, to which the student replied, ‘Our mission is not to promote violence’. Dolan further asked if the simulation relates to their ordinary life, to which the student replied, ‘the decisions we have to make here [Pax Warrior] are much more extreme than any we'd have to make as teenagers’ (BBC 2005b: online). Hence, these testimonies do not serve adequately in assessing the effectiveness and the emotional and social impact of the programme. 

These examples overall demonstrate the need as well as the usefulness in assessing the emotional and social impact of interactive media in its multifarious forms and uses and that currently there are no robust evaluation methods that can provide an empirical measure of the same. To this effect, this paper proposes the use of the theory and concept of emotional and social intelligence (ESI) and how the application of the emotion quotient inventory (EQ-i) may be used as an approach to empirically measure the emotional and social impact of such interactive media. It may therefore be useful to understand the theory and concept of ESI.

Emotional and social intelligence (ESI) 

Various scholars have suggested the notion that there exist different types of intelligences (Thorndike 1920; Gardener 1983; Salovey and Mayer: 1990; Goleman 1995; Bar-On 1988). Thorndike (1920) suggested social intelligence, while Gardener (1983) suggested the theory of multiple intelligence, which included intrapersonal and interpersonal spheres. Salovey and Mayer (1990) first coined the term emotional intelligence (EI) defining it as the ‘subset of social intelligence’ (1990: 189), and developed one of the first measures of EI known as ‘emotion quotient’. The concept of emotional intelligence however, came to prominence with Goleman’s bestseller Emotional Intelligence (1995), although more recently, Goleman also theorised the concept of social intelligence. Zeidner, Matthews and Roberts (2001) have further proposed ‘a culture-bound knowledge of emotion’. This paper refers to the theory and concept of emotional and social intelligence as stipulated by Bar-On (1997). 

Bar-On’s concept of emotional and social intelligence… … … Bar-On (1988) proposed that emotional and social intelligence are related and draws this relation from a combination of historical theories that are traced back to Charles Darwin’s work (1872), concerning the importance of emotional expression for survival and adaptation. Along with Thorndike (1920), several scholars defined and described socially competent behaviour (Chapin, 1942; Doll, 1935; Moss & Hunt, 1927; Moss et al., 1927). Later Edgar Doll (1935) developed the first instrument for measuring socially intelligent behaviour in young children, which influenced Wechsler (1943) to establish that prevalent models of intelligence (general) would be incomplete without describing the influence of non-intellective factors. This prompted scholars to shift their attention from social intelligence to understanding the purpose of interpersonal behaviour and its role in effective adaptability (Zirkel, 2000). This line of research helped define human effectiveness from the social perspective and strengthened one aspect of Wechsler’s definition of intelligence, which is the ‘capacity of the individual to act purposefully (1958: 7). Along with Salovey and Mayer (1990), other scholars have also attempted to combine emotional and social intelligence, such as Saarni (1990) describes emotional competence as including eight interrelated emotional and social skills. Bar-On (1988) established that emotional-social intelligence is composed of a number of intrapersonal and interpersonal competencies, skills and facilitators that combine to determine effective human behaviour (1988, 1997b, 2000). Emotional-social intelligence is defined as being concerned with understanding oneself and others, relating to people, and adapting to and coping with the immediate surroundings to be more successful in dealing with environmental demands (Bar-On 1998; 1997; 2000). 

The Bar-On model of emotional-social intelligence (ESI)… … … … The Bar-On model of ESI can be divided into two main parts: the first part is the theory, or conceptualization of emotional-social intelligence, also referred as the Bar-On conceptual model of emotional-social intelligence. In this, Bar- outlines five components (referred as the 5 meta-factors), of ESI: intrapersonal, interpersonal, adaptability, stress management, and general mood. These components further comprise a number of closely related competencies, skills and facilitators (referred as the 15 sub-factors). The model thus has a multi-factorial inter-related array of competencies, skills and facilitators. To be emotionally and socially intelligent is to effectively understand and express oneself, to understand and relate well with others, and to successfully cope with daily demands, challenges and pressures. This is based, first on one’s intrapersonal ability to be aware of oneself, to understand one’s strengths and weaknesses, and to express one’s feelings and thoughts, non-destructively. On the interpersonal level, it implies, having the ability to be aware of others’ emotions, feelings and needs, and to establish and maintain cooperative, constructive and mutually satisfying relationships. Ultimately, being emotionally and socially intelligent means to effectively manage personal, social and environmental change by realistically and flexibly coping with the immediate situation, solving problems and making decisions. To do this, we need to manage emotions and be sufficiently optimistic, positive and self-motivated (Bar-On 1997). The second part of Bar-On model of ESI is the psychometric aspect of the model, also referred as the Bar-On psychometric model of emotional-social intelligence; this is essentially the measure of emotional-social intelligence, based on the theory and is designed to assess it. Bar-On’s model refers to both the conceptual and the psychometric aspects of this model, combined into one entity. 

Emotional Quotient Inventory (the EQ-i)… … … The instrument used for developing the Bar-On model is known as Emotional Quotient Inventory (the EQ-i). EQ-i (Bar-On 1997a) is a self-report measure of emotionally and socially intelligent behaviour that provides an estimate of emotional-social intelligence, and is the most widely used measure of emotional-social intelligence to date (Bar-On, 2004). The EQ-i contains 133 items in the form of short sentences and employs a 5- point response scale with a textual response format ranging from ‘very seldom or not true of me’ (1) to ‘very often true of me or true of me’ (5)
. The EQ-i is suitable for individuals 17 years of age and older and takes approximately 40 minutes to complete. ESI for children and youth aged 8 to 18 years can be measured by using the youth version of emotional quotient inventory (EQ-i: YV), The individual’s responses render a total EQ score and scores on the following 5 composite scales that comprise 15 subscale scores. These are: 

· Intrapersonal (comprising Self- Regard, Emotional Self-Awareness, Assertiveness, Independence, and Self- Actualization) 

· Interpersonal (comprising Empathy, Social Responsibility, and Interpersonal Relationship) 

· Stress Management (comprising Stress Tolerance and Impulse Control) 

· Adaptability (comprising Reality-Testing, Flexibility, and Problem- Solving)

· General Mood (comprising Optimism and Happiness)
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APPENDIX

The EQ-i Scales and What They Assess

EQ-i SCALES The EI Competencies and Skills Assessed by Each Scale

Intrapersonal Self-awareness and self-expression:
Self-Regard To accurately perceive, understand and accept oneself.

Emotional Self-Awareness | To be aware of and understand one’s emotions.

Assertiveness To effectively and constructively express one’s emotions and oneself.
Tndependence To be self-reliant and free of emotional dependency on others.
Self-Actualization To strive to achieve personal goals and actualize one’s potential

Tnterpersonal Social awareness and interpersonal relationship:
Empathy To be aware of and understand how others feel.

Social Responsibility To identify with one’s social group and cooperate with others.
Interpersonal Relationship | To establish mutually satisfying relationships and relate well with others.

INTERNETSTARTY
TN

“Adaptability Change management: E

Reality-Testing To objectively validate one’s feelings and thinking with external redlity. interactive media Macintosh HD.
Flexibility To adapt and adjust one’s feelings and thinking to new situations.
Problem-Solving To effectively solve problems of a personal and interpersonal nature. ﬁ

Stress Management Emotional management and regulatio:
Stress Tolerance To effectively and constructively manage emotions.
Tmpulse Control To effectively and constructively control emotions.

~
General Mood Self-motivation: L3

Optimism To be positive and look at the brighter side of Iie. Picture 2.png
To feel content with oneself, others and life in general, E N
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figure 1: EQ-i Scales and what they assess (Bar-On’s psychometric model of ESI)

The scores are computer generated; raw scores are automatically tabulated and converted into standard scores based on a mean of 100 and standard deviation of 15, which resembles the IQ (Intelligent Quotient). An average to above average EQ scores on the EQ-i, suggest that the respondent is effective in emotional and social functioning. The higher the scores, the more positive the prediction for effective functioning in meeting daily demands and challenges. On the other hand, low EQ scores suggest an inability to be effective and the possible existence of emotional, social and/or behavioural problems
.

Robustness of the Bar-On model of ESI… … … … Over the recent years, considerable evidence in favour of emotional intelligence is accumulating and it predicts success in important domains, among them are personal and work relationships (Salovey, Grewal: 2005:1)
. Bar-On’s construct of ESI is empirically based. Over the last 17 years, Bar-On has continuously moulded his conceptualization based on findings obtained from applying EQ-i in a wide range of studies. The development of this model has been rigorous, and that the outcome of this process has produced a valid concept and measure of ESI. Numerous reliability and validity studies have been conducted around the world that describe the reliability and validity of the EQ-i and the construct it measures. The model is consistent, stable over time and across cultures, and also capable of describing the construct it was designed to describe i.e. ESI. Bar-On model has the ability to predict various aspects of human behaviour and performance. The Bar-On’s concept of EQ-i can thus be applied and used as one approach in assessing the emotional and social impact interactive media has on its users and contribute to measuring its effectiveness in part. 

Interactive media and emotional and social intelligence 

In applying the EQ-i as an approach to assessing the emotional and social impact an interactive media has on its users, one may first assess the EQ-i before engagement with the interactive media as a pre-test and after engagement as a post-test. This may provide the difference in the measure of the EQ-i levels and thus indicate the level of change and the impact it has had on its users. For projects like Computer Clubhouses, that use their pedagogic methods to instil skills such as self expression, self-actualization (i.e. their ability to persist and find alternatives when things go wrong (Resnik 2002: 34), among other skills, the EQ-i maybe applied to determine the change in their level of skills before and after engaging with the programme. For serious and persuasive games that seek to instil skills such as empathy, social responsibility, and also interpersonal relationships by a change in values, beliefs and ideas about others, using the EQ-i may provide a measure of these skills induced or developed after engaging with the games. The EQ-i maybe most relevant to interactive programmes like the Pax Warrior, that have peace educational goals with specific learning objectives.  For example, it has very clear ideals of instilling a sense of social responsibility in its users. Ua'Siaghail (2002) for example, states that the game helps to say ‘Never Again’ in relation to genocides in the ‘most concrete possible way’. The Rwandan legacy forced us to re-think as world citizen, how we respond to humanitarian crises, our responsibilities when faced with Genocide and the game brings this message of respect for human rights to ‘students’, ‘who will have the most profound effect on our collective future’ (Ua'Siaghail cited at Pax Warrior 2002: online). Cutler (2002) further adds that at every step of the game the student (user) must ask ‘what can I do’, and it is hoped that by ‘asking these questions, it will be clear that we all must do more’ (Cutler cited at Pax Warrior 2002: online). Similarly, the headmaster of James Gillespies high school mentions that it is one of their ‘national priorities’ to teach students what it means to be ‘good citizen, a global citizen’. By interacting with Pax Warrior, ‘the youngsters are getting a real opportunity to improve their social responsibility, and this will hopefully contribute to them becoming better future citizens of the world’. Game developers and educators with such enquiries and expectations may need the EQ-i to assess competencies such as social responsibility, which may not be assessed by using mainstream structured evaluation methods. It may as well provide a better understanding of students’ response to Dolan’s (2005) enquiry if the simulation relates to their ordinary life. 

Another game the PeaceMaker for example, has generated a lot of interest and research in academia. Cleotilde Gonzalez, director of the Carnegie Mellon University’s Dynamic Decision Making Laboratory, is working with Kiron Skinner, director of the International Relations Program, and Laurie Eisenberg associate teaching professor of history who teaches a course called ‘The Arab-Israeli Condition: War and Peace’, to assess some aspects of the impact of the game on its students. Students in the class played the game at the beginning of the semester and will play the game again at the end of the course. Eisenberg and Gonzalez have developed questions to gauge the students' familiarity with the conflict. Gonzalez aims to track how students’ views change over the course of the semester and how this influences their game play (Carnegie Mellon 2007: online). In this case, while the impact of the game and the course are interlinked, an application of the EQ-i as a pre-test and post-test, may assist in providing additional data on the impact of the game on the students. The semester for example, maybe able to enhance the knowledge of the conflict, which may be assessed by a knowledge-based test, while the EQ-i may help in understanding the emotional and social impact of the game (as well as the semester) on the students. 

By understanding which competencies and skills are induced, developed and enhanced and to which degree, we may be able to better assess the effectiveness of such an interactive programme. These would further help in designing, refining or re-designing programmes that may be more effective in instilling the desired emotional and social impact a programme seeks have on its users. Further, to specifically design an interactive media programme (ESI enriched or not) for peace education such as Pax Warrior, it maybe useful to understand the theory and concept of peace education. 

Peace education 

Various scholars and leading authors in the field of peace education have put forth a number of approaches to peace education (Henderson 1973; Burns and Aspelagh 1983; Hicks 1985; Galtung 1995; Reardon 1988, 1989, 1993, 1997; Cremin 1993; Regan 1993; Harris 1996a, 1996b, 1998; Rees 2000). In current practices, the most widely used concept and that referred in this paper is the definition proposed by UNICEF. UNICEF makes a basic assumption, that the peaceful resolution of conflict and prevention of violence, (interpersonal or societal, overt or structural), is a positive value to be promoted on a global level through education (1999: 3). Peace education refers to the process of promoting the “knowledge, skills, attitudes and values” needed to bring about “behaviour changes” that will enable children, youth and adults to prevent conflict and violence, both overt and structural. It aims to resolve conflict peacefully and to create the conditions conducive to peace, (at intrapersonal, interpersonal, intergroup, national or international level) (UNICEF 1999: 1). 

Knowledge, skills and attitude approach to peace education… … … UNICEF’s definition emphasises on a ‘combination of the knowledge, skills and attitude’, which is now considered as the dominant approach in peace education. These categories further comprise of various attributes. Knowledge includes: (1) awareness of own needs, self-awareness; (2) understanding nature of conflict and peace (3) ability to identify causes of conflict, and non-violent means of resolution; (4) conflict analysis; (5) mediation process; (6) understanding of rights and responsibilities; (7) understanding interdependence between individuals and societies; (8) awareness of cultural heritage; (9) recognition of prejudice (UNICEF 1999: 14-15). Skills include: (1) communication (active listening, self-expression, paraphrasing, reframing); (2) assertiveness; (3) ability to cooperate; (4) affirmation; (5) critical thinking (6) ability to think critically about prejudice (7) ability to deal with stereotypes; (8) dealing with emotions (9) problem-solving (10) ability to generate alternative solutions; (11) constructive conflict resolution (12) conflict prevention (13) participation in society on behalf of peace (12) ability to live with change (UNICEF 1999: 14-15). Attitudes include (1) Self-respect, positive self-image, strong self-concept; (2) Tolerannoce, acceptance of others, respect for differences; (3) Respect for rights and responsibilities of children and parents; (4) Bias awareness; (5) Gender equity; (6) Empathy; (7) Reconciliation; (8) Solidarity; (9) Social responsibility (10) Sense of justice and equality; (11) Joy in living (UNICEF 1999: 14-15). 

Emotional-social intelligence and peace education 

Considering the attributes that constitute knowledge, skills and attitudes in peace education, it is evident that many of these are common with competencies and skills of emotional-social intelligence.  Hence, we may elicit this hypothesis that enhancing the ESI of an individual has the capacity to advance the goals of peace education. I draw the relevance of emotional-social intelligence in reference to the example mentioned earlier about a teenager who became angry with a stranger based on the stranger’s nationality due to a part war, by quoting Aristotle, in whose works indications of emotional intelligence were first found ‘anyone can be angry - this is easy. But to be angry with the right person, to the right degree at the right time, for the right purpose and in the right way – this is not easy’ (The Nicomachean Ethics 350 BC)

Further, Peace education programmes (PEP) also assess the impact of the programme on its participants and the EQ-i may be taken as an approach in assessing the same. Current evaluation methods used in PEPs include surveys/questionnaires/rating scales, interviews, focus groups, observations on behavioural changes and reviews of school records, carried before and after implementing programmes. Some experimental procedures are also used, although these are less common (UNICEF 1999: 33-4). Current peace evaluation techniques have been identified as problematic both in its implementation and its quality of assessment criteria (UNICEF 1999; Nevo & Brehm 2002; Bar-Tel 2002; Harris 2003; Rosandic 2000). At present only a minority of PE programs include a serious evaluation component (Solomon 2002: 3). It is acknowledged that tests and exams normally used in schools are unsuitable for evaluating peace education outcomes, as ‘they do not evaluate a state of mind (Bar-Tel 2002: 34). Henerson et al (1987), state that it is impossible to measure attitudes directly, and evaluation of changes in attitude must rely on inference and on the words and actions that are indicative of particular attitudes (cited in UNICEF 1999: 36). In Sri Lanka for example, several aspects of its Education for Conflict Resolution Programme were examined and it noted ‘positive changes’ in attitudes of teachers trained, however it stated it was too early to assess attitude changes in the children (UNESCO 1999: 32). In the Federal Republic of Yugoslavia, evaluations of the impact on children were carried out for the project Goodwill Classroom (Kovac-Cerovic 1996b) and Words are walls or They’re Windows (non-violent communications) (Ignjatovic-Savic 1996a) and the preliminary results indicate “highly positive” reactions on the part of both students and teachers. In Croatia, an evaluation of a school-based trauma healing and peaceful problem solving programme (UNICEF Croatia, 1997) noted a “positive effect” on decreasing post-traumatic stress and “improved” self-esteem in female students. It further indicated a “potential to affect” attitudes towards conflict and violence, “promoted good” psychosocial climate in classrooms involved, and a “reduction” in negative attitudes towards Serbs; although no behaviour changes were noted. All these evaluation of changes relying on inferences and “words” such as highly positive, favourable, positive changes, effects etc. provide an indication of the change in attitude, as proposed by Henerson et al (1987), but these do little to exemplify the exact degree of change, and how long the change may last. Nevo & Brehm’s (2002) observes that ‘hundreds of Peace Education programs are initiated and operated around the globe, at any particular period, without being subjected to any act of “empirical validation” (2002: 275). Considering this need for a robust evaluation method that can provide empirical validation of the impact of the PEP, the EQ-i maybe applied as an approach to validate the impact.  Although, it may be noted that an effective evaluation of a  PEP also considers evaluating the implementation of the programme, hence given the conditions that a PEP is implemented effectively and the participants engaged in the programme fully, the EQ-i maybe able to provide an adequate measure of the change in competencies that are common between ESI and peace education. Although, other evaluation approaches may also be applied along side. 
Conclusion 

Based on the relationship drawn between interactive media and emotional-social intelligence, we may conclude that the EQ-i (or the EQ-i: YV), may be applied as an approach to assess the emotional and social impact of the user, which may further inform the effectiveness of the interactive media programme in part. Based on the relationship drawn between emotional-social intelligence and peace education, we may conclude that enhancing the ESI of an individual can advance the goals of peace education. Further, by the emotional quotient inventory may be a robust evaluation method for assessing the impact of the peace educational programme, under the condition that the PEP was implemented effectively and the participant participated in complete accordance with the programme.
These relationships certainly help in developing an ESI enriched interactive media programme for the purpose of peace education. The challenge however lies in developing a programme that, apart from being educational and effective, is as enjoyable and engaging as some of the most popular games in the current stream of violent interactive games. Perhaps a greater challenge would be to develop a programme that is equally persuasive and even addictive, as some of these violent interactive games are which have dominated the time and minds of users for decades – and if such a game is possible to develop, then how may we achieve it. As unachievable and arduous it may seem, we may consider the possibility that if – interactive media such as violent games have been influential in contributing to pro-violence, aggressive and anti-social behaviour amongst its users, then a reverse perspective may able be possible. 
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� Note: A list of the inventory's items is found in the instrument’s technical manual (Bar-On, 1997b).


� The EQ-i has a built-in correction factor that automatically adjusts the scale scores based on scores obtained from two of the instrument’s validity indices (Positive Impression and Negative Impression). This is an important feature for self-report measures in that it reduces the potentially distorting effects of response bias thereby increasing the accuracy of the results.
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