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Introduction

Even though this paper looks at different areaBhafological Education (TE) it does not
intend to give a complete picture of the whole o TE. It will look at factors that are
important for specific TE for the people livingtae foot of Mount Meru, Tanzania.

This paper is a collection of voices and experisrafgpeople in the Meru area who
express their pressing-issues and look for devedopah and educational opportunities.
On this basis a TE programme is created that sé¢ineggeople’s needs. This means that
this paper is not theoretical, but based on theewsiexperience; hoping to contribute

towards holistic TE in the area.



1. Factorsfor a Theological Curriculum

1.1. Introduction

Education is a basic human right for every persbitivmany people still lack. The
churches’ great challenge, therefore, is to briolgshic and developmental education

with the Bible as the heart of Theological Eduaatioot just to the professional elite.

We can learn from Liberation Theology that theotadjieducation can be directed
towards the poor and oppresse@heological Education by Extension (TEE) takes
education to places where it is needed most. Ctudktheology and styles of learning
make TE relevant to different contexts. Taking éhddferent approaches into account
we will find holistic and contextualized theologylhe the outcome as people themselves

read and interpret the Bible and thus act upom then problems.

1.2. Theological Education in Liberation Theology
Liberation Theology approaches TE as communal antegtual Bible reading. In

Protestant and Catholic circles Biblical exegesisfien left to professional theologians.

1 | object to the term “the poor”. “The Poor” aretma homogeneous unit but individuals in very d#fe
life situations sharing one common factor of poyeffhe term is only one adjective among many Gther
describe a person. It should not be a noun orthermun describing a person’s identity. Even our
terminology needs to empower rather than to disemap. | prefer the term “people living in poverty”
(PLIP), modelled after public health usage of #ret “People living with HIV/Aids” (PLWHA). | will se
PLIP hereafter instead of “the poor”.



The Enlightenment and the understanding of TE @s\gersity discipline brought a high

amount of professionalism and the understandirtheaflogy as a research disciplne.

The definition of TE as education for professiotiatgy shows how much traditional
churches have emphasised professionalism agaamptéaltice of ‘the priesthood of all
believers’? The interpretation of the Bible from the histocidtical understanding is
helpful but bears the danger of de-emphasisinggheing and interpreting of the Bible
from the reader’s own context. In Gutierrez wordsie scriptures are not a passive store
of answers to our questions. We indeed read thie Bilot we can also say that the Bible

“reads us”.*

Liberation Theology as a Catholic movement hasadier=d the priesthood of all
believers in understanding the Bible as interpréteough the reader’s context. Many
liberation scholars further emphasise that theeBiibust be read from the perspective of

the poor and oppressed.

2 David H. KelseyBetween Athens and Berlin: The Theological Educaiebate(Grand Rapids:
Eerdmans Publishing, 1993), 12ff.

3 David H. Kelsey;To Understand God Truly: What's Theological AbouFhfeological SchodlLouisville:
Westminster,/John Knox Press, 1992), 162.

* Gustavo Gutierreale Drink from our Own Wells: A Spiritual JourneyaoPeoplg SCM Press: London,
1984; repr. 2005), 34.

® Christopher Rowland, edfhe Cambridge Companion To Liberation Theol¢(@gmbridge: Cambridge
University Press, 1999), 145, 149



1.3. Contextual Bible reading in Liberation Theglog
Here the community does not look at the historiBéi)ical background, but at their own
context.No prior knowledge of theology is needehh fact it is the eyes of people living

in poverty (PLIP) and oppressed people that widrofhe eyes of the scholars too.

Liberation Theologians often pre-suppose that [tber have a sort of sixth sense which
enables them to grasp the message of the Bibkedrding to HebblethwaiteThat is
especially true since PLIP often still live in slamisituations to the people in the Bible
e.g. both groups of people will still understandavih means to rely on fetching water
from wells. It would be a misinterpretation to tkithat poverty in itself will give a better

Biblical understanding.

However, looking to the original readers of thesares as a starting point to contextual
Bible reading helps as it was directed towards if@ay” people. Even though the Bible,
according to Liberation Theologians, has a biakéopoor and marginalized it has not

been written for the poor only.

1.4. Reading from a holistic viewpoint or from opgsion

Liberation Theology’s main theme and context isregpion. Salvation and Sin are
understood in terms of physical liberation. Singeps when people do not act alongside
PILP. “The solidarity required by the preferentipition for the poor forces us back to a

fundamental Christian attitude: a grasp of the rfeedontinual conversion.”, explains

® Rowland,The Cambridge Companion To Liberation Theology
" Margaret Hebblethwait®ase Communities: An Introducti¢hondon: Geoffrey Chapman, 1993), 65.
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Gutierrez? Does that mean that PLIP do not sin? Reality s@tkerwise. Sin comes in
many different shades and seems to be part of beingn, thus poor and rich are in

need of salvation.

Bloomberg reminds us that God’s “preferential optior the poor” is not for all the
economically impoverished irrespective of theirgpal condition, but “for those who
love him” (James 2:5)He sees liberation as holistic: “Your faith hasdegou whole”
(Mark 5:35, 10:52; Luke 7:50, 17:19.Christian faith might enable a farmer to take
risks, e.g. leaving old farming methods and trymegv ones. As much as we cannot only
see sin/salvation as physical liberation, we aksedrto resist the temptation of seeing it
only from a spiritual point of view. Stone pictarkberation as “the holistic restoration

of human dignity, purpose and meanifg.”

The Bible should be understood from a holistic poirview: For everyone in every
situation; not only applying to poverty or oppressiGiving priority to oppression-
context reading and thus to certain passagefee&xodus passalfepresupposed a
selective reading by scholdreforethe people do the actual Bible reading; whichis i

fact contradicting Liberation Theology as peoplé-Theology.

8 Gutierrez\We Drink from our Own Well4.06.

° Alice Fazer Evans, Robert A. Evans and David Aofm, edsThe Globalization of Theological
Education(Maryknoll: Orbis, 1993), 216.

0 Fazer Evans, Evans, Roozéfhe Globalization of Theological Educatidi7.

H Bryan P. StoneCompassionate Ministry: Theological FoundatigiMaryknoll: Orbis Books, 1996), 83.
12 peter CotterellMission and Meaninglessness: The good news in a\@bSuffering andDisorder
(London: SPCK, 1990; repr. 1992), 248.

11



1.5. Conscientisation

For education in Liberation Theology, Conscientats the main thrust and purpose.
Freire shaped this term using literacy educatioa aseans of educating people on their
own situations of oppression and how to act upemtt Conscientisation is the method
and the content: not leaving education as an aisétf, but pointing to the people’s

pressing issues e.g. oppression in Latin Amerigaogerty in East Africa.

It opposes a “banking system” of education whieeestudent is seen as an empty
account to be filled with knowled{epreferring to realize students’ existing prior
knowledge as valuable, and thus emphasising tlieistis self-worth. According to
Freire this can only happen if dialogue is the lirag method™® “(. . .) Conscientization
is first of all the effort to enlighten men abobétobstacles preventing them from a clear
perception of reality.*® This also means that Freire sees oppression hpasrpolitical
but as a complex structure of life including cudtupolitics and other powers: pointing
out that education/Conscientisation plays an ingrdrpart in raising people’s awareness
about their own competences, and acquiring toalghir own holistic liberation.
Believing in Christ the Redeemer, the church thustrembrace holistic Conscientisation

in TE.

13 paulo FreireThe Politics of Education: Culture, Power and Liagon (London: Macmillian Publishers,
Ltd., 1985), 68.

14 peter Schreiner, Ester Banev and Simon Oxley, Halistic Education Resource Book: Learning and
Teaching in an Ecumenical Contékuenster: Waxmann, 2005), 93-96.

15 Freire, The Politics of Education: Culture, Power and Liagon, 49ff.

18 Freire, The Politics of Education: Culture, Power and Liaton, 89.

12



1.6. TEE as a Style of Education

Theological Education by Extension has often besso@ated with the Church Growth
Movement aiming at fast growing church leadersRippgrammed texts became the
means of instruction, often written by outsidErsGoing back to TEE’s roots with

Kinsler will present a different picture.

TEE itself does not specify a teaching method, stdying that it is theological and by
extension. TE happens within the students’ coniatkt the potential for reflection on
practice and pressing-issues of society. Standaddeaching materials will be difficult

to use as each context varies.

Kinsler's opposing of programmed texts suggesisdlmost every programme will need
to develop its own contextualized mateffalKinsler laments that still TEE has made too
“little use of their greatest resource, the conend experience of their studentd The
main potential of TEE is dialogue with the studehitking content, experience, context

and reflection?®

Conscientisation is practiced by TEE and seenms@ose, although misunderstanding

TEE might falsely give the opposite impression.I&sfon often is counter-cultural but

" Robert L. Youngblood, e@yprus: TEE Come of Ad&xeter: Paternoster Press, 1985), 19.

18 Ross Kinsler and James H. Emery; e@pting for Change: A Handbook on Evaluation andriPiag
of Theological Education by ExtensiffPasadena: William, Carey Library; Geneva: WWC,1)9¢-79.
19 Kinsler, EmeryOpting for Changge5.

20 Christine Lienemann-Perrifiraining for a Relevant Ministry: A Study of therwof the Theological
Education FundMadras: The Christian Literature Society, 19838.1
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transformative in many situations, thus Consciatiti® in practicé! Conscientisation is
the purpose, TEE the method; complementing andamtadicting each other as
Lienemann-Perrin wrongly sugge$tsTEE and Liberation Theology realize the
importance of the experiences of marginalized dh For theological education, thus
empowering and building self-esteéiBy TEE the PLIP can be reached with
contextualized, holistic TE and a process of Carg@ation; however the links to

globalization, tradition and the universal churcé ehallenging?*

1.7. Inquiry-Based Learning

Inquiry-based learning starts with the premise #uatcation has given the students too
many answers. Here the student finds the answerde® questioning allows for
contextualized and individualized learning. Ingtirased learning thus opposes a
“banking system”: “Educators must understand thhbsls need to go beyond data and
information accumulation and move toward the gararaf useful and applicable

knowledge (.. .}*°

Questioning resulting in critical and independdmmbking is a western style of education
unknown to many traditional societi&s The International Baccalaureate Programme is

geared towards international education and fougdiig-based learning especially

2L Kinsler, EmeryOpting for Changge6.

22| ienemann-PerririTraining for a Relevant Ministry226.

% Simon OxleyCreative Ecumenical Education: Learning from Onetver (Geneva: WCC-
Publications, 2002), 104, 105. Kinsler, Eme&dpting for Change?.

24 Kinsler, EmeryOpting for Change58;59;62;63.

% Thirteen/ed online, “Concept to Classroom: WorksHaquiry-Based Learning,” n.p. [cited: 21 April
2008]. Online: http://thirteen.org/edonline/cont@sass/inquiry/index.html

% Judith E. and Sherwood G. Lingenfeltéeaching Cross-Culturally: An Incarnational Moder f
Learning and TeachinfGrand Rapids: Baker Academic, 2003), 48-50.
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relevant for a multi-cultural student boyThis shows that inquiry-based learning can

be used across cultures.

The International Baccalaureate Organization (IB@)iculum focuses on units of
inquiry. Holistic and connective learning takesoglén trans-disciplinary themé&The
inquiry is taken from the student’s context andefere will be relevant to him/her.
Students existing knowledge and experience is takeraccount: valuing but revising
and extending this knowledfe“allow[ing] them the freedom to construct theivro
meaning.”, as the IBO staté8 As the student with his existing knowledge/experee
takes the lead in learning the teacher steps asitieachers and students learn as a
team>! “The teacher also becomes a learner by findingrare about the learner and the

process of inquiry-learning.”, as suggested by Thirteen web’*?

Does inquiry-based learning guarantee that theestudill have covered all the same
content as a traditional curriculum? That is netititent of inquiry-based learning: but
rather equipping learners with all necessary ttmisnquiry, thus being able to find out
independently whahey themselvesant to learn. Could it be that even in TE we have
given too many answers and too few questions?risydlabus relevant, connecting,

holistic and contextually reflecting the studentsgsing issues?

2" |nternational Baccalaureate OrganizatiBrimary Years Programme: Making PYP happen: A
curriculum framework for international primary edateon (Cardiff: Peterson House, 2007), 2.

28 |nternational Baccalaureate Organization, “Priméegars Programme,” n.p. [cited 5 February 2008].
Online: www.ibo.pyp/slideb.cfm

2 |nformation Age Inquiry, “Inquiry-based Learningy’p. [cited: 21 April 2008]. Online:
http://virtualinquiry.com/inquiry/inquiry7.htm

% International Baccalaureate OrganizatiBrimary Years Programme.

31 Schreiner, Banev, Oxletolistic Education Resource Bqak01-104.

%2Thriteen/ed Online, “ Concept Classroom: WorksHopuiry-based Learning,” n.p. [cited 21 April
2008]. Online: http://thriteen.org/edonline/cont@apass/inquiry/implementation.html

15



“Contextual Bible study begins with the needs amdcerns of poor and marginalised
communities”, as West describes the start for T@iwithe context of the learnetsA

unit of inquiry in TE could lead from experiencetéxt and from text to new/more
experience or even on to other texts. IBO quotiggotsky states: “[T]he creation of
meaning occurs when an individual links new knowkediith (. . .) existing
knowledge.?* Biblical texts can serve to open the learner‘schiina particular pressing-
issue, but then lead to another inquiry into offressing-issues and other texts e.g. to a
book on new farming techniques. Pressing-issue®makrelevant and meaningful to its

learners. Leading them to finding their own answ#rat is Conscientisation.

Inquiry-based TE will not ensure that topics in t8ysatic Theology are covered,
however it will teach the skills of inquiry relevaio the student’s context. In many parts
of the world these will not be library or interrghlls, but instead need to focus on
existing resources. Conscientisation emphasisgotidinary people have resources for
TE, which they themselves will use, resulting inn@nship of “their” TE, and raising

people’s self-esteem.

% Rowland,The Cambridge Companion To Liberation Theoldg}5s.
3 International Baccalaureate OrganizatiBrimary Years Programmé.

16



1.8. Traditional Styles of Learning
Incorporating traditional styles of learning and toncept of prevenient grace provide a
theological basis using Schreiter’s words
[tlo maintain the desired openness and sensitiwity local situation, it was
suggested that the prevailing mode of evangeligatial church development
should be one of finding Christ in the situatiothea than a concentration on
bringing Christ into the situation. Without suchattitude, based on the theology
of the incarnation one consistently runs the riskwoducing and maintaining
Christianity as an alien body in a cultdre.
We find Christ in the richness of traditional sdi@e and their learning. The societal and
the individual style of learning needs to be ta&sra basis for learning that will add
transformation and inquiry in a non-threatening wayard points out that fear and
anxiety can interfere with learning as it is a fehthe unknown or a fear of failure. If
fear is part of learning, resistance to changelemahing can be the resdftAs learning
opens new grounds, fear of the unknown can reBbéirefore Kinsler suggests:
“[L]earning proceeds best from the known to thenmkn (. . .)*’
Learning in itself is frightening enforced by teachbeing ahead of the students in terms
of knowledge and authority® In an authoritative school system fear of |eagris
unavoidable’® A carefully chosen, comfortable, learning styleliding

individual/traditional learning styles, will redutige anxiety of the unknown: starting

with the known reaching towards new transformaiileas:’

% Robert J. Schreite€onstructing Local TheologidMaryknoll: Orbis Books, 1985; repr.

2006), 39.

% Frances Ward,ifelong Learning: Theological Education and Supsion (London: SCM Press, 2005),
153-157.

37 F. Ross KinslefThe Extension Movement in Theological Educatio@ah to the Renewal of the
Ministry (rev. ed. Pasadena: William Carey Library, 1980), 5

3 \Ward, Lifelong Learning,168ff.

39 Appendix II.

“0WardLifelong Learning 153-156.

17



Inquiry-based learning will also counteract anxigtypome extent. The student/teacher
team let the student take the lead, and not tlelhéedeading the student into unknown
areas. The student feels more secure being inataitthe situation, being able to rely

on his/her own experiences.

How people traditionally learn skills and gain citye information needs to be
researched, evaluated, and taken into account itred@&hing. For example, many
Maasaf' resist formal schooling for their children. ltseen as a threat since children
learn everything from their father/mother and thlated age-group. School will not teach
the same things and will deprive the child of tippartunity to learn the really important
things in Maasai- lifé? Thus a residential school might not be ideal fErfdr Maasai

people.

Other traditions such as the Traveller communiieSurope have an oral tradition. Thus
to have a schooling system based on literacy @naitve issué® “We cannot presume
written texts (. . .) as a sole form of communiggtcultural meaning, and therefore
theology.”, Schreiter concludé$. This is crucial in cultures that learn throughlor
traditions and must be seen in contrast to westéucation that is heavily literacy-

based.

“1 Maasai are spread out over many parts in Tanzani&enya; Appendix IIl.

2 Aylward ShorterToward a Theology of InculturatiofEugene: Wipf &Stock Publishers, 2006. Repr
Orbis 1999), 25.

“3STELLA, “The Language of Traveller Storytellers,p. [cited: 8 February 2008]. Online:
www.arts.gla.ac.uk/sesll/STELLA/STARM/crit/langtrétm

“4 SchreiterConstructing Local Theologie8]; 36.
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Lingenfelter states: “The goal of the incarnatioeg@cher is to create a learning context
that is familiar to students yet stretches thenrobetheir previous experienc&”
Traditional methods are the starting points buttrbesstretched to include new methods

e.g. inquiry and questioning.

Conscientisation and inquiry-based learning usiagpdue and questioning to let the
learner take the lead and act upon their presssues is very foreign to some societies,
and therefore causes anxiety. Incorporating tr@wkti ways of learning can serve as a
starting point and then be stretched in a sensiaeto allow less frightening, dialogue-

methods.

A lot of traditional societies teach the next gatien through observation/imitation.
Thus the imitation of the teacher i.e. modellingeathe teacher, is familiar. Skills are
often learned by increasing the difficulty of tlask. Even in education, a new skill can
either build on existing skills in small steps,emen use the concept of transfer skills:
where skills are already known or are learneddiffarent setting and then transferred to
another context Theology often teaches abstract ideas e.g. sysitetheology, but

even in teaching cognitions, knowledge builds oisteng knowledge e.g. by increasing
the level of difficulty or transfer of ided$ Also here, anxiety is reduced by going from

the known to the unknown.

“ Lingenfelter,Teaching Cross-Culturally52.

6 George J. Posner and Alan N. Rudnitskgurse Design: A Guide to Curriculum Development fo
TeacherdNew York: Wesley Addison Longman, 2001),158, 159.

" Posner, Rudnitsky;ourse Designl62.

19



Un-adapted learning and teaching will result iroatext that is untouched by the content
of out teaching. A dual system with Christianitydasontext existing side by side without
touching each other will be the resfile.g. with non-western learners being educated
with western structure and theology. This mightteecase regardless of where this
education takes place. Residential institutiorlsfuither remove learners from their
context. Learners might return unable to relaté. 5 To construct contextual, inquiry-
based Conscientisation-learning presents a gredeole to educators exploring new

ground as learners of TE teaching.

1.9. The Universal Church and Tradition in TE

TE will include past and present traditions of ¢hebal church and other religions in the
immediate and wider contexts. This will expanddbenmunity’s horizons to see how
others deal with similar situations utilizing thgpport of the universal church and
opening the inter-denominational and inter-religialialogue. Kinsler states that in TEE
contextualization is generally easier, and glotaian more difficul® However, just
teaching a western church history course mighbedtelpful. Any ecumenical link here

must be relevant and, therefore, be empowering.

Schreiter presents three approaches:
1) A dialogue with the New Testament Churches.

2) A dialogue with great recurring themes of theology.

“8 Paul G. Hiebert and Eloise Hiebert Menesesarnational Ministry: Planting Churches in Baniiibal,
Peasant and Urban SocietiéSrand Rapids: Baker Books, 1995), 167.

“9 SchreiterConstructing Local Theologiedg.

0 Kinsler; EmeryOpting for Changge58.
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3) A dialogue of a culture’s philosophical systemst ageks the equivalent in
another culture or, if lacking, an equivalent issucted”
The third point presents a great challenge, buat s¢sves to channel the dialogue into
content and prevent misinterpretation of similanbgls with different meanings.
However, the construction of equivalent traditiomsst be looked at critically. Inventing
a church calendar for the Maasai just becauseamissing still has not brought the
awareness that life including church life runs &asty cycles? The development of

Christian traditions needs to be relevant for @xisphilosophies to be adapted later on.

Why is this dialogue important?

1) Cultural roots are always important. No cultigrores the search for meaning in
relationship to the search for identity and rods®, Christian faith also needs to find
present meaning and identity in its rogts.

2) Packer rightly sees tradition as a filter: “Titamh is like a filter, which allows us to
identify suspect teachings immediate®."Following Cyprian of Carthage in
understanding that “an ancient tradition can jesab old mistaké® Packer also wants to
judge tradition and reflect upon the search fortwhaormative in doing and teaching

theology.

®1 SchreiterConstructing Local Theologie6,77.

2 The author’s experience living with Maasai people.

%3 SchreiterConstructing Local Theologie$05.

> Donald Lewis and Alister McGrath, edBging Theology for the People of God: Studies imélo of
J.I. Packer(Leicester: Apollos, 1996), 167.

% Lewis, McGrathDoing Theology for the People of Gdd0.

21



3) The dialogue includes the universal church engsmg and encouraging the local
church. This will be even more important for isethminorities whose voices are usually

not heard in this dialogug®

If we miss the importance of dialoguing with pastl gpresent tradition there is a danger
of losing our own identity and creating a non-tfanmative church culture. Local and
universal church traditions will be lo%t.“Local theology begins with the needs of a
people in a concrete place, and from there movésettradition of faith.”, states
Schreiter® So both contextualized and universal traditiondnegch other and thus must
be part of TE. The methodology will depend on resesi available, but needs a familiar

teaching style to channel unknown content.

1.10. The Learner

Is the church taking the side of the oppressed tircontributing to oppression? Freire
heavily criticises the churches for organizing amdan elite of professional theologians
involved in oppression: “This church, which is fzéey to death in the warm bosom of
the bourgeoisie, can certainly not tolerate angsdeven if only verbal, that the elite

considers diabolic®

Western students of TE study at a high academeét leith the prospects of a high salary.

However, the majority of professional theologiansndt enjoy these benefits and

*Megan Walker in John Pobee, eBowards Viable Theological Education: Ecumenicapémative,
Catalyst of RenewdGeneva: WCC Publications, 1997), 82.

*" SchreiterConstructing Local Theologie$06;107.

%8 SchreiterConstructing Local Theologies3.

%9 Freire, The Politics of Educatiqri31.
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education remains an elite privilegéan der Ven presents a model of theological
education that has a very high standard, only taxgé¢he very educated elite that can
afford 11 years of studies before engaging in pabteork®® Freire challenges our
understanding of ministry as a profession with lite educatiorf* If the Church doesn't
share its expertise in education, i.e. in TE, amdune Christians, who else would or even
could?Kelsey criticises the university research method©ffor defining theology as the
profession of a theologiaff. The Christian community needs more than elite

professional theologians in order to grow.

Protestantism stands on “the priesthood of alelvelis”. Is elite TE faithful to this
principle? What concept of ordination does the chyoromote? Catholic Base
Communities teach us that we are equal in ChfiStallsatt asks: “How long are we
going to allow our theology to be imprisoned intauts dominated and manipulated for
the power and privilege of a few? How long will apaic tradition be used against the

gospel?®* TE for the priesthood of all believers is an ingiafe of the gospéf

Niebuhr sees TE learning in community/ church, withurpose of living the love of God

and neighbour®® That is the community of common Christians, ndyadhe elite.

€0 Johannes van der Vemuvain Theological Pastoral Monographs 24: Educatfor

Reflective MinistryLouvain: Peeters Press, 1998), 222; 266.

®1 Freire, The Politics of Educatiqri39,140.

62 Kelsey,To Understand God TrujyL62.

83 HebblethwaiteBase Communitied,26.

% pobeeTowards Viable Theological Educatioh0.

% The Bible never mentions “professional theologiandesus, as a Rabbi, consciously educated osdinar
people contrary to Rabbis of that time. Profesdi@ergy is a post-NT tradition

% H. Richard NiebuhiThe Purpose of The Church and Its Miniidew York: Harper & Row
Publishers,1956) 39.
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Many churches in the West face a decline in menhiizend in finances, forcing them to
reconsider their understanding of mission, leadprahd how the church is structured.
Non-professional involvement is proposed not oolyfinancial reasons, but also as the
traditional way of offering programmes does sué tieeds of its membetsThus TE
needs to be directed not only to professional tigiahs?® Cell churches practise very
consciously the priesthood of all believers. Onéhefr key principles is ‘all members in
ministry’®® “By its very nature, cell has a wonderful waydoéwing out hidden potential
and releasing a natural pool of model cell memheascording to Potter/Joné3Cell

churches motivate and nurture leaders/membersibgtsted TE"

TE is the privilege of all. Education of the “lag&ople is often mention&tbut the
division between “lay” and “ordained” remaifisThis cannot be upheld in holistic TE
but academic theologians need to listen to thesgmast theologians and vice verddn

the body of Christ we all need and depend on etdwr,cas we depend on Christ.

67 Perspektiven-Kommision der EKIXirche der Freiheit: Perspektiven fuer die evarnggie Kirche im
21. JahrhunderfHannover: EKD Church Office, 2006), 68ff, 93ff.

% Dietrich Werner, EMWnfromationen: Theologie zum Leben bringen: Anfondgen an eine
Zukunftsorientierte Ausbildung: Ein deutscher Bagtzum OKW-Studienprozess ueber die “Viability in
Theological Education{Hamburg: EMW, 1995) 9, 13, 19.

% Laurence Singlehurstoving the Lost: The Principles and Practice of (@Hurch(Eastbourne:
Kingsway, 2001), 56.

0 Phil Potter and James Jon€ke Challenge of the Cell chur¢®xford: Bible Reading Fellowship,
2001), 130.

"L Singlehurst, Loving the Lost, 141ff; Wolfgang.Simiouses that Change the World: The Return of the
House ChurcHEmmelsbull: C & P Publishing, 1999, repr. 200%)13

2 pobeeTowards Viable Theological Educatiohl0.

3 C. Rene Padilla, ed\ew Alternatives in Theological Educati®xford: Regnum Books, 1986), 8- 12.
" Rowland,The Cambridge Companion To Liberation Theo|dt4.
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1.11. The Teacher
Lingenfelder presents four prototypes of teachkers:é®
1) Teacher as Authority; Role: expert, Method: lectkreowledge: deposit.
2) Teacher as Patron/Parent; Role: patron, helpehaddestory, lecture,
knowledge: secret.
3) Teacher as Facilitator; Role: friend, mentor, Methateractive, knowledge: free,
open.
4) Teacher as Outsider; Role: drill sergeant, Mettadywork, knowledge:
betrayal.
The different roles can also overlap. Lingenfelteites about cross-cultural teaching,
however, an outsider is not teaching in the placevas born/lived in. Most teachers
therefore are outsiders and still have anotheihiagcstyle.In inquiry-based learning
with its teams of students and teachers, the teadtdake the role of a facilitator.
However, this might not always be the traditiormadher role. As the different roles

naturally overlap, this can be used specificallpidge different teaching styles of

traditional and new.

Teaching TE is difficult especially in young chueshas few role models are available,
leaving teachers to draw on their own experiensesgwdents. Their experience often
involved being taught by foreigners or being ededatbroad: in both cases using
Western curricula. Local teaching staff alone duetsguarantee contextualized TE.
“The expatriate, as an outside teacher can someti@&r things going on in a
community not heard by a native member of that camity.”, according to Schreitéf.

The “Johari window” calls this is a “blind spot” tfings known to others about a person

> Lingenfelter,Teaching Cross-Culturally76.
8 SchreiterConstructing Local Theologieg0.
" SchreiterConstructing Local Theologig$9.
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but not by the person herself/hims&ifThis is also relevant for a community/culture.
Thus both outsiders and insiders are needed irJ§Hally it is not so much about what
someone knows regarding the culture, but about ti#lingness to listen and to ask

questions; the willingness to be a hearer and é&arn

However we often hear that people working with BigP need to become like them.
Gutierrez does not think it is possible and in faatns of romanticising poverf.<[we
will] never reach the point of real identificatianth the life of the poor [and their
community]”, as Gutierrez warns in a liberation a®" If a middle-aged male teacher
would try to copy the culture of his teenage fensiglent it would not be acceptable or

even possible.

So a teacher’s ‘community-role’ is that of ‘listgrend in their facilitator-role' will
require the students' trust and friendship. Butimtisrpreting how to identify and show
solidarity with the students could make the fazibt ineffective in transformation.
Crucially, teachers must use their own unique gtifenf educational background
transformatively - utilizing the 'differences’ wdtiwholeheartedly being part of the

community.

8 Alan Chapman, “Johar Window: A Model of Self-awaess, Personal Development, Group
Development and Understanding Relationship,” reiped 21 April 2008]. Online:
http://unpanl.un.org/intradoc/groups/public/docutekmssc/unpan022136.pdf

9 SchreiterConstructing Local Theologie8p; 61.

80 GutierrezWe Drink from our Own Well425. False romanticism will keep teachers fromrimg the
pressing issues of PLIP as he will resist trans&iom or them, thus not listening to them and not
becoming an expression of their voices.

81 GutierrezWe Drink from our Own Well526.
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1.11 Conclusion

TE is challenged to empower by seeking to be taansdtional in a non-threatening way.
What is relevant to people both in method and imeat as pressing issues in society is
the start of learning, but it then stretches beyonoe transformative, contextual and
holistic. Students take the lead in the learniagiformation process. Conscientisation is
not only the purpose of the process but also thode As it is foreign to many cultures
it needs to be adapted, and start with a basigditionally known learning whilst still

challenging towards transformation and Conscietitisa

The dialogue with past and present tradition setdd@arners in the context of the
universal church in a supportive and empowering.W&ybeing aware of, and teaching
towards, PILP marginalized people becomes not thhdyempowerment of the people but

also a voice for unheard people as part of theansat church.
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2. Holistic TE and Development Principles

2.1. Introduction

Holistic TE, as such, leads into development fonyneountries, but the principles for
development also apply to TE in general, involvijugstions of relevance, ownership
and sustainability of content and method. In otdeapply these principles the nature of
oppression and poverty needs to be taken into at@ouural developing areas but also
in Western programmes, presupposing a Biblical foiathe marginalized. Western TE
students will either be part of such a group of,wiltheir later work, serve such people

and/or need to hear and be the voice of these gralupeople.

2.2. Oppression in the East African Context: Pgvert

Liberation Theology’s immediate oppression conteas Latin America. South Africa’s
Liberation movement was/is against Apartheid. Im¥s chapter on “African Liberation
Theology” we find that most theologians referrecie South Africans. It seems to be
easier to have a clear understanding of who theespprs and who the oppressed are:

White and Black®? This seems to be similar to Latin American oppesdand owners

82 Deane William FermThe World of Liberation Theologiesn Introductory SurvegMaryknoll: Orbis
Books, 1986) 61, 62.
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towards landless labourers. In both cases it & dat between oppressed and
oppressors.

In East Africa it will be hard to identify one gnowf oppressors. Nothing much has been
written by Tanzanian theologians in general i.eLireration Theology>

Along with many other surveys the Social Watch Rep006 sees poverty as the main
problem of southern countries, with many differdimension$? It becomes clear that

the cause of poverty has deep economic and finamdts supported by countries
holding the economic pow&mwhich is mainly unknown to rural PILP. It seematth
colour distinction highlights oppression. Whereckl&ribes oppress other blacks
tribalism is seen as the problem e.g. Kenya; whasal conflicts made it to the world

news because of election probleffs.

Women struggle against oppression within their énlopal system, e.g. much is written
about FGM?” Gender divisions would make it easy to identifp@gssors: men. However
the fact that women themselves promote FGM doe§itmobst outsiders’ view® West
points out that “in Freire’s analysis of dominatidime poor and oppressed are not only

oppressed by external structures and forces, tiseyirgernalize and thus participate in

8 Ferm mentions only one Tanzanian theologian. Maiebple quote Mbiti of Kenya. | doubt that an
accurate picture of East African Theology can miya few/one theologian only.

8Roberto Bissio, edSocial Watch Report 2006: Impossible Architectiiéy the financial structure is
not working for the Poor and how to Redesign itEquity and Developme#ontevideo: Instituto Del
Tercer Mundo, 2006) 63.

8 Bissio, Social Watch Report 20069ff.

8 BBC, “Deal in Kenya to be Implemented,” n.p. [cité& March 2008]. Online:
http://news.bbc.co.uk/2/hi/africa/7278667.stm

87 waris Dirie,Desert Flower(New York: William Morrow, 1998).

8 Unicef, “Female Genital Mutilation/Cutting: 2005%Aatistical Exploration” n.p. [cited 5 March 20980
http://www.unicef.org/publications/files/lFGM-C_fihd 0 October.pdf Table 8, Figure 22.
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their own oppressior® Poverty, internal and external factors play togeth keeping

PLIP in unidentified oppression.

The concept of social/structural sin has been roeat in 1.3. PLIP sometimes
participate in perpetuating poverty through seekitegr own advantages at the expense
of others e.g. a village selling large portiongavést for agriculture resulting in less land,
less rain and increased erosion; or girl working fiamily rather then going to school;
modern slavery® The parents, oppressed by poverty, together Witlemployer are

oppressive.

Often oppressed people support the view of thgwregsor e.g. women supporting
negative aspects of tradition that will keep theamf liberation. Welch identifies
oppression as “being shaped by the values of theespor. It leads oppressed people to
see themselves as they are seen by the oppreslessastelligent, less moral, less
valuable. This leads oppressed people to act |geassors even in our work for social

change, instituting our own hierarchies, using poswer each other’*

Identifying oppression is risky as it might reguala revolutionary process against certain

areas of society and tradition. A deep identitgisrimight also be the result, as often it is

8 Rowland,The Cambridge Companion To Liberation Theo|dt34.

% International Education Systems, “Helping ChildReclaim their Live: Reducing Child Labour in
Tanzania Through Education,” n.p. [cited 5 MarcB&0 Online:
http://ies.edc.org/news/articles.php?id=44

91 Stone Compassionate Ministryl,11.
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not possible to separate interwoven aspects ofespmn only as a part of tradition. A

complete rejection of tradition can be the resklt.

2.3. Felt-Need Orientated
Hope/Timmel/ Hodzi suggest that “Emotion is linkedmotivation. Only on issues about

w3

which they feel strongly will people be preparedtd.”™” A listener needs to listen to

people’s emotions to identify important felt-needs.

Objective indicators for povert{can help to see people’s real needs in perspective
beyond thdelt need. According to Myers: “[W]e must also conclukat poverty is in

the eye of the beholder. We see what our worldveslucation, and training allows us to
see. We need to be aware of this and work hareeang all there is to seé>Outsiders’
emotional sympathy can prevent a realistic viewblP’s needs and paralyze

transformative potential

Internalized oppression is further complicated by ‘Blind Spot” mentioned in 1.10. ,
causing oppression not to be felt as, for examyplée child-slave in Haiti who does not

see herself as a slave nor her “aunt” as the oppr&sPeople’s felt-needs provide the

92 Schreitey Constructing Local Theologig$06,107.

%Anne Hope, Sally Timmel and Chris HodsEraining for Transformation: A Handbook for Commiyni
Workers(Gweru: Mambo Press, 1984. Repr. 1990), 35.

% World Bank, “Poverty in Africa”, n.p. [cited 2 Ap2008]. Online:

www4.worldbank.org/afgoverty/measuring/Indicators/data_files_en.htm - 65k -

% Bryant L. Myers Walking With The Poor: Principles and Practices Tifansformational
DevelopmenMaryknoll:Orbis Books, 1999), 81.

% Tagesschau, “Kindersklaven in Haiti,” n.p. [cite8 March 2008]. Online:

www.tagesschau.de/ausland/Kindersklaven2.htm
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starting point for TE and development, oeged to be taken further to raise the awareness
of people’s unfelt needs, which needs to be medsageording to human rights and thus
be Conscientisation. Genuine love and friendshipheithe most important tool in

listening to people's felt - and unfelt - need#\s Gutierrez reaches felt-needs with love:
“Authentic love tries to start with the concretesds of the other and not with the “duty”

of practicing love. Love is respectful of othersldherefore feels obliged to base its

action on an analysis of their situation and n&é&lis.

2.4. Ownership

In TE we often assume the ownership lies with tistitution. In Freire’s comparison the
ownership of knowledge in the “banking educatianhot with the students. Only
ownership will bring sustainability and transforimoat Development has witnessed this
experience over and over again: Only somethingishatvned by the people is valued
and taken care Sf. Several questions reach into ownership: finantesiagement and
organization. Often a TE programme is owned bgréath denomination interested in
the continuity of their denominational traditiorhi$ is an important consideration,
however Conscientisation takes a different approAsipressing issues of society are the
starting point, and Conscientisation and transfeionagoals of learning, the ownership

must lie with the learners in order to avoid “bargkeducation.”

9 Myers,Walking With The Pooy150.
% GutierrezWe Drink from our Own Well4.08.
% peter BatcheloReople in Rural Developme(€arlisle: Paternoster Press, 1997), 128-129.
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Ideally, the Community owns TE but in reality tiesvery difficult, and sometimes even
impossible, due to the human nature of communiielsiding oppression and
selfishness® Ownership could lie with local congregations exiieg the invitation to
the whole community but taking the responsibiliy the organization. As an
organization becomes more institutionalized owniprbecomes more difficult for the

learners.

Freire’s concept/inquiry-based learning providesther key to ownership. Learner-lead
inquiry will allow the learner to have ownershipkofowledge even though the
ownership of the TE programme lies somewhere &lssler realized that a community
developing ownership by using their own resources
has the potential of meeting the needs of all @ndirsg them efficiently. (. . .)
The underlying assumptions are that local chureheguite capable of
discovering and developing among their own memthersiecessary gifts for all
the functions of ministry, that local leaders canpbovided opportunities for
training in critical theological reflection and pasal skills without being uprooted
from their cultural context and social respondiigi$i, and that both ministry and

formation should be molded by a more dynamic anddmental interaction of
Gospel and cultur?

2.5. Connecting to common ground

Connecting to the felt needs of society as a sgpbint for TE, and building on existing
knowledge and experience to reduce anxiety in legrymas mentioned earlier, is using
the principle of connection to common ground. Theib of it is that “[i]f God is the
source of all knowledge, he evidently works redewaby through all human

communities, empowering people to find and usermédion that enhances their ability

199 Batchelor People in Rural Developmertt31.
101 Kinsler, The Extension Movement in Theological Educati@-106.
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to support life in their respective culture.”, amting to Bradshaw®? Thus to find God
already at work with the community, is the smallgs$sible common ground for
TE/Development. However, building on prior knowledznd experience will usually
provide the basis for connecting to common grouitt thhe community in many areas.
As felt-needs are the most relevant connectioretiple, it is the most obvious common

ground that can serve as an entrance point foaipagtie results.

2.6. Using existing resources

Development work using more technological resoubee®mes more difficult.
Sustainability and ownership often becomes a probt#laintaining long term
sustainability, as well as care for the environm#artnatural resources such as fossil fuel
and an active concern about pollution, are esddati€hristians.”, in Batchelor’s
opinion®® If the maintenance of resources exceeds peodisyand finances, it will

fail.

Therefore, Batchelor opts for more basic resout&&@wnership and sustainability thus
comes with simplest resources available to the lpetgw key resource management.
Interestingly, usually going back to simple teclogyl is more environmentally friendly
and more sustainable in rural areas of povertyngafbr a Christian understanding of
creation preservation. “Putting the last first’le$s is More”, choosing simple over

advanced technology, is a principle that Jesussittmility supremely exemplifies.

192Bruce BradshawChange Across Culture: a Narrative Approach to Sbci
Transformation(Grand Rapids: Baker, 2002), 196.

193 Batchelor People in Rural Developmer&9.

104 Batchelor People in Rural Developmerg7, 89, 90.
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Bradshaw along with Kinsl&P calls for “Sabbath economics”: “The Sabbath is the

redemptive taboo that serves as the foundationeoéhvironmental ethic-*

Resources need to be identified and optimizedral environments. Seeking common
ground opposes the import of resources. The gtaa@ssurce is the people themselves
bringing their experience and abilitt€swhich is what Freire has understood as sith.

Thus any group of people coming together for leggrias great resources.

Recognizing the existing resources in TE has carsszes for the method, content and
organization of a TE programme. Taking a “Sabbatbgroach to organization would

help construct a “low-key” organization. This wik easier with TEE programmes than
with residential colleges. The bigger the progranmnéhe more personnel will be

needed for organization; moving away from low-kegnmagement. Thus the question of
ownership influences the organization and the o§esganizational resources.
Teaching-methods involving resources which arepnegent in the learners’
environments will not provide common ground, andfmicause scepticism/fear in the
learners and - most importantly - will prevent leans passing-on their knowledge as they

do not have the resources.

Myers quotes Musopole: “This is where the Africael his poverty most: A poverty of

being, in which poor Africans have come to belidwey are no good and cannot get

195F Ross Kinsler, edDiversified Theological Education: Equipping all &e PeopleWilliam Carey
University Press, 2008; pre-print copy). 20-32.

196 BradshawChange Across Cultureg11.

197 Kinsler, EmeryOpting for Changge5.

1081 .4.-1.6. of this paper
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things right.*® This deep level of internalized poverty can benteracted by the use of
existing resources. In a holistic TE programmeipigdnts have the chance to see that
they have valuable resources, using them in a jptoguand transformative way. That
not only improves the economic situation of thetipgrant but also raises self-confidence
which, along with the effects of the programmeg sep out of the deepest form of
internalized poverty. Theologically and practicalll has all the potential, and maybe

even the imperative, to use existing resourcethiredemptive work of the Kingdom.

2.7. Utilizing People’s initiative instead of worlg for them

The study in honour of J.I. Packtis a wonderful example of practical, relevant
contemporary, contextualized theology, unfortunatéth a title that withdraws
ownership from the learners. Freire’s/Inquiry-baksaning principles would name the
studies: “Doing theology with the people of God; @ken one step further, “Letting the
people of God do theology”. Sustainability/ownepshill depend on people finding out

for themselves.

However doing something for the people is oftemsh quicker, more efficient and
more professional at first glance. The differerasseen in the measures and time-
frames of evaluation. Grand-looking results mightunsustainable from a long term
perspective whereas a small, unspectacular prigj@chintained for 20 years. Myers

calls for frequent evaluation according to a visuahues approach, rather than the

199 Myers, Walking with the Poqr76
19| ewis, McGrath,Doing Theology for the People of God
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traditional “management-by-objectives approatti Again this will involve a low-key
approach and a humble teacher not needing credhéa students’ learning, giving

learners the space and the right to make theirroigtekes.

Sustainable education, including TE and developneamnot be done for someone.
Making people aware of their resources and legegple work for themselves instead of
doing it for them relieves the utmost state ofinédized poverty. In Myers’ words:
“When we fail to listen , to see what we can leava,are in fact telling them they are
without useful information, without contributionyBlismissing what they know, we
further mark the identity of the poor. Our goocemtions deepen the poverty we seek to
alleviate.*'* As we have no more important message to passamrthiat of the
redemptive love of God for each person, we canndetminethis by employing false

values and methods in teaching and development.

2.8. Finances

All values and expertise can be undermined by dbdpet from oversees creating
dependence and expectations, and giving non-sablaisolutions for poverty.
Batchelor questions: “Is there the danger thatykng funds are available, church
leaders will plan projects that they believe wal &cceptable to the funding agencies? If

this takes place then local initiative and effavt# be minimal.™*3

11 Myers,Walking With The Poorl46.
12 Myers,Walking With The Poor,45.
113 Batchelor People in Rural Developmera9.
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The financial journey of the Theological Educatieumd supporting TE in younger
churches bears observations:

- even though the aim was to support without creatgygendencies, this was later
criticized by Bridston as a contradiction in itsgl . . ) he felt that the TEF had
frequently accomplished exactly the opposite thhoitsgyfinancial grants, namely
a stronger dependence upon the w&$t.”

- He continued, stating critically that “foreign aften increases the alienation of
the receiving intuitions from their own churché&”

- The Zorn study revealed that on average most Tiutiens are/were still
dependent on the West for over 70% of their incdthe.

Financial aid creates problematic dependence ahates ownership.

Batchelor states that according to a U.S. A.l.Dvey putting money into a project
reduces local participationl’ He sees the danger of control by donor agenaies, a
dependency. Although he does not present a soltditire problem of financial
dependency but rather sees the positive effectoofey shortage, his approach would

hint at a low-key approach®

Funding, especially for TE institutions, has oftaken place over many years while

accepting a Western model of education which isrofbiore expensive than a more

114 Lienemann-PerrinTraining for a Relevant Ministry93.

115 | ienemann-PerrinTraining for a Relevant Ministry99.

1% | ienemann-PerrinTraining for a Relevant Ministryl84-188. The study refers to 1970 — 77. The data
is outdated but the general dependency of devejoginrches on funds is still accurate.

17 Batchelor People in Rural Developmert.

118 Batchelor People in Rural Developmer71f.
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contextualized model e.g. TEE. Bringing changes véldifficult. However,
improvement and innovation from within given siioas will be more beneficial than

judging Western TE in non-Western contexts.

Development projects are usually completed aftsrtain timeending financial
dependence as well. TE is a continuous activityhefchurch thus finances are
continuously needed. TE should be financed bydballchurch however even with a
low-key TEE this often unrealistit’, but hopefully a start in the right direction tads
financial independence. Yeow Choo Lak reminds as @ahministry- based model can
assist but not replace the professionally- paidhirey model®®, but the split between
responsibilities remains challenging. In developtsteps towards independence would
imply the training of trainers who could continugdamultiply training*?* That could be
done for some TE but would be more difficult fogiher-academic training institutions.
These are questions and difficulties in TE/develepnthat have not found satisfactory
answers, but it can be concluded that a low-kéless-is-more” approach has more

potential in creating sustainable programmes.

2.9. Women
TE in general has been the domain of the white mlitke *?* Transformational
development in male-dominated societies struggléake the potential of women into

account and include them in the process of Conss&ion. According to Myers

19 padilla,Alternatives in Theological Educatip87-47.
120popheeTowards Viable Theological Educatioiy.
121 Appendix I.

122 Kelsey, To Understand God Truly.,9.
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It is commonly agreed that women carry out a digprobonate share of the

productive work relating to the family and commuyrand are critically involved

in areas that are key to development change) YWomen do not only have

information that needs to be part of the develogrpercess, but research has

shown that much positive social change is corrdlati¢h the education and

involvement of women?
Due to traditional structures and limited educattas still very difficult to hear women’s
voices in TE and in development e.g. 67% of iliterpeople are wometf* This proves
a special challenge to TE/development, makes szatsiin about gender issues to be an
imperative content of TE, and calls for methods tlanot disadvantage women. TE has
the potential for hearing and expressing womenisegwhilst educating men and
women about gender-issues. A low-key TE/TEE apprtes the great advantage of
including rural and less-formally-educated woméften the first effect of education is
gender-relationships change as people are sensétireut gender-issues as they learn in

a mixed environmeni® TE here cannot only bring transformation to thenownity but

also provide the basis for gender-equality in the@unity’s development projects.

2.10. Conclusion

To a large extent TE and development can learn &aah other and follow the same
principles, with Conscientisation as its commonlgdhese principles can also serve in
the evaluation process with set indicators. Suahality, ownership and finances will be
an ongoing challenge. Hopefully a “low-key” apprbas described in this chapter might
be a step in the right direction towards transfdiomeand empowerment. Kinsler

reminds us that

123 Myers,Walking With The Poot1.90.
124 Bissio, Social Watch Report 20086.
125 Appendix |
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Top-down solutions, locally and globally, are midetly to fail. Among poor and
wealthy countries unjust distribution of econommeidealthcare resources
prevails. So we must turn, sooner or later, tosgags, community-based
movements, where our churches can offer a missidraanessage of integral
wholeness, shalom, real human development. And ust ask our theological
formation programs, especially TEE and DTE, whabueces and models and
curricula they can offer in response to these vtal urgent challenges of our

time 126

126 Kinsler, Diversified Theological Educatior20.
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3. Case Study: Meru

3.1. Introduction

The Meru people of Tanzania are the target grouphowing how a low-key holistic TE
could be created. This chapter will highlight aspexf Meru culture which are of
importance in constructing a holistic TE around phessing-issues of Meru society. This
paper does not aim at providing a complete antHoggo or stating facts about the
people. This is not the research of expert-devetpiworkers conducting a base-line
survey over a few days. It is the listening-apphoafca team of colleagues of mixed
gender and outsiders/insiders over many yearsteftethe life experience of the
insiders™?’ This chapter hopes to capture some Meru voicéactlitate these into a

constructive dialogue in the of a TE programme.

3.2. The land
The Meru are around 15000 people living on theedagf Mount Meru in Northern
Tanzania. They are agriculturalists. The land isesftral importance to the people’s life

together with a tribal structure focusing on diffiet clans. Before 1650 A.C. different

127 Appendix |
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clans came to settle on the land. Two of those daonethe Usambara area and others

joined together forming the tribe of the Méf.

People themselves believe that they share commgin @rith their Maasai neighbours
and a strong influence can be noticed, howeverfdattas that the Maasai are relatively
new to North Tanzania and the Meru have been theieh longer. Another fact is that
Meru and Machame people of the Chagga understartdather. The fact is commonly

known but does not seem to be very poptfiar.

The land is life and food for people. Pre-Christialigious practices reflect this. “The
community of believers among the Meru was traddlbnthe clan. Since the clan was
the important unit socially, politically, and resitially, so it was also the unit within
which religious beliefs and practices occurred.réheas a well integrated syndrome of
land-kin-ancestors; each one required the othapoe would prosper.”, as Puritt's
research of 1966-68 shows’ At that time he estimated that about half of titsstwere
still following traditional beliefs. Today almos00% are Christiarta' and most have lost
a lot of knowledge about traditional Meru religibi However, what have remained of

importance are the clan and the land.

128 sally Falk Moore and Paul PuriEthnographic Survey of Africa: East Central Afrit&: The Chagga
and Meru of Tanzani@.ondon: International African Institute, 19778.9

129 1im Kelsall, “Research Report No. 129,Contentionbties, Local Governance and the Self

A Tanzanian Case Study,” n.p. [cited 9 April 2008hline:
http://www.nai.uu.se/publications/download.html/2085334.pdf?id=25104

130 Moore, PurittEthnographic Survey of Afric420.

13 1im Kelsall, “Research Report No. 129,Contentioabties, Local Governance and the Self

A Tanzanian Case Study,” n.p. [cited 9 April 2008hline:
http://www.nai.uu.se/publications/download.html/2085334.pdf?id=25104
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In “Blood on Our Land”, Mbise highlights the imparice of the land from the start. Two
German missionaries are killed in 1896 becausedhegeen as a threat to the 1&fd.
The Colonial Government’s answer was the killinghafusands of Meru using Chagga
Askaris, and the decimation of large parts of theid*3* A census in 1902 showed that
only around 5.000 people were I&R.Even if the census was vague it means that the
massacre was huge. More blood was shed as thei@lagormernment ordered the
evacuation of Leguruki and Ngare Nanyuki in 195AisTbecame known as the Meru
Land Case. A resistance built up, and people rdftsenove, until the whole area was
burned down and several people were kiff€Both incidents are largely unknown to

Meru who did not witness the Land Ca3e.

Today the land is threatened by external and iatdactors. Meru have an inheritance
system where several sons would inherit a piedanaf Census shows that there has
been a population explosion of 100,000 in the3&@syears. Inherited land is thus
frequently divided and will not be enough for &létsong> “The land crisis in Meru,
together with population growth, meant that evermvhsing ingeniously intensive
farming methods, most Meru could not pass on ecanparcels of land to their sons.
Increasingly, education was regarded as the bestsnaf investing in their future”,

according to Kelsaft*

133 |smael MbiseBlood on our LandDar es Salaam: Tanzania Publishing House, 1204,
134 Moore, Puritt Ethnographic Survey of AfricQ4.

135 Moore, Puritt Ethnographic Survey of AfricQ7.

136 Mbise, Blood on our Land66ff.

137 Appendix I, 111

138 Kelsall, “Research Report No. 129,” n.p. [citeAil 2008]. Online:
http://www.nai.uu.se/publications/download.html/2085334.pdf?id=25104

13% elsall, “Research Report No. 129,” n.p. [cited Brin2008]. Online:
http://www.nai.uu.se/publications/download.html/2085334.pdf?id=25104
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Furthermore, selling or giving land as loan-land #wus selling one’s own income
source and the inheritance of a son is leadinglped®Eper into poverty/° Other
problems are de-forestation, erosion and land-diegiean. Thus the loss of land is an

existential problem but at its root the loss ofdamalso linked with the loss of identity.

3.3. Religion

Today almost all Meru are Christians, mainly Lutiveyr and AMEC. The smaller
churches are different Pentecostal denominatioagti&, and Adventist churches. Many
Chagga, but also Meru, despite being Christiarstltezery much involved in their
ancestral traditions, celebrated by “matambikohe Tissionary influence in Meru has
been steady, but Christianity was mostly due tdrifleence of the early Meru
“Evangelists” themselves. “Blood on our land” dowd mention a single missionary

interactiort*! but frequently Meru Evangelists were influentiakiie strugglé®?

The present religious situation has its originthim conflict with their Chagga neighbours

resulting in the Meru Religious Crisis of the ‘98=lsall states:

The Meru have a long history of rivalry with thedZjga, which dates

from the time that the Germans employed Chaggaievario punish Meru for
murdering Lutheran missionaries in the nineteeetitury. The Chagga have
always been slightly more prosperous and polityaabre successful than the
Meru: another source of envy. In particular, thetNern Diocese was dominated
by Chagga. Chagga clergy ministered to Meru, amcé believed that Meru
contributions funded church projects in Kilimanjandile Chagga children were
favoured in scholarship competitions. Chagga, & s&id, were allowed by their

1% oore, Puritt Ethnographic Survey of Africd07.
141 Mbise,Blood on our Land
142 Mbise,Blood on our Land94, 105.
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pastors to drink beer. Meru felt that they, ‘weeeng treated like Chagga
children’. Bishop Kweka, for many Meru, became @ni of ethnic arrogance and
religious intolerancé?®

The movement first had the aim of a new Diocesgl@fu within the ELCT, however,

others advocated a more “Meru” Christianity i.atthermitted alcohol. The African

Mission Evangelical Church was formed. The religistruggle was marked by violence.
By the time the Meru religious conflict had beerldpd, around Tshs70 million
of property had been destroyed, over six hundreglpehad been imprisoned,
and at least seven people were dead. The conffldted wounds that have yet to
heal. (..) Perhaps one of the most striking observatiorgetmade is that the
conflict frequently turned neighbour against neiginband often divided entire
families. The most likely explanation is that tieiggle gave form to an inchoate
bitterness that festered below the surface of Meramunity: a result of land
crisis.

observes Kelsalf**

The land crisis is central to the conflict and widled to be a part of the healing process,

remembering that identity and self-confidence aeptly rooted in the religious struggle

and in the land crisis. Holistic-ConscientisatibB-has a great potential in this situation,

and will be instrumental in ecumenical learning.

3.4. Relationships

In addition to clans and land, the age-groups &mmjportance. An age-group is marked
by the beginning and end of a circumcision peribgeveral years. Birth time is not
important for a person’s age, but rather the tifn@reumcision. All young men

circumcised during a certain period are part ofsfume age-group. That group will have

143 Kelsall, “Research Report No. 129,” n.p. [citeAil 2008]. Online:
http://www.nai.uu.se/publications/download.html/2085334.pdf?id=25104
144K elsall, “Research Report No. 129,” n.p. [citeA#il 2008]. Online:
http://www.nai.uu.se/publications/download.html/2085334.pdf?id=25104
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a special connection throughout life. Close frieads only be found within the age-
group. Men have an age-group. Women belong to tusiband’s age-group; however,

gender divisions are strong. Friendships usuallpatacross gendéf?

Friendship in Western societies is characterizedlbgeness. Meru friendships are
characterized by respect. Any friendship, or eveafigssional relationship, that crosses
age-group boundaries and even those within the sgegroup will emphasize respect

expressed by distance and by keeping tabos.

3.5. Education

Traditional learning situations are always para@élationship. A mother teaches a
daughter and a father a son. Elder men teach youkijese describes how a wise elder
passes on his wisdom: “But these talks were haraliyprehensible to the little ones
because the conversation started with proverbsvaischighly metaphorical. This
conversation started after the children’s normassés with the old man® Proverb,
metaphor, and also stories are taught, but nat&@rquestions. Wisdom is passed on for

the answers*®

The biggest block of teaching occurs during theksesgound initiation/circumcision.

Young people are instructed together by a wisequetfsat the society has chosen. The

145 Moore, Puritt Ethnographic Survey of Afric425-128.
146 Appendix |
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society is afraid that this important phase of béag is lost by abolishing FGM?°

Within teachings taboos are respected. If teachappens within a relationship between
mother and daughter sexuality is a taboo thatweitlbe part of the instruction, since only
the same age and gender group can talk abouftiissometimes leaves a gap in
modern societies as girls face different challenged HIV/Aids requires that taboos are
broken for the sake of protecting the young pedpl®HC/CBHC® the mothers discuss

these challenges and try to find culturally appiatersolutions to modernity>*

Usually dialogue as part of the Conscientisatianliny-based learning is not possible as
guestioning could be seen as disrespectful. HoweNalogue is part of age-group
learning as the age-group gets together for a ipecoject.’> As the people are

together in their own age-group they are freer @l taboo topics. Respectful listening
characterizes the dialogue, and criticism is npressed, rather an alternative suggestion

could be made.

Conscientisation-dialogue can be successful walggrgroup learning and can be
transformatively stretched e.g. a class discussarid include both genders, or other
age-groups. The sensitivity of not touching tabopids or addressing open criticism

would need to be kept?

149 Moore, Puritt Ethnographic Survey of Africd26; Appendix I;
150 primary Health Care/Community Based Health Care

151 Appendix |

152 Appendix |11

153 Appendix |

48



3.6. Poverty

In Meru there are many PLIP but also rich peopieggdneral, it must be stated that
people in northern Tanzania are better off tharptaple in semi-deserts in central
Tanzania. For the Meru it is a fact that the peaplbe western district are better off
than in the eastern distritt: Some indicators can be used to estimate the anobunt
poverty.

If more than %2 hour is spent to fetch 20l of wakes is an indication of poverty as less
than the minimum amount of water will be fetchedthvgerious consequences for health
and food supply/growing of food for the family. Thtihe accessibility of water is the
most important factor for defining poverty. In the eastern district people often spend a
whole day, once or twice a week, fetching watemsgguently, girls often cannot attend

school as they are needed to fetch water.

Other indicators concern what education is avaslapld how is it attended. Most
Secondary leavers move to town for employment.l&hd and agricultural situation of
the family gives further insights among other imdars>®, presenting a distribution of
wealth along the so-called coffee bgftWealth, population density, rain and water are

also greater on the western side of the &t&a.

154 Kaihura F.B.S, Rugangira, “PLEC-Tanzania Technézal Policy Recommendations for sustainable
agrodiversity management,” n.p. [cited 11 April 80@nline:
www.unu.edu/env/plec/clusters/Eastafrica/nov200ihlia-2.doc

155 Maike Gorsbothldentifying and Addressing Violations of the HunRight to Water: Applying the
Human Rights ApproactStuttgart: Brot fuer die Welt, 2003) 3, 6.

156 World Bank, “Poverty in Africa”, n.p. [cited 2 Ajp2008]. Online:
www4.worldbank.org/afgoverty/measuring/Indicators/data_files_en.htm

15" Moore, Puritt Ethnographic Survey of AfricQ9.

158 Kaihura F.B.S, Rugangira, “PLEC-Tanzania Technécal Policy Recommendations for sustainable
agrodiversity management,” n.p. [cited 11 April 8p@nline:
www.unu.edu/env/plec/clusters/Eastafrica/nov200ihlima-2.doc
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Keslall sees the effects of the people’s strugyleet better off: “(. . .), most Meru men
(and women) will wish to acquire the outward traqgs of modernity and prosperity: to
eat meat every day, build a block house, possessge of imported consumer goods,
even own a car.” So how can a prosperity gospebagiopular among most people?
This understanding of blessings seems to have t@éep root with the Meru people. A
very typical expression is: “Thank you, may youeige more in return.” The economic

struggle is among the most important of the fekds>®

3.7. Gender

One of the taboos within Meru culture is still thigision between the genders. Role
models are strong. Girls are taught by the mothdrys by the father thus the
traditional understanding of gender is reinforaslalso during the teaching period
around initiation:®® These role models present strong guidance ana seeurity factor
within society. Girls are educated to be motheswives, depending economically on
marriage as most of them lack the education todmgloyment. This also means a lack
of any alternative role-model for their lives asmen. Women identify themselves

through their children®*

Women are dependent: first on their fathers andr,lan their husbands. Traditionally
they do not have the right to inherit. Keslall epk: “Another example of clan-acquired

obligations/opportunities occurs when a man is agpd as guardian to the wife of a

159 Moore, Puritt Ethnographic Survey of Africa27; Appendix
160 Appendix |11
161 Appendix |
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deceased brother. This will usually entail a sexelationship. Indeed, it is not
uncommon for Meru men who have the means, to stipgonomically one or more

extra-marital partners*®?

In Sub-Saharan Africa women produce “60-80% of dstinally produced food, provide
nearly half the farm labour, and shoulder over 3i%he domestic responsibilities.
Women work almost twice as many hours as men) (Nearly all rural women (96%)
work on family farms, providing 75% of the farm &by and 60% of farm-derived
income.”, according to the 113 Meru is no exception. The family income, includthg
income produced by women, is controlled by men.[a@hd is usually owned by men.
Even though women do most of the farm work thel the resources of training and
finances to optimise their farm production. Therogjnctive work which is work
supporting and maintaining the family without proohg any income, is done almost

exclusively by women®*

Education will often be one of the few opporturgtte change men’s understanding of
women, women’s view of themselves, and changeioalstips. Interestingly, it does not
need to be specific gender-teaching, but maylserdther the role gender plays in all

areas of health, development and *fE.

162 K elsall, “Research Report No. 129,” n.p. [citeAil 2008]. Online:
http://www.nai.uu.se/publications/download.html/2085334.pdf?id=25104

183 Sustainable Agricultural Extension Workshop Pastiots, Miguel A. Altieri, forw. Sustainable
Agriculture Extension Manual: For Eastern and SauthAfrica( Nairobi: IIRR, 1998), 70.

164 Sustainable Agricultural Extension Workshop Pagtints,Sustainable Agriculture Extension Manual
70-77.
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3.8. Oppression

The down-side of the economic struggle is that Riuen in Meru work towards their
own economic goals sometimes at the expense of thbe have less. Land issues are a
constant problem tied to oppression, where larekisn as a loan by richer Meftf.The
population density following along the fertility dmain distribution is another
problem!®’ The land is simply not enough for the familiesuléing in urbanization and
poverty. Many women stay in Meru with their famdlighile the husbands go to the city.
Very often this kind of arrangement does not bangadditional income back to the
family, but leaves the mothers to raise the childve their own. HIV/Aids and other
diseases become a threat to those fantiffeBoverty, gender-inequity and HIV/Aids are
tightly interwoven. Thus any educational progransheuld reflect holistic and

integrated approaches linking development, spiitiuand health®®

Beer, as one of the privileges of Meru men, is fomeconomic factor playing an
important role in the Meru religious conflict. Bypporting this industry some benefit
economically and others are ruinédAlcoholism is a serious problem that needs to be

addressed, regardless of denominational undersigsdi

Traditional role-models give stability, but womerck basic rights and alternatives. They

depend economically on father, husband, brotherfilawhe case of a deceased husband)

166 Moore, Puritt Ethnographic Survey of Africay.

167 Kaihura F.B.S, Rugangira, “PLEC-Tanzania Technécal Policy Recommendations for sustainable
agrodiversity management,” n.p. [cited 11 April 80@nline:
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and, at worst, on extra-matrital relationships duedonomic-dependency and
vulnerability!’* Thus traditional role-models can also be oppressixen though

supported by women too.

This dependency and mis-use of power is also dangdor young women going
through different educational programmes econoityicipendent on such relationships.
HIV/Aids and pre-marital pregnancy/abortions amter threats to their few educational

possibilities' 2

Economic oppression comes with the lack of landfanaing. The drop of the world
coffee price even impoverishes formerly-rich Mendl @ good cash-crop alternative still
has to be found.”®
Land disputes increase as land becomes scarcsalKgliotes Larrson: “There is hardly
a family on the mountain that has not been involesbme time in a boundary or
inheritance dispute. Sons fight fathers for landthers quarrel amongst themselves,
brothers fight over the claims of sisters.” Dispuseem to have been a traditional burden
for Meru as Puritt records:
Little attempt was made to maintain social ordeg\en to contain conflict, but
rather cases of conflict were constantly beingdaiheoughout Meru country
almost every day of the week and leaders and pgaatits threw themselves

wholeheartedly into the effort of restoring theerdhich has been destroyed
through the conflict’*
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Conflicts build distrust and jealousy. They costey take energy out of life and leave

the participants to further poverty.

A problem in Tanzania including Meru is witchcrafgt easily understandable by
outsiders!” Puritt gives an account of witchcraft in Meru. #scribes the difference
between herbal healers who try to restore thromgkdicine and magical practice” and
“witches who consciously use magical techniqueaiorhother people. (. . .) Mogasawi
[witches] in Meru country are women. When a madaviis caught he is usually found to
be of some other society, often a Sambaa, who &es hired to kill another persoi/®
Witchcraft is harmful, destructive and expensivistoppressive and causing people to

live in fear. It challenges Christianity regardingjistic liberation.

3.9. Conclusion

Meru oppression is complex and not solvable byglsiTE programme.
Conscientisation will cause people to approach giaiation holistically,
transformatively valuing their tradition as welirying liberation. The church as an
ecumenical movement needs to bring healing andthelpoiceless to voice their
concerns, as well as celebrate the richness afelkperiences. A TE programme will be
an invaluable contribution in increasing the edwcetl opportunities for the not-formally

educated and marginalized i.e. women.

175 Al outsiders rely on accounts of accounts: Ve fpeople will tell outsiders that they have adjual
used witchcraft, but they will talk about otherwing used witchcraft. One person gave me an acamfunt
visiting a witch, and a Maasai “Loiboni” is a frigfout does not talk much about his “work”.

178 Moore, Puritt Ethnographic Survey of Africh22.
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4. A TE Curriculum

4.1. Introduction
Following on from the previous chapters, a curtcalaccording to Posner/Rudnitsky’s

modet’’

has been developed organized around goals ofihegrn
Usually the teacher starts by surveying the erkilisf the learners’® For this course,
the experience of a team listening to the commemibver a number of years has

provided the basis of this surv&y.The steps of developing this structure have been

followed and the result is presented in this chapte

4.2. Course Description

A holistic theological and development course desigaround the pressing-issues of the
adults of Meru society. No prior formal-educati@guirements are needed. The life-
experience of the participants will be the founolatdf knowledge to be built on. The
learner is to take the lead in the learning proe@skthe facilitator will guide the
discussion. The method used is Paulo Frerei'seqanaf Conscientisation and inquiry-
based learning through group discussions and ctuaktible-reading according to the

pressing-issues of the participants; bringing Bébid life-experience together.

17 posner, RudnitzkyCourse Design.
178 posner, RudnitzkyGourse Desigr59-62.
179 Appendix |
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Furthermore, the group will explore the possitaitof improving specific situations by
taking development-approaches into account, ugisgurces from within the group and
the wider community. In the light of their situatithe group learn about the universal

church/people of other faiths in the form of a dgale with past and present traditions.

4.3. A conceptual mind-map showing the relationstiptween different aspects of the

course:
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4.4. Entry Level Survey

Being a listener in the community means to ledwué people’s interests and their
abilities as reflected in chapter 3 of this pajj@Meru people will be called together by
the local church as an open invitation for peoplaliofaiths and denominations to come
together. Usually the group will represent ruralfPbf different Christian traditions, but
often at least one person of the group comes froothar faith tradition; all interested in
economic development for their own/community’s dgnkn such a group usually there
will be a variety of thought and experiences tsbared. Existing resources within the

community or close to the community can be used.

Most people have an obvious donor-oriented-attitudesre a donor is expected to
provide resources and the means for the people&a@ment. This counteracts student’s
awareness of their own resources, which is crdarakchieving ownership and lasting
developmental transformation. Inquiry-based hdi$t helps not to confuse the

teacher’s role as a facilitator with a donor’s role

4.5. Course Rationale

People in rural areas are often deprived of edoicatiopportunities due to accessibility

or to requisite education. Existing resources aré @f people’s knowledge: their
experience and knowledge gained throughout lifoimunction with the resources
surrounding them. This course seeks to make udesé in such a way that learners may

recognize and use their own resources towardsftranation. As people in rural areas of

180 Appendix |



Tanzania are very often PLIP seeking to imprové gitiations, both individual

families, but also the community as a whole, aterasted in development. This course
will promote transformation for individual families\d communities. The group, with its
dynamics and its combination of resources, is aviedye to the course. The teacher may
act and guide as a facilitator, but the group whthindividual learner will take the lead

in holistic learning. Thus learning starts with daith and goes further towards holistic
transformation, resulting in a growing faith. TBible is valued as a means of hearing
the word of God, as the Holy Spirit speaking tohease of us, not only about our faith

but about each situation of life.

This course covers only areas relevant to the stadelowever the learners will have
gained skills in areas even beyond the scope afdbese. The aim of this course is to
equip the participants with the awareness of thwm abilities to engage into a holistic
transformation process. Through Bible-reading geoap and the discussion of related
development issues, transformation is not onlyiqetthe context of faith, but the
learners will also experience an immanent God vdaresfor them in their daily lives.
Participants will continue to grow in a Kingdom#attle in their lives, actively
participating in living and promoting the values@dd’s Kingdom here on earth.
Furthermore, the learners will learn how to reagBlible and engage in development

projects.
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4.6. Intended Learning Outcomes (ILO)

Intended Learning Outcomes (ILO) set the basitcsire of the cours€’ Cognition

can be defined as learning factual knowledge wiseafactive understanding usually

affects and involves the self. This would leadriother sub-division of skills: affective

skill, which is the behaviour-consequence of affectinderstanding. The application of

cognition is a cognitive skill. Psychomotor-peraeptskills are physical skills,

observable and outwardly-measurable skiffs.

4.6.1.1LO
Cognition | Affective Cognitive Skill | Affective Psychomotor-
(©) Understanding | (CS) Skill perceptual

(AU) (AC) skill
(PPS)

1 Seeing a Being aware of Using New methods
God who our own existing
cares about| resources resource more of agriculture
present day efficiently
situations

2 Knowledge| Being aware of | Using income- | Discovering

of income-
generating
projects

the
interdependenc
of protection of
environment
and long-term
economic
benefit

generating
e projects

tools of their
own, problem
solving
abilities

181 posner, RudnistikyGourse Designgs.
182 posner, RudnistikyGourse Desigj88-91.
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Knowledge | Being aware of | Decreasing Better child-
about loans | marginalized hunger/hunger | care
people eradication
through better
planning skills
and more
effective
resource usage
Knowledge | Bible can be Bible-reading | Changing the
about understood by | skills position of
tradition, us — speaks to marginalized
church us and has people
history and | something to
the say about
universal pressing-issues
church
Awareness of | How to repay | Protecting

water rights

loans

water rights
especially for
the poorest

people in a
village
Awareness of | Possibilities of | Different
women in land marriage
society as protection/rightg relations
marginalized and how each
people one of them can

be put into
practice

Being aware of
the negative
affect of relying
on donors

Living our
everyday lives
from a
kingdom-
perspective:
care for
marginalized
and
environment,
making the
best out of my|
own abilities.

Awareness of
Land issues

Discovering

the Bible
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speaks to us
instead of
having it
interpreted by
a pastor

9 Changes in
women'’s roles
and
empowerment

It is noticeable that most skills and understansliage affective understandings and
skills. As Conscientisation is both the method eodtent of this course, it should not be

surprising that most ILO are, in their nature, al@anscientisation.

4.6.2. Prioritizing ILOs in the light of the coursstionale:

1) “Being aware of our own resources” means our oegources in terms of the
experience that all learners bring to the courgealso in using resources that the
learners have not realized as resources befotssiog known resources in a more
efficient way.

2) Being aware of the interdependence of proteaidhe environment and long-term
economic benefits.

3) Being aware that the Bible can be understoodshgpeaks to us and has something to
say about our pressing-issues.

4) Understanding ourselves and our community asgbaine worldwide community of

brothers and sisters in Christ.
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5) Living our everyday life from a Kingdom-perspget care for marginalized and

environment, making the best of my own abilities.

4.7. Curriculum Unit Organization

The approach used for clustering ILOs into unitplerys the starting point/pressing-
issue of society as Instructional Foci (IF) ratthem then organizing according to ILO
groupings decided on by the teacher beforehands Tfreupressing-issues of society
serve according to this model as instructional & the ILOs can be used across units.
Rudnitsky/ Posner mention the possibility of clustg units around problertf but

usually centre them around IF as an actitffy.

4.8. Teaching strategies (TS)

Designed for people in rural contexts includingelate people, who should be able to
participate, and facilitation should even take plan a level that allows people with
primary educational backgrounds to facilitate tharse easily. No additional teaching
materials should be needed. The dialogue teachiatpgy of Freire will be guided by
the facilitator who will make the participants heaae of, and use their resources. They
will take the initiative in collecting and tryingubideas.

In the Bible-text-discussion the facilitator wiklathree questions, first discussed in

groups of 3 and then with the whole group. Thestjons will be: 1) What does the text

183 posner, RudnitskyGourse Designlll.
184 posner, RudnitskyGourse Design111ff.
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say? 2) Is the text about the pressing-issue sksalin this unit, and what does it say
about it? 3) What does the text say to us todspe@ally in relationship to the pressing-

issue of the unit$®

The dialogue with present/past tradition/univectalrch takes place in the form of a
story resembling the traditional way of storytadligiving unknown content a familiar
structure. A great asset to these dialogues iattiehat people of other religions, even

though few, and different denominations will beganat.

The development ideas are collected in the grorquth the sharing of experience or
inviting a guest to share their experience. Theigneill then enter into a dialogue with
each other and the invited-guest. Lectures bydb#gitator should be avoided. Skills
have to be tried out, and evaluated, with or withming observed beforehand; T&E:

Trial and Evaluation Method.

All sorts of role-plays and discussion stimuli ceused. Written methods should be
avoided as people are not used to note-taking amaot pay attention to the discussion

and writing at the same time.

185 Rowland,The Cambridge Companion To Liberation Theo|dgi2.
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4.9. The curriculum sequence
Introduction: Group collects/reviews pressing-issue
A. Environment
1) This unit shows how environment, and our usi, & interdependent. Protection
results in direct benefits for each family. Theusss pressing as it results in hunger and
poverty. The participants will try out and seleiffedent methods to be adopted. We will
find out that God wants us to take responsibilitydur own benefit.
Situation/IF: exploitation, global-warming- lack i&in, lack of harvest, erosion,
desertification
ILO: Knowing about Conservation Agriculture anthet alternative methods; TS:
observation where it has been tried out, T&E
More trees — knowledge about tree planding practical experience; TS: T&E
Erosion prevention, TS: T&E
Bible: Genesis 1: creation; Protecting the Envinent
Story: Heifer Project Internatiortdf; Sabbath Ecolod$’
How to further? Different methods of agriculture
Planting of trees
Agriculture that preveetssion

What to plant?

2) A lack of water paralyses the society makingevasic development impossible.

Nobody will understand better what “Water of Lifeieans than the one missing it.

186 Heifer International, “Charitable Giving that neskA Difference.” n.p. [cited 13 March 2009]. Orai
www.heifer.og
187 BradshawChange Across Culture$p9-111.
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Water is a human right. This unit looks at impraythe situation from a village level.
Water is also a resource that can be used efféctwe protect our environment. Water
will expand our agricultural possibilities explorgdunit one.
Situation/IF: Lack of safe, affordable and accdssitmater, girls not getting education
because of water-fetching, drowning in water hateapies, lack of food
ILO: Awareness about water rights

Knowing different methods of making wadecessible

Knowing the relationship of water to hbakkconomics, agriculture, education

Making more water available in the comntyiS: T&E

Safe drinking water, safe fetching of watdfordable for all especially the poorest;
TS: Discussion on how this can be done: T&E

No more deaths related to water holes

Methods of irrigation TS: T&E

A functioning water-committee TS: T&E

Bible: John 4:37-44 Water of Life
Story: Water war of Cachabamba, Br&Zil
How to go further? Water rights
Wells
Rainwater harvesting
Our water

Vegetable gardens

188 Sr Elena Rastello, fma and Humphrey Sipalla Js, Edith and Society 12: World Water Crisis: A
Challenge to Social Justi¢®lairobi: Paulines Publications Africa, 2007), 62f
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Scabies

Drip irrigation

3) Most participants experience that available lsngketting smaller. It is often exploited
and the village people suffer the consequencesugvate investor buys a huge farm
and cuts the trees down. The village has not @dyland but the rain decreases. For
efficient resources-management, resources neeelgimt. To prevent urbanization and
poverty we need to have enough land for our famiili€his unit is about land-rights and
land-protection.
Situation/IF: Huge portions of land sold by villag@arents selling land so children have
no source of income, inherited land divided amamgss- not enough to survive, girls do
not traditionally inherit.
ILOs: Awareness of different types of land issu&s Using a stimulation either in the
form of a picture that shows poor people crowdedaod, working for the owner, or
describing the situation the picture shows.
Knowing about land protection; villagadership/bylaw possibilities; rights to

inheritance.

Knowing about, and having strategreplace, in case of violations against rights
related to land-ownership.
Bible: Leviticus 25:8-28; The Jubilee, less is more
Story: Brazilian Rainforest Protectii

How to further? Political protection of land

189 The World Bank Group, “Pilot Project to Conserkie Brazilian Rain Forest,” n.p. [cited: 26 May
2008]. Online: www.worldbank.org/rfpp/docs/resotutintm
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Protected zones
Women'’s rights to inhenida.

Legal means to protentfaelling of inheritance

4) Many rural families depending on agriculture exg@nce hunger periodically. Unit 1-3
already show how to improve the situation for thmifies. This unit builds on it further
in discussing the better use of resources andri@#ening skills.
Situation IF: Hunger during dry season
ILO: Income-generating projects prevent dependentgon maize TS: Continue to
T&E
Knowledge about predicting maize prices
Planning (knowledge and practice) of akiitre use of resource, using different
resources TS: T&E
Planning for the future as maize prices are pratlet
Knowledge about drip irrigation TS: T&E
Bible: Matthew 15: 29 — 39 Jesus feeds five thodsan
Story: Christian Farmer in Ch&d
How to further? Strategies of Planning
Economics of Maize prices
Alternative income poskilas

Irrigation possibilitiesrfgardens

199 Batchelor People in Rural Developmertt52ff.
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B. Prosperity Gospel
The concept of God as a bank (Prosperity Gospebpsilar in the area. Blessings have
very different aspects. Unit A has taught us howd Gas given us possibilities to help
our material needs. “Material blessings” and Prasp&ospel is critically evaluated in
the light of a biblical bias for PLIP so that Chiasis are not led into passivity in
improving their situations.
Situation/IF: Poverty; traditional understandindotéssing,
ILO: Get an alternative understanding of blessiings the Bible reading

Being aware of the negative effects dyimg on donors; TS: Role-play: A

donor coming to the village

Know about loans. Know how to plan fdiureding loans; TS: T&E

Know possibilities of income-generatimgjpcts and adopt one; TS: T&E
Bible text: Biblical text on blessing; Philippiags1-18
Story: Debt Relief Initiative of the Church 2000
How to go further? Learn more about income-genegatroject

Discuss Pros and Consém$

Group projects TS: T&E

C. As the participants have looked at differentgimbties to improve their situations,
they are now directed towards a Biblical understagndf poverty and marginalization.
The rural villagers will evaluate their own situatiin that light but especially will be
aware of groups of marginalized people in their samities and their responsibility, as

Christians participating in the Kingdom, towardsrth
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Marginalized People
Introduction: Identifying groups of people, where ave marginalized?
1) Situation/IF: PILP
ILO: Awareness of marginalised peoples in our ame@ans of improving their
situation and reducing vulnerability
Knowing possibilities of improving theituation; TS: T&E
Awareness of our own situation as beiggimal/vulnerable; TS: Discussion on
how income-generating-projects help T&E
Understanding God as caring about eadup$ituations as a God who has a bias
towards marginalized people.
Bible: Bias towards poor and marginalized, Isaiglv1
Story: St. Francis; Holiness movement
How to go furtler? Identifying groups and their needs.
Appropriate responses.
What help is needed?

How can help be organized?

2) HIV/Aids

It is very difficult to think about the fact thatenas people stigmatize infected people. It is
even more difficult to see ourselves at risk ohiganfected. This unit will raise
awareness and let us take the risk of reachingpaathers, being aware and open about
our own vulnerability. As Kingdom-participants wan receive the strength from the

Father and our brothers and sisters in the group.
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Situation IF: Thinking about others/ Thinking abowself in relationship to HIV/Aids —
Self-awareness; stigmatization
ILO: Awareness about living with HIV/Aids — Knowdge and Practice of Prevention
and Opposing stigmatization in word and deed T3eftay: village reactions to a
positive test
Using testing possibilities
Awareness of vulnerability of women and girls
Stronger girls and women TS: Being aware of situestj practicing the situation
with a response chosen beforehand
Bible: Mark 2, 13-17; Jesus eating with tax-coltest(provoking the difference between
sick-sin; but all stigmatized)
Story: Uganda’s success in fighting HIV/Aids withi@Stian ideals/Churches Role in
Fighting Apartheid in South Africa
How do we continue? Knowledge/Stigmatization
Awareness-nasi
Examples
Possibilitiestreatment
Prevention

Strong girls amves
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3) Women are a great asset to society. If we ddisten to them and take their gifts into
account we are putting our community and familiedisadvantage. Tradition provides
us with role models; positive values can be takehsdill stretched further for women to
reach their full potential. Women have rights, dfieh we need to be aware e.g. in
inheriting. The group will explore what educatigoportunities exist and which could
exist. The participants will be aware and promwbenen’s rights within the community
and their own families.
Situation/ IF: Disempowered women; women'’s rolagition
ILO: Awareness of women and their role in socie8 Role-play where a man plays a
wife and a women a husband

Understanding them as marginalized ariderable

Empowerment of women

Understanding their own marriage as thgiag point for change

Changes in women'’s role in society

Education opportunities

Understanding women'’s rights in marriaiganheriting
Bible: John 4:5-42 Woman at the Well
Story: Beguine$*
How to go further? How to empower women?

Education
Role changes

Marriage

191 Abby Stoner, “Sisters Between: Gender and the BlediBeguines,” n.p. [Cited: 12 May 2008] Online:
http://userwww.sfsu.edu/~epf/1995/begquine.html
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Society

4) Children are another marginalized group. We faready seen God being the
defender of the marginalized. Children’s needsragitts need to be taken seriously so
that they grow to their full potential and are/beehappy children, but also be in a
position to care for their elderly parents laternfife. In a changing world it is
important to give them opportunities for their frgdrom within a loving and supporting
family.
Situation/IF: Children’s role in society: to hethe more the better
ILO: Awareness of Children as marginalized peop&; Remembering how it felt to be
a child.

Awareness of the vulnerability of childre

Awareness of children’s rights; fightiolild slavery

Sending more children to school

Changed role in the family: Awarenesboiv children learn: negative effects of
too much responsibility; learning effect of play:T8ay with a child at home for one
hour, Come back to the group to evaluate the eapeei.

Better Child Care; TS: collecting ided&E
Bible reading: John 6:1-13; The boy with the fish
Story: Child Dream Survéy?
How to go further? Children’s dignity

Education

Fighting Child Slavery

192 Myers,Walking With The Pogr192.

73



Why play?
Child development
Empowerment of Children
D. A changing society
1) Families without sufficient opportunities in thilage in terms of land and resources
will lose some of their family members as they ratgrto the city, where poverty will not
decrease but get an urban face and often everaserelopefully all the afore-mentioned
units will help to prevent this. Rural people néede aware of the negative impacts of
urbanization and try to claim the positive onesthair context. At the same time, the
young people need to have values that will gui@entthrough a process of urbanization;
of claiming urbanization for their village e.g. $leé priorities of either bringing a TV or a
Clinic to the village.
Situation/IF: Urbanization; Modernity; Increasinguerty
ILO: Strategies of talking about values with ouugg people/passing on of
values/developing values TS: T&E
Finding and counting on God'’s presence in sguations
Claiming/working urban benefits for rural sition/A reverse urbanization process
Awareness of rural potential and advantagi€s;Role-play: A city-dweller in the
village; a villager in the city.
New alternative/informal education possiles TS: T&E however over a longer
time with village leadership involvement

Bible: Psalms 139
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Story: German church in an identity crisis — dexlaf membership - examining the
challenge to be a relevant church
How to go further? Guiding young people into theifa

Urbanization/rural devaiognt

Urban advantages in thiage — village projects

Creating Education

2) Urbanization challenges our faith. A traditioohlrch is often the result of a
traditional society. So how can the modern Goddoed in a modern society. Where is
God in the new urban situation? A God of all tiaaions wants us to participate in the
Kingdom. What will that look like?
Situation/IF: God as distant is not taking change account. What is the purpose of the
church? Of our Faith?
ILO: Understanding God as an immanent God.
Awareness and Development of Kingdom+adst
Understanding a Kingdom-attitude in re&aship to economics, politics and family
Bible : Matthew 10:5-10 Kingdom
Story: God in Latin America — Liberation Theology
How to go further on? Consequences of an immanedt G
Kingdom-understanding ofdGo
God in economics
God in politics

God in Family
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Growing cash crops

4.10. Evaluation of the Course

The evaluation will need to take a wider and mategrated role that goes beyond the
scope of the paper and beyond the evaluation steghbg Rudnitsky/ Posnét>
According to the author’s experience it is valuabléntegrate it into the lesson plans as
an interactive evaluation i.e. Kinsler's evaluatifngiving a practical suggestion and

external evaluation will also be helpful.

4.10.1 Possible Side Effect

1) Too little guidance by the teacher as the sttgdemght not be able or willing to share
their experience. Different “experts” might notdeailable to help present the course, or
discourage the group’s experience by their experiibe teacher might continue to
lecture if the discussion and sharing of experisriromes quiet.

2) The students might misunderstand the courseirgitg development but not they
themselves engaging in the process.

3) The students might understand the teacher ag finances for starting income-

generating projects.

193 Rudnitsky,PosneGourse Designl81ff. Appendix V.
194Kinsler; EmeryOpting for Change
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4) The village might see water as a business oppibyt

5) The pressing-issues of the community might cbdagter than course facilitator's
ability to adapt to the changes.

6) Regular meetings might be disturbed by the déimessponsibilities of women and
the agricultural cycle.

7) The course could be seen as denominationalrrtitéie ecumenical; resulting in
participants from only one denomination. Misundamsling the ecumenical nature might

leave none responsible for the organization.

4.11. Conclusion

The designed course gives an insight on how holids in Meru can be organized.
Planning is important but the facilitator needsetave flexibility for the leaders to have
the freedom to change the learning process aca@ptdiohanges in pressing- issues or in
unforeseen learning results e.g. if a group dedidesmg Bible reading that really bees
are needed for environmental protection the fatdit might need to change his lesson

plans.

The integration of past/present tradition and ursgkchurch needs to be evaluated

carefully after using the curriculum, since itserance to the students will be difficult to

establish. The cultural differences in the contexéschallenging.
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Conclusion

A holistic and transformative TE has been creafegtifically for Meru People widening
their educational, spiritual and developmental oppuoties. Thus not every aspect of TE
has been assessed in this paper. SpecificallgttaggPILP and marginalized people it is

consciously designed to include less-formally etest@eople and especially women.

Conscientisation and inquiry-based learning praviddd E where the learners take the
lead to make use of their resources and experiembeswill be important to fight the
uttermost poverty; poverty that does not recogegéworth. Both concepts are foreign
to society, but are the most effective way of reptiwe TE in this context; thus being its
content and method, sensitively linked to tradiidearning but aiming at

transformation, it counteracts internal and exteoparession

Holistic learning adds development to TE but atdame time provides principles for

relevant TE, starting with pressing-issues of dgciéis the people’s TE, approached as

a low-key programme, allowing easy and cheap imptgation.
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God is the God who cares about each person aratisituWhat could be more valuable

for TE than to learn about a loving God who mestsall situations?

Word Count: 16076
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Appendix |

Report of aListening Survey in Meru

Team: Ekaeli Pallangyo, Public Health Nurse; Farrivisru
Eli Pallangyo, Public Health Nurse; FarpMeru
Eliafura Kitali, Public Health Nurse; ra@er; Meru
Steven Kitomari, Driver; Farmer, Meru
Samuel Wilson, Clinical Officer; MissiayaEye Specialist; Maasai

Karen Wilson, Nurse; Missionary; German

The team is working together as a PHC/CBHC teapramoting health care for the
ELCT-Diocese of Meru. The project is responsible fo
1) The education of Village Health Workers and Villddealth Committees where
village health workers advise their neighbourhobdwa health and health-related
issues.
2) This kind of education is multiplied by the traigiof trainers as village health
workers.
3) The training of Traditional Midwives (Traditionalifth Attendants).
4) General health issues on village request for diffegroups of peoples.
5) Water projects: the establishing of water commdtekilling of wells, building of

rainwater-harvesting tanks or other methods of emgwvater supplies.
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The mix of gender; insiders/outsiders helps usstoagwell-rounded listening experience
among the different villages around Mt. Meru.

We gain a lot of insights from the discussion ie feminars but we gain even more by
listening to the people in their homes, churchlesps, markets, wells or schools. Some

of our observations will be relevant to this paper:

1) Marriage

Even though our first objective is health educatioequently our participants state in
evaluations that the major change is in their i@teships to their wives e.g. partners
share differently, especially in financial plannivge realize that traditionally a
marriage is not marked by being emotionally cl@s&oman will only share with
women of her age-group. The same is true for nNM@hoo topics are not discussed in
the company of mixed gender. Conflict managemeatmsatter of the wider
community but not a matter of the partners. HoweMaru live in a changing society
where men and women have to work together diffeyemd build strong
relationships to protect their family from HIV/Aidsd other threats. Many partners

are looking for alternatives to the traditional rabd

2) Taboos

The main taboo topic is around sexuality and geriiggt means that such topics will
only be discussed with the same gender and ag@grorking with Traditional
Midwives we hear more from the inside of the tabomund sexuality, pregnancy and

birth. Traditionally men are not allowed to knowytining about that. A pregnancy

81



will be hidden as long as possible and is defipitedt the topic of a public
discussion. The way Europeans announce early pnegrsawould be very

embarrassing for our Meru friends.

In our teaching Taboo topics could be addressgreifjroups are divided according to
gender/age-group. Carefully chosen vocabularyshitiw, and allow, respectful addressing
of taboo topics. In a recent meeting of the PHC/CBElam with the village of Ntuwe the

men noted that they do not know anything abouhbiffives cannot break this taboo, and the
men cannot prepare in case of an emergency. Thegedkthat, since the women could not
tell them, maybe the male Clinical PHC/CBHC officewld talk to them as he would not

break the taboo by doing so.

3) Respect

In a Meru person’s life the closest relationshithes relationship to the mother. The
relationship to the father is marked even more wepect which at points certain
points also becomes fear. However, in both relatigys love is not expressed by a
closeness that will result in sharing inner feddingove is expressed by respect which
results in not crossing the generation bordersasibewith taboo areas. Thus love’s
most important expression is respect and respdlobften look to outsiders as
distance. One of the taboos is sexuality. The @fgeelationship will not allow
mother and daughter to talk about sexuality. Unioately the taboo also crosses age
groups. The relationship between mother and daughghaped by respect and that
includes the respect of keeping taboos. Traditipmabthers and daughters/fathers

and sons do not talk about sexuality. This pateathing was traditionally part of
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teaching around initiation. Thus the abolishmenterclandestine practice of FGM
leaves a dangerous vacuum where young people dmmetadequate and timely
information about sexuality available. However,hniihe pressing importance of
HIV/Aids parents are considering and are actudlyting to break this taboo.
Seminar discussions help the parents a lot butthésteaching of upper-primary
school or confirmation students also helps herewigld not easily be able to talk
about sexuality in isolation but awareness-raisihgV/Aids is accepted, and
sexuality in general is part of this. Usually wpaeate genders for this.

The idea of respect as an expression of love anduranstead of closeness is also
expressed by the use of names in Meru. It is densd a privilege to use a name of
honour for a person. That will be the “Grandmoteerame”. First names are very
rarely used. It is very common in Tanzania to iigerntame of the oldest or youngest
child, to call the parent “Mama N.N.” or “Baba N’NEven that is not as common in
Meru culture. The use of clan names is more comburit is evermore polite to use
the grandmother’s namk Western societies closeness and friendshippgsessed by

using the first instead of the last name. Meru peopuld express respect and friendship by

using the most distant name of honour i.e. the ngiren by the grandmother.

3) Initiation

This is the process of becoming an adult. It iglalwration of honour and it has many
positive functions in society. One important fuoatis the teaching of taboos. As
FGM is abolished alternative ways of teaching aniiibition need to be sought after.
Thus we see a changing society where people akentpor alternatives that touch

them in their inner most being and understandinigfeflt must be said, that
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according to our experience in seminars and ougrghtion, most women still
practise and support FGM. We usually think a samis good when people admit to
this practice. In a seminar where all people refosscknowledge that this is still a
practice we know that it is just practiced undeugib and that bears evarore health

risks. Also there is no basis for discussion.

Many Meru women see FGM as part of their idenfityus any discussion needs
sensitivity and listening to alternatives that cay work if of they are desired by the
women themselves. Most of all it needs to be empédsnd well-considered where
effective teaching will take place if the traditamplace at initiation should not be
there anymore. Although FGM is an example of irdkaoppression it needs to be
made clear that the abolishment of FGM can nevemnntige deprivation of privileges

for women. It needs to empower not disempower.

4) HIV/Aids

Stigmatization is the main problem we are facinthmvillages. Anti-Retroviral are
available but still people choose to die as patheir community rather than live
alone. However, already a few brave voices of PLié&e made a huge difference.
In the past years the number of people who wetedealastically increased. Itis a
big problem in society. There is no family or commity untouched. In many families
the parents are missing. The grandmothers takeot#ine grandchildren without the
physical and financial resources needed. We s#@#lair main task as prevention and

that mainly to provide an environment where itafeso talk about HIV/Aids which
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is part of the sexuality-taboo. For us it is noportant to judge behaviour but to
advocate especially for women who are economictdfyendent on men whether that
would be in a marriage relationshopin an extra-marital relationship. HIV/Aids
causes many people to rethink their relationshiyastey innovative models. It is
especially crucial to understand the churches itapae in this area as, traditionally,
no such role models are available, leaving an itapbrole of sensitive guidance to
the church. A couple wanting a deeper marital i@hahip, including, for example,
conversations about emotions, will have no role ehadailable, even though they
see a strong relationship being the best proteetiainst HIV/Aids. Conscientisation

will be a key point as Gender issues cannot begdthfrom the outside.

5) Women

Already the name of women in Meru shows their depacy on men. They will use
the first name of the father as a “surname” whiah lbe followed by the clan name.
As she marries she takes on the first name ofikbdnd instead of the father’s
name. The question: “What is your name?” can contynalso be askeds: “Whose
are you?” Women also change their name with tis¢ éiild to take the child’'s name.
That shows that women’s identity is that of a motad that they identity themselves
through their children. A woman without childrerabg a huge burden in society and
often men see that as an excuse to marry a sed@mddivorce the first one. It

must also be seen that women marry early since trerfew educational
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opportunities and women do not have many othercelsoMVomen finish their
primary education at 14; they might get marriedathave their first child at 18 and
a second at 20. Family-planning is widely propagjdet what is not discussed are
the implications of a woman settling for a familittwfew children. From a
traditional point of view women will then ask theshges: And what shall | do for the
rest of my life if | should not have more childrand, in particular, who will | be
without children? Family-planning is useful fisghting poverty but it does not solve
the identity crisis it can bring to women, besities fact that childbirth is the only
time when the mother can rest for three monthsisedrved the best foods.
Women in situations of economic dependency are &gto the risk of depending
on extra-marital relationships which do not actugive her the security she needs.
As a widow she will be “inherited” by the husbantiether. Such a traditional
relationship within polygamy at least gives hetaiiss and security. In other
relationships she will lack that since polygamwyas accepted by the church. It is also
common that in the few educational opportunitieg tiirls have they are also
vulnerable to extra-marital relationships due torexnic dependencies or men

misusing positions of power.

6) Our teaching and influence on Gender

We see our teaching about health as an entrariaeilitate discussion and issues that
are important to society but sometimes are in tayeas. It is very significant that of
in all the evaluations that seminar participant®dmur courses usually about half of

them will say: “It changed the relationship to mifjeywe sleep in one room now and
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we plan finances together.” None of this has begta@tly said during the seminar.
It is usually the husbands who decide to bringcthenge. Women often desire

change but are not in a position to cause it.
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Appendix 11

My Personal Experience

My parents became missionaries in Tanzania wheasl1%. This gave me an
opportunity to get to know people through the eyes teenager, who did not have any
other function in society. | was given the freedmnview something differently as by |
was included without expectation. This was extrgnhelpful to get a glimpse of an
inside view. Even though later on | became a missip for most people | was first of
all the wife of a Maasai and the mother of Maasddecen. Although | am an outsider it
still gives me a different status. People know thatomparison to other foreigners | am
here to stay. The questions that are relevanteim tin their society are also relevant to
me, because they are part of my family as well. e discuss about FGM they know
that | am not just teaching about it because offtémezanian law, but because we also
have to take the decision for our own daughterei®fthave the privilege to talk to
people as a fellow mother and not as a missioffdrg.down side might be that
sometimes some men also see me as “just a mothe’raight not have the authority

that other missionaries have.

Since people cannot change an identity | will ndae2an insider but always be someone
living between cultures as a “third-culture kidfilS can enjoy and benefit from the
special position | have in society as someone vasahplace in society. One group of
Traditional Midwives with whom | am working havettbed after much thought and

discussion to call me “daughter-in-law.” To thenlling me by my name was too
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Western, and too “unMeru” for them but since | dat have a Meru grandmother, |
don’t have a name of honour that she gave me. “Blangn-law” is quite an adequate
description of my place in society. My husband bhdve been the longest missionaries
since Elisabeth Seesemann (1911-1936) and yet veeldeeen “forgotten” in the list of
Missionaries-> However it does not mean that | know all the detsfi Maasai and Meru
society or, as matter of fact, about my originatr@@n society. For me it is rather more
important that | can ask questions; that I know h@an ask and what it is | need to ask
about. It also means that | do not access socgespmething static but realise that

society is changing in different situations, dynesmand paces.

195 Abdiel T. Ndosi, Elieshi N. Mungure, Emmanuel Majdanisa la Kiinjili La Kilutheri Tanzania
Dayosisi ya Meru: Historia ya Miaka Mia Moja y IhjMeru (1902-2002)Arusha: JMA Printers and
Stationary, 2002).
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AppendixI|]

Interview on Traditional Meru L earning and Pressing-1 ssues of Society

Interviewee: Rikadli Daudi, cook; far mer

21/01/08

1) a) How do Meru people traditionally learn? It coblelthat different things are
learned differently; so the question could be: Whitungs are learned in which
ways?

Observation e.g. in the kitchen, then try out.rilgem, ask question, mother
answers. Or by lectures from older people, parentgandparents, aunts and
uncles. It is mainly through observation, whethés values or skills that are
learned , questioning as in inquiry would showoaslof respect. If something is
not understood or observation was not enough thebderve then further

explanation can be requested.

b) What is learned by observation/imitation?

Skills are mainly learned by observation, but alglmes behind certain

behaviour.
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2)

c) What is learned as a group and what is leanead asdividual?

The age-group can come together according to gemgediscuss community
projects that they would like to do together. TWasy they learn from each other
and share their thoughts. Everyone is open to gshaneview, but without

showing open criticism.

d) Is questioning a traditional method of learniig®, except in age group
discussion, but there are no questions of critiasriat would cause

embarrassment as it would show that someone wailkinow the answer.

e) Is repetition a traditional method of learning®s. Either by observation and
repetition or even in class room situations rejoetits the most common way of

teaching.

How is secret knowledge passed on? By whom? kss¢d on at a special time
of instruction during circumcision. A wise pers@chosen just one age group
ahead of the young people. This person will ofterused by the community for
several years in a row until the age gap is tooBugn for Christians this time of
instruction is important although the value of féenarcumcision will have
changed. Also the content changes with Christénsith’ better than and also
with pressing issues of society. Today, in mosesas will include instructions

about HIV/Aids.
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3) How is open knowledge passed on? By whom?

It is passed on by elderly people infdraily e.g. Grandparents, aunts and uncles.

4) Is knowledge passed on and preserved by traditginakes?
It will also include traditional stories alidbe tribe, community, values and

religion but only open knowledge.

5) How would you describe the style of learning?

a) Hierarchical and authoritarian in schools.

b) Patriarchal traditional, as knowledge is observetl@assed down by
older family members and also the family has tispoasibility to take
care of the younger learner in turn tern.

c) Egalitarian, where teacher and learner are learoiggther as a team?

This only takes place in the age-groups discussions

6) Is authority necessary to traditional learning?
Yes, except when the age group discusses communkltagether, it is always
an elderly person mainly from within the family ¢deng the younger. A lot of

times by telling traditional stories about our &jlvalues, traditions and religion.
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7) How do you reflect on this style of learning? Shibetiucation continue in that
way?
Traditional ways of learning are good and shouldticnie. It is so important to
pass on old values and traditions to the youngidreim. They need to learn

respect and honour.

8) If not, what should be changed and what shouldapt the same?

a) Ininformal education situations. The system shdddkept the same,
even though the content might need to change t@yad issues. The
patriarchal structure should be kept and the kiatiip of honour towards

the teacher and of care towards the student sloeukept.

For the planning of small projects, age group disean and working

together should also be kept.

b) In schools and educational institutions

the role as an authoritarian teacher in schodsss good, as it teaches

respect and children learn that way.

93



9) In your opinion, what are the four pressing-issne®day’s Meru society?
Development is the most important for the econgonagress of families. Other
issues are inter-related like women education/ &ilut in general or the supplies

of water. It is also important to learn more abtgt Bible and our faith.

Interview on Traditional M eru L ear ning and Pressing-1ssues of Society

Interviewee: Paskalina Vitalis, Primary school teacher

13/03/2008;

1) a) How do Meru people traditionally learn?dutd be that different things are
learned differently; so the question could be: Whitungs are learned in which
ways?

My mother would give me oral instructions whenesiee wanted me to learn
something like water-fetching. | had a long wagtobut | went with other adults
and they also kept an eye on me if | needed hélp v&s very good at knowing
at which age it was appropriate to learn whichlskDther things | learned by
observing. | could always ask questions if | did maderstand. In learning in our
tribe the boys learn from the father and the dgrdsn the mother. Mixing the

genders is a taboo. If | needed something from adyldvould have to ask my
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mother and then she would ask him. Skills are déamed by observation and
imitation, there is freedom to ask questions bis itot possible to ask critical

guestions. That would never happen.

b) What is learned by observation/imitation?

Often in family situations.

c) What is learned as a group and what is leanaah asdividual?

A different learning situation was that my mothelled all of us every week to
see how we are doing and if we had concerns olgmab However | don’t know
if that is a tribal tradition or if that was justiofamily.

There is also a practical learning situation faareple if the age group meets and
wants to do a project together. They would useabbdue/discussion style of

learning but even in that setting critical quessiane not possible.

d) Is questioning a traditional method of learning¢d$, where?
Rarely but in an age group setting, yes in the fofmiialogue and trying to
understand the content or exchange ideas. Butrtbeiform of critical

guestions.

e) Is repetition a traditional method of learningges, where?
That is the more common way of learning from fasheand mothers or other

people in the society.
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3)

4)

5)

6)

How is secret knowledge passed on? By whom? (&styuiction before
circumcision).

Some of the stories pass secret knowledge on a&ydatbuld be told by someone
close to the family, either a friend or a relatikat only from the age of 12-13
onwards and again boys and girls would be separated

Even circumcision goes along with instruction aealching. That would also be
in groups of 3 or 4 children/teenagers. Usuallg gomeone who is slightly older

than the parents but close to the family. It sh@léd be a wise person.

How is open knowledge passed on? By whom?

Parents, but actually the whole society. Peoplebelthat all parents can teach
all children especially in punishment. So anyone tha right to beat a child.
Otherwise learning takes place always within ati@hghip. Ideally as a natural

part of a loving relationship — mainly to the pasen

Is knowledge passed on and preserved by traditginakes?

Yes, especially to model behaviour.

How would you describe the style of learning?
a. Hierarchical
b. Patriarchal X

c. Egalitarian, where teacher and learner are leatioiggther as a team?
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7) Is authority necessary to traditional learning?h@fé does the typical style of
teaching in primary schools come from? Is it aitradal style of teaching?)
Unfortunately it is an important part of traditidmearning, which | do not agree
with. It is not necessary and especially not frdhadults in the community
towards all children. Learning does not need aiitthas in terms of enforcing it
through physical punishment. Children can be guideather ways. They do not
need to be beaten. However the parents still ade & lot of learning here.

Respect as such is good, but that is not the samesaised authority.

8) How do you reflect on this style of learning as t@med under 8.? Should
education continue in that way?
The primary school system takes a bad example frame and continues in such
a way. Teachers only have their own bad experiefnoesschool, so they don’t
know any other way of teaching. So they pass oin tlven frustrations. Since
nobody knows a different style people think this.is. It is the children who
suffer. But a teacher still should do a propergbkeaching. Some only let one
child copy the teacher’s notes on the board anthalbthers copy it from the

board.

9) If not, what should be changed and what shouldapt the same?
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a. Ininformal education situations:

Group learning should be inquiry-based.

b. In schools and educational institutions:
The children should not be beaten. Smaller classeaeeded so that the
teacher can see and work with individual children by dividing them
into small groups. Education should work througksiioning and

inquiry.

10)In your opinion, what are the four pressing isSndsday’s Meru society?

e.g. role of women, water, agriculture, prosyegitspel, education....

A lack of income/finances;
Water problems;

Lack of health facilities;
Education

Role of Women
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Interview on Traditional Meru L earning and Pressing-1 ssues of Society

I nterviewees: L ukas Daudi; Radhi Dimale, farmers; cashiers

13/03/2008;

1) a) How do Meru people traditionally learn?
Usually things are learned by doing them. The chéd seen others do it and then
the father or mother would ask the children toldmgame. It would be explained
and if the child did not understand, he/she cosld a
It could be that different things are learned dédfely; so the question could be:
Which things are learned in which ways?
It always depends on what it is. Skills are usulgarned by observing them and
then repeating or at least trying.

For secret things it is important to separate gind boys.

b) What is learned by observation/imitation? — YdEsat is common.

c) What is learned as a group and what is leanaah asdividual?

If the age-group wants to do something togetheyr heuld talk about it and ask

guestions. Then they would decide and try theijgato
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d) Is questioning a traditional method of learnitigyzes, where?
Only if you have not understood something you wele. But children could not

start by themselves to ask the questions.

e) Is repetition a traditional method of learninfges, where?

Yes, especially while learning skills.

2) How is secret knowledge passed on? By whom? fesguiction before
circumcision).
By somebody close to the family but usually oldewise person. Circumcision is
a special time of instruction where the young pedgarn about life and about

being an adult.

3) How is open knowledge passed on? By whom?

First of all parents, but anybody in the society.

4) Is knowledge passed on and preserved by traditginakes?

Yes, there are lots of traditional stories, theyiarportant to us.
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5) How would you describe the style of learning?

a. Hierarchical
b. Patriarchal X

c. Egalitarian, where teacher and learner are leatioiggther as a team?

6) Is authority necessary to traditional learning?h@ié does the typical style of
teaching in primary schools come from? Is it aitradal style of teaching?)
Yes, but in a patriarchal way. The teacher carethimstudents like a parent even
outside the class room. That would be the same ié¥lee teacher does not come

from the same village.

7) How do you reflect on this style of learning as ti@med under 6? Should
education continue in that way?

That is a very good way of learning. Our schooésgood in that way.

8) If not, what should be changed and what shouldapt the same?
a. ininformal education situations
b. in schools and educational institutions

All should be kept the way it is.
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9) In your opinion, what are the four pressing issngsday’s Meru society?

e.g. role of women, water, agriculture, prosyegitspel, education....

Education
Development (personal and community)
Agriculture

Increased income

Interview on Traditional M eru L ear ning and Pressing-1ssues of Society

Interviewee: Danidl Samuel Molldl, far mer

15/4/2008

1) a) How do Meru people traditionally learn?

It could be that different things are learned dédfely; so the question could be:

Which things are learned in which ways?

Parents are observed and imitated. We say: Evtrgifes the father of all and a

mother is a mother of all. So all parents teaclelaldren. It is a matter of respect

and respect is taught.

b) What is learned by observation/imitation? Yes
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c) What is learned as a group and what is leanead asdividual?
Age-groups learn certain things together. TheyeHaaders and if someone

makes a mistake, the age group and their leadsxatdrim/her.

d) Is questioning a traditional method of learningyd$, where?

In the age-groups.

e) Is repetition a traditional method of learninfbfes, where? That is

common especially when children learn from parents.

2) How is secret knowledge passed on? By whom? fesguiction before

circumcision). During initiation one person isanarge like a manager but he

will call others to help. They are older, respegtedple.

3) How is open knowledge passed on? By whom?

Patents, aunts, uncles and grandparents.

4) Is knowledge passed on and preserved by traditginakes?

Yes.

There is also age-group dancingsord)s.
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5) How would you describe the style of learning?

a. Hierarchical
b. Patriarchal X

c. Egalitarian, where teacher and learner are leatioiggther as a team?

6) Is authority necessary to traditional learning?h@fé does the typical style of

teaching in primary schools come from? Is it aitradal style of teaching?)

Absolutely. Punishment is part of that.thdvas always been like this in schools

and is necessary.

7) How do you reflect on this style of learning as ti@med under 6? Should
education continue in that way?
It should continue. Even the uséhefstick; even though the government wants

to stop it.

8) If not, what should be changed and what shouldapt the same? No changes

needed.

a. ininformal education situations

b. in schools and educational institution
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9) In your opinion, what are the four pressing issndsday’s Meru society?

e.g. role of women, water, agriculture, prosyegitspel, education....

- water
- education
- groups for income-generating projects

- Traditional midwives are important and need toraeed.

Interview on Traditional Meru L earning and Pressing-1 ssues of Society

Interviewee: Remmy Elisaria M bise, far mer

15/04/2008;

1) a) How do Meru people traditionally learn?
It could be that different things are learned dédfely; so the question could be:
Which things are learned in which ways?
Practical skills like working in the field are irated from the parents, but also

oral instructions are given. Parents/children Idesm the same gender parent.

b) What is learned by observation/imitation?

Yes, but also through play.
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c) What is learned as a group and what is leanaah asdividual?

Age-groups work and learn in smaller groups.

d) Is questioning a traditional method of learmnbyes, where?

If correction is necessary questioning also hplaee. Parents can ask children.

e) Is repetition a traditional method of learningyék, where?

Children usually imitate what pareats doing.

2) How is secret knowledge passed on? By whom? (estyuction before
circumcision).
The person must be older and a person that hasategjhnis kind of knowledge is

passed on during initiation.

3) How is open knowledge passed on? By whom?

That is the responsibility of the parents

4) Is knowledge passed on and preserved by traditginakes?

Stories and songs are used.
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5) How would you describe the style of learning?

a. Hierarchical
b. Patriarchal X

c. Egalitarian, where teacher and learner are leatioiggther as a team

6) Is authority necessary to traditional learning?h@fé does the typical style of
teaching in primary schools come from? Is it aitradal style of teaching?)

Authority and punishment are necessary.

7) How do you reflect on this style of learning as ti@med under 6? Should
education continue in that way?
Even the Bible says that children should be digoga with a stick. Otherwise
they won't learn. It should stay the same. But neagbly two strikes should be

allowed.

8) If not, what should be changed and what shoulddp the same? | don’t think

anything needs to change.

a. ininformal education situations

b. in schools and educational institutions
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9) In your opinion, what are the four pressing issndésday’s the Meru society?

e.g. role of women, water, agriculture, prospegibgpel, education....

- education

- use of resources i.e. agriculture

- small groups for learning income-generating prgjece needed
- water

- health facilities

- kindergartens and schools are needed close talthges

Interview on Traditional Meru L earning and Pressing-1 ssues of Society

Interviewee: Yubilate Zakaria, far mer

15/04/2008;

1) a) How do Meru people traditionally le€arn
It could be that different things are learned dédfely; so the question could be:
Which things are learned in which ways?
Fathers teach sons, mothers daughter. It is dooagh observation and
supervision. Children imitate and try out but tlaso play and try out the things

the mother does e.g. cooking mud with a tin andinga& small fire.

b) What is learned by observation/imitation? Yesdlso playing.
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2)

3)

c) What is learned as a group and what is leanead asdividual?
In school they learn as a group.

Otherwise age group projects might be learningoamgisomething as a group.

d) Is questioning a traditional method of learmnbyes, where?
Only in the age group. But also as correctionldzén can also ask if they don’t

understand the purpose of something the fathersattarteach them.

e) Is repetition a traditional method of learninffes, where?
Yes, in schools but also within the family whernldten learn by imitating

parents.

How is secret knowledge passed on? By whom? festyuction before
circumcision).

It should be somebody older and resgukct

How is open knowledge passed on? By whom?

By parents but also others in the family, their ggmup.
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4)

5)

6)

7)

8)

Is knowledge passed on and preserved by traditginakes?
Yes, but also songs are used. But these tradiimngetting lost these days since

children are in school so they don’t have the time.

How would you describe the style of learning?

a. Hierarchical
b. Patriarchal X

c. Egalitarian, where teacher and learner are leatioiggther as a team?

Is authority necessary to traditional learning?h@né does the typical style of
teaching in primary schools come from? Is it aitradal style of teaching?)
Authority and respect is necessary. Children |&stter when they are afraid of

punishment. But too much is bad as well.

How do you reflect on this style of learning as ti@med under 6? Should
education continue in that way?
Education should continue as before. Punishmentldladso continue as it has

been done before; with a stick.

If not, what should be changed and what shoulddp the same? Our education

is important and nothing needs to be changed.
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a. ininformal education situations

b. in schools and educational institutions

9) In your opinion, what are the four pressing issndsday’s Meru society?

e.g. role of women, water, agriculture, prosyegitspel, education....

- groups for income-generating projects

- water

- children lacking supervision because they are arpha
- education for small children

- HIV/Aids institutions e.g. for testing and counsgsil

Interview on Traditional Meru L earning and Pressing-1 ssues of Society

Interviewee: Elly Pallangyo, Public Health Nur se

15/04/2008;

1) a) How do Meru people traditionally lear
It could be that different things are learned défely; so the question could be:
Which things are learned in which ways?
Usually practical skills are learned from parentobservation and trial. Parents

show examples and also give explanations.
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b) What is learned by observation/imitation?

From parents we learn by imitation and observation.

c) What is learned as a group and what is leanaah asdividual?
Groups of the same age-group and gender will wagkther in that way e.g.
women will get together and help each other in gaireir roofing. Then they will

also cook and eat together.

d) Is questioning a traditional method of learmnfyyes, where?

Yes, among the age-group of the same gender big {elarning from

mother/grandmother/aunt.

e) Is repetition a traditional method of learningyédf, where?

That would be common when learning from the mograridmother.
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2) How is secret knowledge passed on? By whom? (esguiction before

3)

4)

5)

6)

circumcision).

The instruction at circumcision usually comes framaunt or the grandmother,

as the family chooses but it would not be the motinéather. Respect plays a big

role here but the mother/father is too close.

How is open knowledge passed on? By whom?

By all.

Is knowledge passed on and preserved by traditginakes?

Yes, often by grandmothers or aunts. They usualehmore time.

How would you describe the style of learning?
a. Hierarchical
b. Patriarchal X Mothers usyalie closer to their children,
the fathers relationship to them is usually moreked with fear.

c. Egalitarian, where teacher and learner are leatioiggther as a team?

Is authority necessary to traditional learning?h@né does the typical style of
teaching in primary schools come from? Is it aitradal style of teaching?) No,
that would be disturbing as it makes the childrigaid. That will not help the

learning.
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7

8)

9)

How do you reflect on this style of learning as ti@red under 6? Should
education continue in that way?
It should change. This authority-style keeps th&otn from learning as they are

afraid.

If not, what should be changed and what shoulddp the same?
a. ininformal education situations
They can remain the same.
b. in schools and educational institutions

Also children could learn inquiry-based as pradiceadult learning.

In your opinion, what are the four pressing issngsday’s Meru society?

e.g. role of women, water, agricultyrmsperity gospel, education....
Income-generating projects

men/women relationships; in marriage sharing togretitso with bigger children
in decision-making

education

gender-equality
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Interview on Traditional Meru L earning and Pressing-1 ssues of Society

Interviewee: Eliafura Kitali, Public Health Nurse

15/04/2008;

1)

a) How do Meru people traditionally le@r

It could be that different things are learned défely; so the question could be:
Which things are learned in which ways?

Parents do things together with the children. Tikdr will take his son along to
herd animals, let him watch and then ask him taéatai He will ask him to do a
certain task and watch him do it. Mothers will He same with the daughters e.g.
with fetching water. But a good mother takes ches the water bucket for the

child is smaller and not too heavy.

b) What is learned by observation/imitation?

Yes, but it can also be oral instruction sometimé® father can tell the son.

c) What is learned as a group and what is leanaah asdividual?

Not much, but mainly in age-group settings. An ggadp also has a leader. That

would be practical tasks.

d) Is questioning a traditional method of learnitigizes, where? Only in an age-

group setting.
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f) Is repetition a traditional method of learningydf, where?

Yes, that is more common since questions canlonlysked within the age-

group.

2) How is secret knowledge passed on? By whom? fesguiction before
circumcision).
By the aunt or the brother of the father for th&trinction time that happens after

circumcision. But never with children.

3) How is open knowledge passed on? By whom?

Sometimes parents but often grandparents and Umgigs.

4) Is knowledge passed on and preserved by traditginakes?
Yes, by the same group of people close to the pgrbat often not the parents

themselves.

5) How would you describe the style of learning?
a. Hierarchical
b. Patriarchal X

c. Egalitarian, where teacher and learner are leatioiggther as a team?
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6) Is authority necessary to traditional learning?h@fé does the typical style of
teaching in primary schools come from? Is it aitradal style of teaching?)
No, the authoritarian style of teaching is introgldi®y the government and the
law of education but it is not traditional. Traditilly learning is part of a
relationship to parents and parent-related pedpline tribe we think that the

children belong to all so all are their parents.

7) How do you reflect on this style of learning as tiered under 6? Should
education continue in that way?
No this should change. It just introduces feartitdcen and then they cannot
learn well. Teachers should be the friends of caild Then they can build trust

and the children can learn without fear but witthis friendship.

8) If not, what should be changed and what shoulddpe the same?

a. ininformal education situations

This is working o.k.

b. in schools and educational institutions

As | have said, the teacher-student relatigmshould change.
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9) In your opinion, what are the four pressing issndsday’s Meru society?
e.g. role of women, water, agriculture, prosyegitspel, education....
- women'’s rights
- income-generating projects
- education, also focusing on adult education
- orphans e.g. due to HIV/Aids but dealing with onphian general not singling out

specific orphans.

Interview on Traditional Meru L earning and Pressing-1 ssues of Society

Interviewee: Sarikiael M bise, far mer

15/04/2008

1) a) How do Meru people traditionally learn?
It could be that different things are learned dédfely; so the question could be:
Which things are learned in which ways?
Fathers teach the boys, mothers the girls. Ploggirsmg oxen will only be

learned by boys. It is usually by conversation examples.

b) What is learned by observation/imitation?

Skills, language.

118



2)

3)

4)

c) What is learned as a group and what is leasehandividual?
There are groups working together e.g. women’sggotlihese are age groups

and they have a leader.

d) Is questioning a traditional method of learnitigyes, where?
In an age-group they would ask questions and tryioogs. They advise each

other and discuss their projects.

e) Is repetition a traditional method of learninffes, where? Yes, especially

respect is important here.

How is secret knowledge passed on? By whom? festyuction before
circumcision).

By somebody older teaching the circisadiyoung people.

How is open knowledge passed on? By whom?

By parents mainly, also though songs.

Is knowledge passed on and preserved by traditginakes?

Yes songs and story-telling together.
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5) How would you describe the style of learning?

a) Hierarchical
b) Patriarchal X
c) Egalitarian, where teacher and learner are leartioiggther as a

team?

6) Is authority necessary to traditional learning?h@né does the typical style of
teaching in primary schools come from? Is it ‘@ditional style of teaching?)
| think it came from the colonial times introdudeyl Europeans. Fear is good

with learning, that kind of discipline makes chédrlearn well.

7) How do you reflect on this style of learning as ti@med under 6? Should
education continue in that way?
That is good and needs to continue. The governatasiishing disciplining with

the stick will not work well.

8) If not, what should be changed and what shoulddp the same?
Nothing should change.
a) ininformal education situations

b) in schools and educational institutions
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9) In your opinion, what are the four pressing issuesday’s the Meru society?

e.g. role of women, water, agriculture, prosyegitspel, education....

- education
- HIV/Aids and prevention
- How to work and take care for the family i.e. inagenerating projects.

- Urbanisation: Also rural areas need services,ifesland development.

How Much Historical Knowledge Do the M eru Still Have?

1) Summary of a talk with Erikaeli Daudi about Métistory.

She had not heard of the killing of thousands ofdMaen as a response from the
colonial government to the killing of two missiores; however the killing of the

missionaries was known.

She had not heard about the Meru Land Case, althioeigfather has been forcibly

removed during the incident.

121



She believed that Meru and Maasai are related, 'avas it was pointed out to her that
Kimeru and Kimachame (Chagga) is the same langsiag@greed that maybe there is a

relationship there. It was a surprise to see halitled Wameru are.

She said that the clans still have a strong roteteaditional religion has to do with

ancestral worship. She did not know more abouittoedl religion. But she still

remembers traditional houses, which looked a laitdike Maasai houses.

2) Questioning 25 People About Their Historical \exdge

How many people know that the first two missionsiseere killed?

25

How people know that a massacre followed wheredthenial government used Chagga
Askaris to kill thousands of Meru?

1

How many know about the Meru Land Case in 19617

19

How many know that the Meru have been in this &weabout 300 years; which is
longer than their Maasai neighbours?

6
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How many knew that two clans came from the Samhdaothers joined later?

6

3) An Explanation from Elly Pallangyo

She thinks that people traditionally were and tmee@xtent still are afraid of ancestors
due to traditional religion. Therefore they willtime happy to speak about dead people
and these important events in history are not pbssdo the next generations. History
does not seem to be a taboo as such, but theffaacestors might have caused people
not to talk about history and this could have fadraehabit of talking very little about

history.
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Appendix IV

Evaluation accor ding to Rudnitsky and Posner 1%

1. Evidence of Main Effects

1) “Being aware of our own resources” means our oegources in terms of the
experience that all learners bring to the courgealso in using resources that the
learners have not realized as resources beforausiimg known resources in a more
efficient way.

Evidence of Effect:

a) The learners are applying an alternative metfi@driculture.

b) The learners are using an income-generatin@gioj

Circumstances: This is observable in the homebe§tudents, so a visit of the group as

encouragement and celebration of learning woulddseof the circumstance.

2) Being aware of the inter-dependence of protaaticthe environment and long- term
economic benefit.

Evidence of Main Effects:

a) More trees are planted; every household hasall sorsery.

b) Erosion prevention is used.

c) The fields of the participants will have treetvieen the crops.

198 Rudnitsky, Posnef ourse Design181ff.
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d) The village has a water-committee.

e) The village has land-protection content in tihglaws

f) No widow is driven off her land anymore

Circumstances: Home visits by the group and a tosiillage authorities as learning

celebrations.

3) Being aware that the Bible can be understoodshgpeaks to us and has something to
say about our pressing-issues

Evidence of Main Effects:

a) Women speak in Bible discussion in the big groyphe end of the course.
Circumstances: Towards the end of the course igriep.

b) The participants as they are active in churighrilate Bible-reading to pressing-
issues as e.g. the evangelists among them predabtlaers participate in devotions and
fellowship groups.

Circumstances: During active church-life

4) Understanding ourselves and our community asgbaine worldwide community of
brothers and sisters in Christ.

Main Effect:

a) The learners know they are not alone in thedciig situation, and will ask in the
second half of the course about Christians in sinsituations.

b) The discussion focussing on dialogue with padt@esent tradition/universal church

will include relating the situation presented te tturrent situation of the participants.
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Circumstance: Within the group discussion in therse.

5) Living our everyday life from a Kingdom-perspget care for marginalized and
environment, making the best of my own abilities.

Main Effect:

a) Changed relationships in marriage and with thikelien.

Circumstance: Feedback by the participants in difeek session

b) The village lets the poorer people in the comityumave water according to their
ability, not according to a fixed water price.

Circumstance: A visit to village authorities asedebration of learning.

c) More girls in school.

Circumstance: This should be observed after a yeaking at school statistics as the

group meets for an evaluation/refresher meeting.

2. Assessment

The course will use indicators and evaluationsetathian assessment tools. Many tools
can be learned during this course and, as mentiabede, can serve as indicators of a
successful application of the course content. Assest should be a celebration of
learning, and of experience applied and new sggdiged, thus it will be the opposite of

tests and grading-scales.
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