
®

DigitalResources SIL eBook 38

Toward Transcultural Training 
in Phonological Processes 
for Bantu Language Mother 
Tongue Translators

William Lorin Gardner



Toward Transcultural Training in 
Phonological Processes for Bantu Language 

Mother Tongue Translators 

William Lorin Gardner 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

SIL International® 
2012 



SIL e-Books 

38 

 

2012 SIL International
®

 

 

ISBN: 978-1-55671-306-4 

ISSN: 1934-2470 

 

 

 

 

 

 

Fair-Use Policy: 

Books published in the SIL e-Books (SILEB) series are intended for scholarly research and 
educational use. You may make copies of these publications for research or instructional purposes 
free of charge (within fair-use guidelines) and without further permission. Republication or 
commercial use of SILEB or the documents contained therein is expressly prohibited without the 
written consent of the copyright holder(s). 

 

 

 

 

 

 

 

Series Editor 

Mike Cahill 

 

Managing Editor 

Bonnie Brown 

 



TOWARD TRANSCULTURAL TRAINING 

IN PHONOLOGICAL PROCESSES 

FOR BANTU LANGUAGE 

MOTHER TONGUE TRANSLATORS 

By 

William Lorin Gardner 

A Dissertation Presented to the 

Faculty of the School of Intercultural Studies 

FULLER THEOLOGICAL SEMINARY 

In Partial Fulfillment of the 

Requirements for the Degree 

Doctor of Philosophy 

April 28, 2010 



ii 

ABSTRACT 

Gardner, William Lorin 

2010 ―Toward Transcultural Training in Phonological Processes for Bantu 

Language Mother Tongue Translators.‖  Fuller Theological Seminary, 

School of Intercultural Studies.  Ph.D.  300 pp. 

Hundreds of languages in Africa are still unwritten or do not yet have Biblical 

literature translated into them.  Many of these belong to the linguistically similar family 

of Bantu languages which covers most of central, eastern and southern Africa.  To help 

meet this need, translation degree programs for training Africans in linguistics have been 

developed in several countries across Africa.  However, these programs have largely been 

adapted from Western training programs.  For many African students, this formal training 

has not adequately prepared them for working in their own languages, in particular in 

analyzing and representing orthographically phonological processes, especially those 

which neutralize the distinctions between sounds.   

The purpose of this study is to develop a new model, to help improve training for 

Africans in analyzing sound systems and developing writing systems for Bantu 

languages.  The goal is to facilitate the training process and improve the quality of mother 

tongue Bible translation and literacy, particularly in Bantu languages.   

The central research issue addressed in this study is to determine how to adjust 

existing theory in order to develop new contextual approaches to intercultural training in 

phonological processes for Bantu language mother tongue translators.   

I first researched the analysis and representation of sound processes that occur in 

Bantu languages, key principles of intercultural training, their interaction and their impact 

on mother tongue Scripture programs.   
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Building upon this background research, I designed and conducted three case 

studies of translation degree programs in two Anglophone African countries, using 

several methodologies, including focus groups, archival research, participant observation 

and ethnographic interviews.   

The findings of these case studies indicate there is a need for more than just 

revising the present programs.  Instead, because of significant cultural differences in 

dominant learning styles and preferred trainer-student relationships, as well as the distinct 

needs of those who study their own languages as insiders rather than as outsiders, there 

needs to be a new contextualized translation of the training program—transcultural 

training—in order to more effectively prepare Bantu language speakers for their 

contribution to mother tongue Bible translation, literacy and Scripture use.   

 

 

Mentor: R. Daniel Shaw       343 words 
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INTRODUCTION 

―Is something wrong with Africa?‖  Although not politically correct, this question 

is often posed, whether aloud or not.  It seems that in so many domains, whether political, 

economic, medical or educational, Africa is plagued with overwhelming problems that it 

does not seem able to overcome.  Two former Peace Corps workers believe that unless 

Africa changes some of its traditions, most development programs will not succeed there 

(Kohanski and Marcucci 2007:49).  An African journalist ponders why African countries 

struggle to find good leaders (Onyango-Obbo 2007).  In Kenya, my own students confirm 

that grade twelve students celebrate their school-leaving exams by burning their books 

and notebooks, which they no longer need.  It seems that something is desperately wrong, 

but what is it?   

Although many factors contribute to these problems, not the least of which are the 

lasting effects of colonization, one major factor involves the process of translation.  I am 

not referring here to the translation of a particular book or text, such as the Bible, into 

local or national languages, which is a challenging enough task to do well.  Instead, there 

has been a failure to ―translate‖ well, into the African context(s), various Western 

political, economic, religious and educational institutions.  Whether in the case of 

democracy, capitalism (or socialism), Christianity or formal instruction, structures 

developed in Western contexts have been brought to Africa, but not always with their 

intended meanings and functions.   

There results something that looks like Western democracy, with parliaments, 

political parties and elections, but in many cases functions quite differently than the 
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intended ―representational‖ government.  Similarly, whether the official economic policy 

has been socialism or capitalism, it often primarily benefits a very small group.   

In the realm of formal education, a similar problem exists.  Many countries have 

systems based on the colonial French or British systems or the American (8-4-4) model, 

from which a relatively small percentage of students successfully graduate.  Again, many 

crucial factors are involved, including, among others, the language(s) of instruction, 

teacher training, economic challenges, war and drought.  However, based on my own 

experience and observation as well as that of others, in many cases the Western structures 

of formal education have been maintained but not always their intended functions.   

This includes formal training programs that have been established to train 

Africans for the tasks involved in mother tongue Bible translation, literacy and Scripture 

use.  Although a significant number of students have excelled academically, a greater 

number struggle, in particular with some of the more analytical subjects such as 

phonology and semantics, and quite a few students never seem to quite ―get it.‖   

The question may arise: ―Is the problem with the African students themselves, or 

with their cultures?‖  Or, instead, is the problem with how and/or what they are being 

taught?  I believe the answer to this second question is affirmative.  Many of the 

problems with these formal training programs arise primarily from issues of methodology 

and content, and this study describes how the training can be made more effective.   

In the remainder of this chapter I describe my research project, including the 

purpose and goal of the research, the central research issue and research questions, the 

delimitations of the research, definitions of key concepts, and my assumptions.  Since this 

particular study was motivated and influenced by personal experience as a missionary 

linguist in Africa, I begin with a discussion of the background for this study.   
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Background 

Vision 2025 expresses the desire of Wycliffe Bible Translators, together with 

partner organizations worldwide, ―To see a Bible translation program in progress in every 

language still needing one by the year 2025‖ (Wycliffe-USA 2006).  However, literally 

thousands of languages in the world still remain that do not yet have any of God‘s Word, 

up to 1,000 of them in Africa.  New paradigms, strategies, models and tools are essential 

in order to fulfill Vision 2025.   

I have lived and worked for fifteen years in three African countries (Congo-

Brazzaville, Mozambique and Kenya) where most peoples speak one or more Bantu 

languages1.  Thousands of years ago the speakers of the ancestral Bantu language started 

migrating from the area between Cameroon and Nigeria, toward the east and south of 

Africa.  The resulting languages have maintained a very close linguistic relationship.   

Of the over 500 Bantu languages spoken today throughout eastern, central and 

southern Africa, just under half (246) have at least part of the Bible translated into them 

(Duerksen 2006:1).  Translation programs are now in progress in many of them, but 

about fifteen million Bantu language speakers still do not yet have adequate access to 

God‘s Word in their own language (2006:1).   

I have led surveys of Bantu languages in northeast Congo-Brazzaville (in French) 

and central Mozambique (in Portuguese) and been the Survey coordinator for SIL in 

Mozambique.  In cooperation with the Ministry of Education in Mozambique, I have 

contributed to the development of orthographies and primers in several Bantu languages, 

and, as the SIL Mozambique coordinator for Linguistics and Literacy, I have assisted 

others in studying the phonologies of and developing orthographies for Bantu languages.   

I have taught university-level linguistics and translation courses in Mozambique 

(in Portuguese) and in Kenya (in English), mostly to mother tongue speakers of Bantu 

                                                 
1 Several Cushitic and Nilotic languages are also spoken in Kenya.   
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languages, and twice led the phonology and orthography components in Bantu orientation 

courses for new SIL language teams in Mozambique.   

Derek Fivaz, Roger VanOtterloo and many others believe that the close 

similarities between neighboring Bantu languages, especially in their semantic, 

grammatical and sound systems, should be leveraged to improve and accelerate Bible 

translations in other Bantu languages.  Therefore, the Bantu Initiative (BI) began with a 

symposium in Ruiru, Kenya, in February 2000, in which I participated.  Since then, I also 

assisted working groups in the development of tools for phonology and orthography.   

The motivation for the BI from the beginning until now has been the desire to 

effectively meet the overwhelming need for Bible translation that remains among the 

Bantu languages.  Through coordinated efforts and the development of new tools, 

strategies and models, mother tongue Bible translation efforts in the Bantu languages can 

be multiplied and done better, and hopefully also more quickly.   

My personal desire is to contribute to this initiative, specifically through better 

training, in order to facilitate, accelerate and improve the analysis and description of 

sound systems and the development of orthographies in Bantu languages.  In my personal 

experience and in working with others, certain kinds of phonological processes (sound 

changes within words) provide the greatest challenge for analysis, description and 

representation in the orthography (writing system).  A good orthography is also essential 

for a language program, both for the translation process to proceed and for the long-term 

effectiveness and impact of mother tongue literacy and Scripture use.   

Methods of training in Africa, especially formal training, are often not culturally 

appropriate, but instead are usually based on Western-style training programs, and thus 

are less effective than they could be.   

I first realized this in Mozambique, where I found that several students I was 

advising, for their honors bachelor‘s theses which involved phonological studies of Bantu 
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languages, were unclear about the difference between complementary distribution2, free 

variation3 and contrast4 in identical (or analogous) environments: this indicated that some 

fundamental principles about phonology had not been learned by these students, although 

they had spent over four years studying linguistics in preparation for working in Bantu 

languages.   

Therefore, in this study I have sought to research the analysis and representation 

of sound processes that occur in Bantu language, key principles of intercultural training, 

their interaction and their impact on mother tongue Scripture programs.   

Purpose 

The purpose of this study is to develop new approaches to improve training for 

analyzing sound systems and developing writing systems for Bantu languages.   

Goal 

The goal of this study is to facilitate and accelerate the training process and 

improve the quality of mother tongue Bible translation and literacy in Bantu languages.   

Significance 

This study will contribute to my own ministry, the ministry of missionary 

linguists within my own organization and also to missiology in general.  Personally, this 

research will impact my new role as the Anglophone Director for SIL-Africa Area‘s  

i-DELTA (Institute for the Development of Languages and Translation in Africa).  

                                                 
2 Distribution of two or more sounds where the context in which one sound appears is the 

complement of the context in which the other sounds appear (Odden 2005:334).   
3 A pair of pronunciations, either of which may be used (Odden 2005:334).   
4 Sounds contrast if they can form the sole difference between different words in a language 

(Odden 2005:334).   
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Contextually, this research will make a contribution to a significant paradigm shift for my 

own organization (SIL) in Africa, especially among the Bantu languages, and could also 

contribute to new strategies for Bible translation work among language groups both in 

and beyond Africa.   

Missionally, this research will contribute to significant growth in Scripture use 

and Scripture impact in African churches, with more language groups having better and 

quicker access to God‘s Word.   

Central Research Issue and Research Questions 

The central research issue to be addressed in this study is to determine how to 

adjust existing theory in order to develop new contextual approaches to intercultural 

training in phonological processes for Bantu language mother tongue translators.   

In order to research this topic, I utilized the following research questions: 

1. What phonological processes occur, in Bantu languages in particular, and how 

are they best analyzed and represented? 

2. Which key principles for intercultural training are most relevant for Scripture 

programs in Bantu languages? 

3. How does the intercultural training in phonology impact mother tongue 

Scripture programs, in African languages? 

4. What training methods and content in phonological processes are needed to 

enable more effective mother tongue translation in Bantu languages? 

Delimitations and Scope 

In this research, I focus on Bantu languages in Africa, especially eastern, southern 

and central (but not northwestern) Bantu languages.   

I am not studying all areas of linguistics, but focusing on phonology and its 

interaction with morphology and implications for orthography development.  I am also 
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not doing phonological analysis nor developing orthographies for any particular 

language, but rather, gathering data from case studies of formal training programs in 

linguistics for mother tongue speakers of African languages, in order to assist in future 

training for the study and development of written literature in yet unstudied Bantu 

languages.   

My research focuses on formal degree-level training programs for adults in two 

Anglophone countries in Africa (Kenya and Nigeria).  Therefore, I am not addressing 

nonformal or informal training, nor the training of children.  I am also not looking at 

training programs in African countries where the language of instruction is not English.   

Definitions 

I define here some key concepts that are central to answering the research 

questions in order to realize my purpose and reach my goal.  Other terms are defined in 

the glossary as needed.   

Bantu Languages 

Bantu languages are a family of approximately 500 related languages that are very 

closely related linguistically, spoken by about 240 million people in twenty-seven 

countries (Nurse and Philippson 2003:1) in central, eastern and southern Africa.  I discuss 

them more in Chapter 1, but I have included on page 8 a map showing most of the Bantu 

languages.   
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MAP 1 

 

THE BANTU LANGUAGES OF AFRICA 

(SIL 2001) 
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Morphology 

Morphology is ―the branch of linguistics that deals with words, their internal 

structure, and how they are formed‖ (Aronoff and Fudeman 2005:1-2).  A key concept 

for morphology is the morpheme, which is a ―word or a meaningful piece of a word that 

cannot be divided into smaller meaningful parts‖ (2005:239).   

Morphology is distinct from syntax, which is ―[t]he branch of linguistics that 

deals with sentence formation‖ (Aronoff and Fudeman 2005:242), and also from the 

discourse analysis of larger units such as paragraphs and texts.  Grammatical analysis, or 

grammar, generally includes morphology, syntax and discourse analysis.   

Phonology 

Phonology is ―the study of sound structure in language‖ (Odden 2005:2).  It deals 

with phonemes (the sounds which are distinctive within a particular language), sound 

systems and sound processes, including those that occur when morphemes (meaningful 

parts of words) come together.  It also includes tonology, which is the study of distinctive 

tones and tonal processes.   

Orthography Development 

This refers to the development of writing systems for languages, which includes, 

for alphabetic orthographies, symbols for all of the distinctive sounds (phonemes) as well 

as for distinctive tone and stress, along with rules for word division and punctuation.   

Mother Tongue Translators 

Mother tongue translators (MTTs) are involved in language programs in their own 

mother tongue languages, in Bible translation, literacy and/or Scripture use.   
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Intercultural Training of Adults 

By this I refer to the training of adults that takes place across cultures, that is, 

when the trainer(s) and trainee(s) are from different cultures.   

Assumptions 

I have made several assumptions that I am not testing in this research.  For 

instance, I assume that the urgency of developing a writing system and written literature 

for the hundreds of Bantu languages that are still without any of God‘s Word requires 

that new strategies be developed for studying and describing them more quickly and in 

greater numbers, and that such strategies do not have to sacrifice the quality of work, but 

may in fact enhance it.   

I assume that although a people group may be evangelized through a trade or 

national language that they understand to a certain degree (such as English, French, 

Portuguese, Arabic or Swahili), in order for them as individuals and churches to grow and 

mature as disciples, it is essential that they have access to God‘s Word in a language they 

speak and understand very well, which is usually their mother tongue.   

I assume that a translation of the Scriptures is not an adequate end in and of itself, 

but rather a means to the end of people being able to study, understand and apply God‘s 

Word to their individual and corporate lives as growing disciples.   

I also assume that my findings in the three case studies are reflective of Bantu 

speakers and African students in general.   

Overview 

This dissertation is arranged in three parts.  In the first part, on Theoretical 

Foundations, I review the most relevant theories, concepts and principles from the 
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precedent literature that are key to my research: first on linguistic foundations and Bantu 

languages in Chapter 1, and then on the intercultural training of MTTs in Chapter 2.   

In the second part, on Research and Findings, in Chapter 3, I present the research 

methodologies I used for this research, especially case study methodology, and then 

present in Chapters 4, 5 and 6, the results and findings from three case studies of training 

degree programs, followed in Chapter 7 by Cross-Case Comparisons.   

Finally in the third part, on Model Development and Implications for Training 

MTTs, I present the theoretical model I am developing in Chapter 8, followed by the 

implications of the findings for linguistics training for MTTs of Bantu languages in 

Chapter 9.  I close with conclusions and recommendations for further research.   

 



 

 

 

PART I 

 

THEORETICAL FOUNDATIONS 

In this part, I review the most relevant theories, concepts and principles from the 

precedent literature that are key to my research: first on linguistic foundations and Bantu 

languages in Chapter 1, and then on the intercultural training of MTTs in Chapter 2.   
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CHAPTER 1 

 

LINGUISTIC FOUNDATIONS AND BANTU LANGUAGES 

I begin with a brief introduction to Bantu languages, and then discuss some key 

concepts from the precedent literature regarding morphology, phonology and orthography 

development, and their interaction with Bantu languages.  Each of these topics is vast, 

with many books written on each one, so by necessity I am only considering those 

concepts most relevant for understanding, describing and representing phonological 

processes in Bantu languages, especially ones that result in neutralization of the 

distinction between phonemes.   

Bantu Languages 

Scholars generally believe that Bantu languages descended from a Niger-Congo 

language located near the Cameroon/Nigeria border about 5,000 years ago that spread 

eastward and southward over several millennia, resulting in the over 500 distinct 

language varieties today (Nurse and Philippson 2003:5).  In this section I discuss several 

key texts, Bantu language classification and the distinctive characteristics of Bantu 

languages.   

Key Texts on Bantu Languages 

Among the many resources available on Bantu languages, I have found three to be 

most helpful overall for this present research: Nurse and Philippson (2003), Hombert and 

Hyman (1999) and Maho (1999).   
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Nurse and Phillipson (2003) provides an excellent description of Bantu languages 

in two parts: (1) a comparative overview of linguistic characteristics shared by Bantu 

languages, including their sounds and sound systems, tone, tense, aspect, morphology, 

syntax and other topics; and (2) more in-depth descriptions of various Bantu subgroups 

and/or individual Bantu languages.  Although this resource is primarily comparative and 

descriptive, it provides a great amount of data that can be used in the development and 

testing of more theoretical perspectives.   

Hombert and Hyman (1999), as its sub-title (Theoretical and Empirical 

Perspectives) indicates, both provides description and deals with some theoretical issues 

relating to Bantu languages.  In particular, the second and third sections deal with several 

phonological and morphological issues regarding Bantu languages, including: vowel 

harmony1, vowel systems, Katupha‘s Law (of de-aspiration), and tense and aspect.   

In the preface, the editors note that there has been much ―historical and 

comparative work on Bantu languages‖ (Hombert and Hyman 1999:vii), but not so much 

theoretical work.  This has begun to change, for example in Autosegmental Phonology‘s 

analysis of tonal processes and ATR2 harmony in Bantu languages, but there still remains 

much to be done.   

Maho (1999) is a primarily ―typological study of Bantu noun class (grammatical 

gender) systems‖ (1999:iii).  As such, it is primarily descriptive and comparative, but a 

rich source of language data, particularly regarding noun and noun phrase morphology.   

                                                 
1 Vowel harmony is a phonological process by which one vowel in a word exerts an influence 

(such as rounding or raising) on other vowels (Aronoff and Fudeman 2005:243).   
2 Advanced Tongue Root (ATR) is a feature characterizing phonemes which are produced by 

pushing the tongue root forward and often the tongue body upward, so that the resonating chamber of the 

pharynx is enlarged (Don et al. 1996).   
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Bantu Language Classification 

Although several people have been associated with classifying Bantu languages, 

including more recently Christopher Ehret (1999) and Derek Nurse and Gérard 

Philippson (2003).  Malcolm Guthrie‘s (1948, 1971) system for referring to Bantu 

languages has stood the test of time and remains the standard.   

M. Guthrie labeled Bantu languages zones by beginning with A in the upper 

Northwest, at the Nigeria/Cameroon border, and heading east to Tanzania, up to G.  Then 

he started over in the west, on the border of Congo and Angola. and headed east toward 

northern Mozambique, labeling zones H, K, M, N, and P.  Once more, he started in the 

west, near the border of Angola and Namibia, and headed toward southeastern Africa, 

labeling zones R and S (Maho 1999:27).  Later, Meeussen created Group J, the 

Interlacustrine languages, out of the eastern part of D and western part of E (Bastin 

2003:502), because of their many shared characteristics.   

Each of these fifteen zones is further divided into sub-zones of language groups, 

indicated by tens, for example S10 (Shona), S20 (Venda) and S30 (Sotho-Tswana).  The 

second digit subdivides the language groups into separate languages, for example, for the 

Ngundi (C10) group: C11 (Ngondi), C14 (Bomitaba), and C16 (Lobala).  Finally, some 

of the languages have distinct dialects indicated by letters, such as for Swahili: G42a, 

G42b and G42c.   

Distinctive Characteristics of Bantu Languages 

As diverse as modern Bantu languages are, they are marked by several distinctive 

characteristics, especially: (1) agglutinative3 morphology, both verbal and nominal; (2) a 

highly developed noun class system, with prefixes indicating concord in the noun phrase 

                                                 
3 In agglutinative languages, most words are composed of two or more clearly identifiable 

morphemes.   
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and subject (and usually object) agreement4 on the verb; (3) symmetrical vowel systems, 

with five or seven vowels (or occasionally nine); (4) two sets of oral stops (usually 

voiceless and voiced or aspirated and unaspirated), and nasal stops plus pre-nasalized 

voiced (and often voiceless) stops, all usually at four distinct points of articulation; and 

(5) almost always having only open syllables5.   

In the following sections, I discuss these characteristics and other key concepts 

relevant to the analysis and representation of phonological processes in Bantu languages.  

Many of the greatest challenges, both in phonological analysis and in orthographic 

representation, arise in situations where the distinction between two phonemes in a 

particular language is ―neutralized‖ in certain contexts.  Therefore, I focus primarily on 

phonological processes which result in such neutralization.   

Morphology 

Morphology is the study of how words are formed from meaningful units that are 

called morphemes.  Since in Bantu languages most words include two or more 

morphemes, morphology is an essential linguistic domain to consider when analyzing and 

describing Bantu languages.   

Basic Morphological Concepts 

In this section, I discuss some key morphological concepts, including: morphemes 

and allomorphs, roots and affixes, nominal morphology, verbal morphology, and clitics6.   

                                                 
4 Agreement is the process by which one lexical category is inflected to express the properties of 

another, such as a verb bearing person and number morphology that reflect those of the subject (Aronoff 

and Fudeman 2005:234).   
5 An open syllable ends in a vowel.   
6 A clitic is a morpheme that behaves syntactically as a word, but, unlike a word, it cannot stand 

alone phonologically (Aronoff and Fudeman 2005:235).   



17 

 

Morphemes and Allomorphs 

Morphemes can have different shapes, called allomorphs, which are usually 

related phonologically.  In most Bantu languages, the prefix indicating ‗single human‘ 

has two forms: /mu-/ (before consonant-initial roots) and /m
w
-/ (before vowel-initial 

roots).  In English, Plural number (on nouns) and Past tense (on verbs) may be indicated 

by a vowel change (umlaut).  A morpheme may also have allomorphs that are not related 

phonologically, such as plural suffixes in English: the regular (most common) /-()z/ and 

the less common /-en/ in ‗oxen‘ and /-a/ in ‗curricula.‘  Exceptionally, suppletion may 

occur, in which a morpheme is replaced by a totally different form, as with ‗go‘ and 

‗went‘ in English.   

Roots and Affixes 

Morphemes are divided up into two major groups: roots and affixes.  Affixes 

(including prefixes, suffixes and infixes) are bound—only appearing attached to roots—

while roots may be bound or unbound—appearing by themselves—depending on the 

language.  In Bantu languages, most noun roots must have a prefix (to indicate singular 

or plural), while verb roots usually have one or more prefixes (except for imperatives7), 

and must always have a final vowel suffix (typically /-a/).  In addition, a language usually 

has many more roots, especially for nouns and verbs, than affixes.   

Bantu languages are agglutinative, with most words having two or more 

morphemes, such as /a-na-tak-a/ ‗he wants‘ in Swahili, where the root /tak-/ ‗want‘ has 

two prefixes (/a-/ ‗he‘ and /na-/ for Present tense) and one suffix (/-a/ for Indicative8).   

                                                 
7 Imperative verb mood expresses a command (Booij 2007:314).   
8 Indicative is a verb mood for expressing statements (Booij 2007:315).   
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Nominal Morphology 

For understanding nouns and their modifiers in Bantu languages, key concepts to 

address are noun classes, noun phrases and modifiers, and concord.   

Noun Classes 

Bantu languages are like ―most languages of the Niger-Congo family … having a 

complex gender, or noun class, system…. genders are agreement classes of nouns and 

pronouns, and a language has as many genders as the agreement system of the language 

distinguishes‖ (Aronoff and Fudeman 2005:56).  While many Indo-European languages 

have two or three genders for nouns, in languages that have more than a three-way 

distinction, such as Bantu languages do, the term noun class is preferred over gender.9   

Noun classes play an essential role in Bantu languages, both for concord (see 

below) within the noun phrase (also see below) and for subject (and object) agreement 

indicated on the verb.  In general, each Bantu noun is (somewhat arbitrarily) assigned to a 

noun class (usually having some semantic cohesion), which then determines the set of 

prefixes used for singular and plural.  For example, in Swahili, the noun root /ti/ ‗tree‘ 

takes the prefix /m-/ for singular and /mi-/ for plural.   

Typically the paired noun classes in Bantu languages include: 1/2 (human),  

3/4 (natural phenomena like plants and animals), 5/6 (paired things, collective nouns, 

liquids), 7/8 (body parts, tools, animals and insects, language names, and augmentatives), 

9/10 (mostly animals), 11/10 (long thin items), 12/13 (mostly diminutives), 14/6 (abstract 

nouns), and 15 (infinitives and a few body parts) (Katamba 2003:115-116; Maho 

                                                 
9 Traditional Bantu language noun classes are separate for single and plural which are then paired 

together in genders (such as 1/2 and 3/4), but this is an historical anomaly.  These genders are actually noun 

classes in the sense used above.   
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1999:51).  The addition of prefixes for classes 16 (‗near‘), 17 (‗general‘) and 18 (‗inside‘) 

can form locative10 nouns, as in Cewa (N31) (Schadeberg 2003a:82):  

pa-phiri  ku-mudzi  mu-mphika 

C16-mountain  C17-village  C18-cooking.pot 

‗on the mountain‘ ‗at the village‘  ‗in the cooking pot‘ 

Appendix A, which includes the noun prefixes for seven Bantu languages (Zulu, 

Ganda, Zezuru, Cewa, Lingala, Sotho and Swahili), demonstrates how similar the noun 

prefixes generally are for Bantu languages.   

Noun Phrases and Modifiers 

Nouns in Bantu languages may optionally be followed by one or more modifiers, 

including Possessives, Numerals, (several kinds of) Adjectives, Determiners or 

Quantifiers.  Noun modifiers generally follow the noun in a fixed order, like Noun-

Possessive-Numeral-Adjective(age)-Adjective(color)-Adjective(height)-Determiner, as in 

this elicited sentence from the Luhya language Olunyole (EJ33) (W. Gardner 2006:2):  

     (1)   a-ma-ɸumo    k(a)-andʒe  ka-βili  a-ma-χulu    a-ma-χaɲu   a-ma-rambi    ka-la 
AV-C6-spear  C6-my      C6-two   AV-C6-old   AV-C6-red   AV-C6-tall   C6-that 

‗Those two old tall red spears of mine‘ 

Concord 

Concord refers to agreement within noun phrases.  In Bantu languages, ―[t]he 

head noun takes a prefix marking its class and other words in construction with it take an 

appropriate matching prefix‖ (Katamba 2003:111).  The prefixes for the modifiers are 

usually very similar to the noun prefix.  The example above from Olunyole demonstrates 

this, as all the prefixes on the noun modifiers have the form /ma-/ or /k(a)-/.   

                                                 
10 Locative prefixes may directly precede the stem or precede another noun prefix.  Locative 

nouns indicate location, and ―behave syntactically much like ordinary nouns, not as prepositional phrases.  

They control agreement within the nominal phrase as well as on the verb‖ (Schadeberg 2003a:82).   
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Appendix B includes for the Shona language Ndau (S15) three sets of prefixes, 

that are used for: (1) nouns and adjectives; (2) numerals; and (3) quantifiers.   

Verbal Morphology 

Verbs in Bantu languages are agglutinative and typically have the following 

general structure11 , which is a synthesis from Güldemann (2003:184), Nurse and 

Philippson (2003:90) and Schadeberg (2003b:151):  

(Initial-)SAM-NEG-TA1-TA2-OAM-ROOT-Extension-FV(-Suffix) 

Thus, the verb root may have several prefixes marking subject (and/or object) 

agreement, negative, or tense/aspect (see below); an extension suffix (discussed below); 

and an obligatory final vowel (usually either /-a/ or /-e/).   

Agreement 

Agreement ―is a quite intuitive notion that is nonetheless surprisingly difficult to 

delimit with precision‖ (Anderson 1992:103).  Basically, the form of the verb can vary 

depending on the subject and perhaps one or two objects.  Corbett (2001:193) says, 

―There are three indisputable agreement features[:] gender, number and person.‖   

In Bantu languages, subject and (usually) object agreement are shown on the verb 

by prefixes, with subject agreement markers generally coming before any tense/aspect 

prefixes and object agreement markers coming immediately before the verb root, as 

shown in the above formula.  When the subject or object is third person, the prefix 

usually has a form that is the same as, or similar to, the corresponding noun class prefix, 

thus agreeing in gender and number.   

                                                 
11 Clitics may also attach to the beginning or the end of a verb in Bantu languages.   
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Tense, Aspect and Mood 

Tense refers to the time when an action occurs.  Bantu languages usually have one 

Present tense, one or more Past tenses and one or more Future tenses.   

―Aspects are different representations of the time with [an] event‖ (Nurse and 

Philippson 2003:94): they describe how an action occurs or is perceived.  Several aspects 

are common for Bantu languages, including: Imperfective12, Perfective13, Anterior14, 

Progressive15, Habitual16, and Persistive17 (2003:96).   

Different moods, such as Indicative, Imperative and Subjunctive18, ―express a 

speaker‘s degree of commitment to [an] expressed proposition‘s believability, 

obligatoriness, desirability, or reality‖ (Aronoff and Fudeman 2005:239).   

In Bantu languages, one or two prefixes generally indicate the tense and aspect, 

while the mood and some aspects can be indicated by suffixes.  The final vowel (FV) /-a/ 

usually indicates indicative mood, while the FV /-e/ generally indicates subjunctive (or 

irrealis19) mood.   

Valency and Extensions 

Valency refers to the number of core nominal arguments related to a verb, 

including subject, (direct) object and indirect object.  Common valence changing 

processes include passive20, causative21, reflexive and applicative (which can indicate 

                                                 
12 Imperfective aspect expresses the situation as ongoing (Booij 2007:314).   
13 Perfective aspect presents an action as completed (Booij 2007:319).   
14 Anterior aspect refers to an earlier action which produced a state which either lives on or its 

consequences or relevance live on (Nurse and Philippson 2003:96).   
15 Progressive aspect expresses the ongoing nature of an event (Booij 2007:320).   
16 Habitual aspect indicates that an action occurs over a period of time.   
17 Persistive aspect denotes an activity that started in the past and is still ongoing at the time of the 

reference (Nurse and Philippson 2003:99).   
18 Subjunctive is a verb form that expresses subordination, unreality or desire (Booij 2007:322).   
19 Irrealis refers to a non-indicative mood, typically subjunctive.   
20 In passive voice, the agent role is not linked to the grammatical subject (Booij 2007:319).   
21 A verb with an agent that causes an event to happen as a subject argument (Booij 2007:309).   
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benefactive22, instrumental23 or locative).  Bantu languages usually have a large set of 

suffixes called extensions that change the valence and/or meaning of the verb.  For 

example, in Mituku (D13) (Schadeberg 2003a:73), the causative extension /-is/ changes 

the infinitive ‗boil‘ from intransitive to transitive:  

(2) kʊ-súm-a   kʊ-súm-ís-a 

 INF-boil-FV   INF-boil-CAUS-FV 

 ‗to boil (intrans.)‘  ‗to boil (trans.)‘ 

Clitics 

―Clitics are phonologically bound morphemes that attach to whole words‖ 

(Schadeberg 2003b:152).  Clitics appear to fall somewhere between full words and 

affixes.  They are ―[m]orphemes that behave syntactically as words, but unlike words, 

cannot stand alone phonologically and must be incorporated into the prosodic structure of 

an adjacent word‖ (Aronoff and Fudeman 2005:236).   

Simple clitics are phonologically reduced forms, typically function words, that 

usually ―lack stress and are pronounced as a single unit with the preceding [or following] 

word‖ (Halpern 2001:102).  Simple clitics are common in Bantu languages, including 

associate and comparative particles that attach to nouns and locative substitutes that 

attach to verbs (Schadeberg 2003b:152).   

For example, in the Shona prepositional phrase /né=va-na  vósé  a-va/ ‗with all 

these children‘, the associative marker /né=/ ‗with‘ is a clitic that is pronounced 

phonologically with the first word (/va-na/) in the noun phrase (Myers 1987:84).   

                                                 
22 A beneficiary is the person on behalf of whom action is carried out (Spencer 1991:190).   
23 Instrumental case expresses means (Aronoff and Fudeman 2005:238).   



23 

 

Bantu Languages and Morphological Theory 

Bantu languages are rich morphologically, as demonstrated in their well-

developed noun class systems and the associated concord in noun phrases and agreement 

shown on verbs.  Despite this, it appears there has been relatively little interaction 

between the study of Bantu languages and formal morphological theory, Mchombo 

(1993) being an exception.  This is primarily for two reasons: (1) most work in Bantu 

languages has been descriptive and comparative, and (2) morphology‘s relatively recent 

renaissance as a distinct domain within modern grammatical theory.   

One general exception is the interface between morphology and phonology, 

where both Lexical Phonology and Autosegmental Phonology are significant for Bantu 

languages (discussed subsequently).  Another is clitics, ―the meeting point of 

morphology, syntax and phonology‖ (Spencer 1991:350), ―which makes cliticization a 

challenging area of research‖ (1991:384).  For example, ―some claim … the prefix 

system of Bantu is actually a type of clitic cluster affixed to the verb‖ (1991:458).   

With significantly more Bantu data becoming more accessible, I foresee 

increasing interaction between Bantu languages and morphological theory.   

Phonology 

In this section, I begin with some basic concepts of phonology that are most 

relevant for understanding phonological processes in Bantu languages.  Then I discuss 

phonological models that are particularly insightful for Bantu languages.   

Basic Phonological Concepts 

Several basic phonological concepts are key for understanding phonological 

processes in Bantu languages.  These include phonemes and allophones, vowels, 

consonants, glides and tone.   
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Phonemes and Allophones 

Although different theories have varying definitions, phonemes are basically 

abstract forms for the distinctive sounds within a particular language, while allophones 

are the various phonetic realizations that particular phonemes may have in a language.   

Phonotactic discovery procedures can help identify, within a particular language, 

the differing relationships between sounds, such as Complementary Distribution, 

Contrast (in Identical or Analogous Environment) or Free Variation, which can be useful 

for initial phonological analysis, in identifying phonemes and their allophones.   

These procedures are best applied by comparing root-only words from the same 

grammatical category (such as nouns or verbs).  Although few nouns and verbs in Bantu 

languages have just one morpheme, these procedures can still be used effectively by 

using nouns with just a class prefix attached or for verbs, the single imperative form, with 

just the FV suffix (usually /-a/).   

Vowels and Vowel Systems 

―Vowels are distinguished from consonants primarily by a less radical degree of 

constriction imposed by the lips and tongue on the flow of air through the mouth‖ 

(Kenstowicz 1994:17).  Usually the nucleus (peak) of a syllable is a vowel.   

Almost all Bantu languages have symmetrical vowel systems with seven or five 

(short) vowels.  In addition, for each of the short vowels, many Bantu languages may also 

have a phonemically distinct long vowel.   

Vowel Height 

Besides the low vowel /a/, Bantu languages generally have the same number (two 

or three, or sometimes four) of front unrounded as back rounded vowels (and no front 

rounded or non-low back unrounded).  They all have two high vowels (/i/ and /u/) and 
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two mid vowels (usually /ɛ/ and /ɔ/), as in present-day Swahili (Hyman 2003:45).  They 

may also have two more high vowels (/ɪ/ and /ʊ/) and/or two more mid vowels (/e/ and 

/o/), as in Budu D35: /i ɪ e ɛ u ʊ o ɔ a/ (Kutsch Lojenga 2003:452).   

Thus, all Bantu languages have high, mid and low vowels.  In addition, there may 

be a distinction between two sets of high vowels (/i u/ and /ɪ ʊ/) and/or two sets of mid 

vowels (/e o/ and /ɛ ɔ/).  This distinction is generally described and represented as close 

versus open, although commonly in African languages it is really +ATR versus –ATR.   

Vowel Length 

Many Bantu languages, especially in the Forest24 and Interlacustrine25 zones, 

have an underlying contrast between long and short vowels (Hyman 2003:43), where 

long vowels have a measurably longer duration than the corresponding short vowels.   

Long vowels can also arise from several processes, including: (1) two vowels 

coming together at a morpheme juncture; (2) compensatory lengthening26 after glide 

formation or before a prenasalized consonant; and (3) predictable penultimate stress 

(common in many southern and eastern Bantu languages (Hyman 2003:48).  The first two 

of these processes generally are phonological processes (addressed below), while the 

final one is phonetic (post-lexical27).   

                                                 
24 Forest Bantu languages include Zones B, C and D (Grégoire 2003:350).   
25 ―The Interlacustrine zone lies at the source of the White Nile and includes many of the 

languages classified in Zones D and E by [M.] Guthrie, combined as Zone J by Meeussen‖ (Bastin 

2003:502).   
26 Compensatory lengthening is the lengthening of a segment caused by the deletion or 

desyllabification of an adjacent segment (Odden 2005:334).   
27 In Lexical Phonology, post-lexical processes (which may be allophonic or phrasal) occur after 

other phonological processes involved in word formation.   
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Consonants 

The consonant inventory of a typical modern Bantu language includes: 

obstruents28 (stops, fricatives and affricates), nasals and prenasalized obstruents.  All 

Bantu languages have (oral) voiceless obstruents, but not all have voiced obstruents.  In 

contrast, voiced prenasalized obstruents are more common than their voiceless 

counterparts.   

Most Bantu languages have either /r/ or /l/, and sometimes both, as in Swahili.  

Often there are dialectal variations distinguishing language varieties, for example /r/ in 

Karanga S14 versus /l/ in Kalanga S16, two Shona languages.  More commonly, [l] and 

[r] are allophones of one phoneme /l/, with [r] appearing next to front vowels (/i e/) and 

[l] elsewhere, as in Nyanja-Cewa N31 and many of the Interlacustrine zone (J) languages 

(Bastin 2003:509).   

Implosives (labial /ɓ/ and dental/alveolar /ɗ/) are not uncommon, especially in 

some southern Bantu languages.  As noted below, the distinction between implosives and 

plosives may be neutralized by prenasalization (such as the Class 9/10 prefix).   

There are also several common modifications to consonants, such as 

palatalization, labialization or velarization following glide formation, and aspiration 

and/or breathy (or murmured) voice from prenasalizing voiceless stops.  Most of these 

modifications arise from phonological processes, so are addressed more below.   

Glides 

A glide is a ―vowel-like consonant produced with minimal constriction‖ (Odden 

2005:334).  In Bantu languages, two common glides—palatal /y/29 and labiovelar /w/30— 

                                                 
28 An obstruent is a consonant articulated with a high degree of obstruction (a stop, fricative or 

affricate) (Booij 2007:318).   
29 As is usually done in describing most African languages, in this paper the palatal glide will be 

represented by the symbol /y/ rather than the IPA /j/.   
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are similar to the high vowels /i/ and /u/ but have a shorter duration.  As discussed below, 

they can arise when a high vowel comes before another vowel.   

Tone 

Tone is an important distinct topic for Bantu languages.  In tonal systems, ―[t]one 

serves a function like that of consonants and vowels,‖ in contrast to intonation systems, 

where ―the pitches are related to the whole phrase or sentence‖ (Smalley 1963a:89).  

Almost all Bantu languages are tonal and generally have (underlyingly) two distinctive 

tones: High and Low (Kisseberth and Odden 2003:59)31.   

Underlying tone can be significant lexically, to distinguish words/morphemes, for 

example the nouns /ndòngá/ ‗tin‘ versus /ndóngá/ ‗stick‘ in Copi S61 (Gowlett 2003:618) 

and the pronouns /wè/ ‗you‘ versus /wé/ ‗he/she‘ in Gikuyu E51.  It can also be important 

grammatically, for example to distinguish past tenses (as in Mwani G403 (Floor 2009)), 

relative clauses, or moods, such as yes/no questions (in Gikuyu).   

In addition to underlying High and Low tones, Bantu languages may have various 

other surface realizations, especially Rising and Falling.  These generally result from two 

tones coming together, following the elision of a vowel32.  In addition, there are other 

common tone phonological processes, including (High) tone spreading (or shifting), 

downstep (common) and upstep (less so).   

                                                                                                                                                 
30 Some southern Bantu languages (such as Nyanja N30) also have the less common labiodental 

glide /ʋ/.   
31 ―A few languages (Swahili, Tumbuka, Pogolo and others) are non-tonal‖ (Kisseberth and 

Odden 2003:59).  Sena N44 also appears to not have distinctive tone.   
32 The elision of a vowel might also create a floating high tone, which is discussed later under 

Autosegmental Phonology.   
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Bantu Languages and Phonological Models 

Several phonological theories or models are particularly helpful for understanding 

and describing phonological processes in Bantu languages, including Phonemics, 

Generative Phonology and two theories which build upon it: Lexical Phonology and 

Autosegmental Phonology.   

Phonemics 

Structuralist phonological theories, such as Pike‘s (1947) Phonemics, have been 

surpassed by the superior explanatory power of Generative Phonology and subsequent 

theories.  However, in three areas Phonemics made a significant contribution to analyzing 

and representing the sound systems of languages.  First, as the sub-title of Pike (1947)—A 

Technique for Reducing Languages to Writing—makes explicit, there is a strong 

connection between phonological analysis and orthography development.  This link is 

key in order for African students to understand the context for studying phonology: ―Why 

(in the world!) are we studying this very challenging discipline?‖  Second, the phonemic 

principle (one symbol for each distinct sound: discussed later), although it has its 

limitations, is an important concept in orthography development.   

Third, Phonemics provided a useful methodology of practical systematic steps for 

organizing data, in order to identify suspicious pairs33 and look for complementary 

distribution or contrast in identical (or analogous) environments (or less often, free 

variation).  These phonotactic discovery procedures, for identifying which sounds occur 

in which positions and near which sounds, provide a good starting point for (at least 

initially) positing phonemes and allophones within a particular language.  In my 

experience in Africa, students who have studied phonology but have not had a foundation 

                                                 
33 Suspicious pairs are phonetically similar sounds (Pike 1947:251) which may be allophones of 

the same phoneme.   
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in phonotactic procedures often do not really understand allophonic variation, nor the 

difference between complementary distribution, contrast and free variation.   

Challenges arise for the theory of Phonemics when the distinction between 

phonemes is neutralized in some environments.  For example, in many Bantu languages, 

the sound [
n
d] may arise from a class 9/10 prefix (usually /

N
-/ for both singular and 

plural) coming before a noun root beginning with an alveolar consonant /d/, /l/, /ɾ/, /ɗ/ or 

even /t/.  Phonemics called these sound changes morphophonemic, because they occur 

when morphemes come together.  The term morphophonemic continues to be widely 

used in two domains relevant for this study—orthography development and Bantu 

languages—as a perusal of Kutsch Lojenga (1996a), L. Schroeder (2008) and Nurse and 

Philippson (2003) confirms.   

Generative Phonology 

Chomsky and Halle (1968) introduced Generative Phonology which subsequently 

has been developed by many others.  It built upon the proposal by Roman Jakobson that 

―phonological segments can be analyzed into complexes of distinctive features that cross-

classify the entire inventory of possible speech sounds into a densely packed network‖ 

(Kenstowicz 1994:19).  These distinctive features have proven extremely useful for 

describing ―natural phonology classes‖ and phonological processes, such as nasal 

assimilation to the point of articulation of a following obstruent or voicing of an obstruent 

after a nasal, which both commonly occur in Bantu languages.   

Generative Phonology proved to be superior to Phonemics, for several reasons, 

including the ability to capture generalizations and describe phonological processes and 

natural classes through the use of distinctive features.  Generative Phonology also did not 

have a problem with a phonological process neutralizing the distinction between two 

phonemes.  In the case of the neutralization in Bantu languages, using another class 
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prefix can often clarify the underlying phoneme.  For example, Shona (S10) has these 

pairs of words (W. Gardner 2001):  

 
n
-diki  ma-ɗiki (6)  

n
-defu  ma-ɾefu 

C9-small C6-small  C9-tall  C6-tall 

‗small‘ (SG) ‗small‘ (PL)  ‗tall‘ (SG) ‗tall‘ (PL) 

 

34-gore ma-kore  -ga
n
daᵑga ma-ga

n
daŋga 

C5-cloud C6-cloud  C5-cloud C6-robber 

‗cloud‘  ‗clouds‘  ‗robber‘ ‗robbers‘ 

When agreeing with a Class 9/10 noun, both ‗small‘ and ‗tall‘ begin with [
n
d], but 

following the Class 6 plural prefix, the root for ‗small‘ begins with [ɗ] while the root for 

‗tall‘ starts with an [ɾ].  Similarly, the singular forms for both ‗cloud‘ and ‗robber‘ begin 

with [g], but their roots following the Class 6 plural prefix begin with [k] and [g] 

respectively.   

According to Phonemics, this would require the phonemes /ɗ/ and /ɾ/ following 

prenasalization to have the same allophone [d] and the phonemes /k/ and /g/ word-

initially to have the same allophone [g], which would not be allowed.  In contrast, 

Generative Phonology both allows and can explain the neutralization of the distinction 

between the phonemes /ɗ/ and /ɾ/ following the C9 prefix /
N
-/, and also between /k/ and 

/g/ following the C5 prefix.  In the latter case, assimilation to the voiced C5 prefix 

changes the /k/ to [g], while assimilation to the non-continuant and plosive features of the 

C9 prefix changes both /ɗ/ and /ɾ/ to [d].   

I now turn to some more recent branches of Generative Phonology, especially 

those that provide insights into the phonology of Bantu languages, in particular, Lexical 

Phonology, Autosegmental Phonology and some theories dealing with syllable structure.   

                                                 
34 The C5 agreement prefix /ri-/does not appear overtly on nouns.  However, it does make its 

presence felt by voicing and/or hardening the first consonant on the noun stem (Gardner 2001).   
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Lexical Phonology 

Kiparsky (1982, 1985) and Mohanan (1982, 1986) developed Lexical Phonology, 

building on Pesetsky (1979) as well as Siegel (1979) and Allen‘s (1978) work (Spencer 

1991:79-81).  Kenstowicz describes Lexical Phonology as ―the received generative 

interpretation of the relation between phonology and morphology‖ (1994:195).   

Lexical Phonology is particularly useful for explaining why some phonological 

processes occur only at certain morpheme junctures, while other processes (allophonic 

and phrasal) may occur over the whole word.  Lexical Phonology proposed an 

intermediate level, called the lexical level, coming between the underlying (phonological) 

level and the surface realization (phonetic) level.  Certain processes are ―lexical‖ and may 

occur at various stages of word formation, while post-lexical processes happen only after 

word formation.   

Lexical Phonology helps to explain why phonological processes like Vowel 

Height Harmony (discussed below) occur in Bantu languages only with extension 

suffixes, and also why vowel hiatus may have two or more results within the same 

language, depending on what stage in word formation the hiatus occurs.  For example, 

Goldsmith (1990:46,241-243) shows how in Rundi (DJ60) there can be three distinct 

results when two vowels come together, depending on whether the juncture occurs 

between: (1) a root and a suffix (two different vowels merge into a long vowel, as in  

/a + i/  /e:/ and /a + u/  /o:/), (2) a prefix and a stem (the first vowel deletes while the 

second becomes long, as in /a + i/  /i:/, rather than /e:/ as above), or (3) two words (the 

first vowel deletes but the second remains short, as in /e + a/  /a/).   

Thus, in Rundi, when two vowels (the first one not being high) come together in 

word formation, either vowel fusion or vowel deletion can occur, and the resulting vowel 

may be lengthened.  Lexical Phonology explains these different results by the existence 

in Rundi of (at least) two distinct lexical levels plus a post-lexical level.  Suffixation 
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occurs at one lexical level, where vowel fusion produces a long vowel, while prefixation 

occurs at a different lexical level, where vowel deletion results in a long vowel.  In 

contrast, at the juncture of two words two vowels come together post-lexically, where 

vowel deletion but not lengthening occurs.  These three distinct results within Rundi give 

evidence for Lexical Phonology‘s claim of distinct lexical levels as well as a post-lexical 

level (for phrase level phonology) (Goldsmith 1990:243).   

Autosegmental Phonology 

Tonal processes like spread and shift may take place across the domain of a stem 

or word, rather than at a segmental level.  Such phenomena often act independently of 

vowels and consonants.  For example, when a vowel is deleted (or becomes non-

syllabic), its tone may remain and become attached to another vowel (or even a syllabic 

consonant).  If that vowel already has a different tone, then a contour tone may result: 

Rising (Low-High) or Falling (High-Low).   

Goldsmith (1979, 1990) developed Autosegmental Phonology: ―to make the odd 

behavior of tonal systems seem natural through the perspective of autosegmental 

representation…. this taming will eventually be transferred to thorny problems in more 

familiar territory‖ like ―vowel length and geminate consonants‖ (1990:5).  Goldsmith 

proposed the existence of multiple tiers, including the segmental and tonal, which are 

mapped together by association lines.  While typically each vowel is associated with one 

tone, other mappings may also occur35, including one vowel to two tones or no tone, or 

one tone to two vowels or even no vowel36.   

Floating tones (often High) are tones that are not associated with any vowel (or 

consonant) on the segmental tier.  A floating tone might not be realized on a morpheme 

                                                 
35 As long as none of the association lines cross.   
36 A tone may also be associated with a nasal or less commonly with an oral consonant.   
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in isolation, but can become associated with a vowel in an adjacent morpheme.  The 

concept of a floating high tone can help to explain the Meeussen Determinant, a 

phenomenon which occurs in some Bantu languages, where a High tone is realized on the 

vowel before the morpheme with which it would otherwise be associated, as in this 

example from Tonga M64 (Carter 1973:44-45)37:  

iku-lang-a  iku-mu-lang-a   ikú-mu-lang-a 

INF-look-FV  INF-3SG-look-FV  INF-2PL-look-FV 

‗to look at‘  ‗to look at him‘  to look at you(pl)‘ 

The morphemes for ‗him‘ and ‗you(pl)‘ are both /mu-/, but the morpheme indicating 

‗you(pl)‘ also changes the tone of /u/ in the infinitive prefix /iku-/ to High tone.   

In Autosegmental Phonology, the difference for the distinct surface realizations 

can be explained by different underlying forms for the two object (agreement) markers38: 

mu      mu 

    | ‗him‘  versus       | ‗you(pl)‘ 

   L               H   L 

In both cases, there is a Low tone associated with the vowel in /mu-/, but in addition, the 

morpheme for ‗you(pl)‘ has an unassociated (floating) High tone coming before the Low.  

When this morpheme for ‗you(pl)‘ follows the Infinitive morpheme /iku-/, the floating 

High tone becomes associated39 with the /u/ in /iku-/: 

iku-mu-lang-a    iku-mu-lang-a 

          |         |     |   ‗to look at you(pl)‘ 

    H   L       H    L 

The default tone is Low40 in Tonga, so by a (late) default rule all vowels which remain 

unassociated receive Low tone, resulting in [ìkúmàlà
ŋ
gà] for ‗to look at you(pl).‘   

                                                 
37 A grave accent indicates Low tone, while an acute accent is used for High tone.  Where it does 

not lead to confusion, Low tone is instead sometimes unmarked.   
38 Alternatively, this first morpheme might have no tone associated with it, but that would not 

affect this analysis, since by default, all unassociated vowels will receive a Low tone.   
39 By the Association Convention (Goldsmith 1990:14).   
40 This is very common in Bantu languages (Goldsmith 1990:15).   
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In contrast, when the morpheme /mu-/ for ‗him‘ follows the Infinitive morpheme 

/iku-/, there is no floating tone to become associated with the /u/ in /iku-/: 

iku-mu-lang-a   

          |   ‗to look at him‘ 

          L   

All of the other vowels receive the default tone Low, resulting in [ìkùmàlà
ŋ
gà].   

So, Autosegmental Phonology gives a principled explanation of the Meeussen 

Determinant.  Although traditional Generative Phonology (Chomsky and Halle 1968) 

was inadequate for elegantly describing such processes, Autosegmental Phonology has 

proven to be a very insightful extension of the theory, particularly with regard to tonal 

phenomenon.   

Syllable Structure Models 

Research has confirmed that ―the syllable is an essential concept for 

understanding phonological structure‖ (Kenstowicz 1994:250).  Clements and Keyser 

(1983:25) propose ―a three-tiered theory of the syllable,‖ including the σ-tier (for 

syllable), the CV-tier (for Consonants and Vowels) and the segmental tier.  This is further 

developed by Levin (1985) and others to insert intermediary tiers with an obligatory 

nucleus and optional (or empty) onset and coda, as well as the Foot and Word levels of 

Metrical Phonology (Goldsmith 1990:169).  These various tiers integrate well into 

Goldsmith‘s Autosegmental Phonology.   

The nucleus, usually a vowel (V), ―is the syllable‘s essential core‖ (Kenstowicz 

1994:253), and along with the (optional) coda, it forms the rhyme (or rime or core).  The 

onset, optional in most (but not all) languages (Goldsmith 1990:338), comes before the 

rhyme to form the syllable.  The coda and onset may comprise a simple (C) or modified 

consonant (like 
N
C or C

G
 in Bantu languages) or a consonant cluster (such as CC).   
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Although particular languages may allow various structures, open syllables (those 

without a coda) are always allowed and generally preferred, and in some languages they 

are the only possibility.  Except for some rare exceptions41, Bantu languages have only 

open syllables (with an empty coda), with Consonant-Vowel (CV) and (usually only 

word-initial) Vowel (V).  In many Bantu languages, a vowel may be either short or long.  

A long syllable is represented as CVV or CV: (Hyman 2003:43).   

Syllable-initial consonants may be complex.  For example, many obstruents in 

Bantu languages can be prenasalized, that is 
N
C, either inherently (usually only on the 

second consonant of a root42), or very often from a prefix consisting of prenasalization, 

such as Class 9/10.  Usually, a nasal prefix derived from a vowel eliding results in a 

syllabic nasal instead of prenasalization, for example /*mu-ti/  [m -ti] ‗tree‘ in Swahili.   

Consonants may also be followed by a glide, that is C
G
V, usually arising from a 

high vowel following a C, and followed by another V (see below).  Combining these 

variations, the overall Bantu syllable structure could be described as (
(N)

C
(G)

)V(V), 

recognizing that a simple vowel slot could also be filled by a syllabic nasal.   

Phonological Processes in Bantu Languages 

Two of the characteristics of Bantu languages mentioned above—that they are 

agglutinative and that they strongly prefer open syllables, especially CV—often come 

into conflict, in particular, when morphemes come together and create a hiatus.  Long-

distance processes may also affect segments that are not in hiatus, as well as tonal 

processes.  As discussed earlier, many of these phonological processes change one 

                                                 
41 Some northwest Bantu languages and a few others have true closed syllables (ending in 

consonant), while in a few southern Bantu languages a syllable may end in a nasal.  Both of these situations 

generally arise from final vowels dropping out.   
42 ―with the famous exception of *mu=ntu ‗person‘‖ (Schadeberg 2003b:147).   
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phoneme to another, and thus were often called morphophonemic in earlier phonological 

theories.   

Hiatus 

When morphemes come together, they often produce disallowed sequences that 

need to be resolved.  The hiatus (coming together) of two (or more) vowels is generally 

avoided in Bantu languages, and similarly for consonants.   

Vowel Hiatus 

When two vowels come together, various phonological processes can occur to 

remove the hiatus, including: high vowels becoming glides, vowel deletion/elision, vowel 

coalescence/merging (resulting in a long or short vowel), and even glide insertion 

(usually at the phonetic level).   

Glide Formation 

It is common in many Bantu languages (like Swahili) for the underlying /m(u)-/ 

(singular noun class 1/2 or 3/4 prefix) to be realized phonetically as [m
w
-] before a noun 

stem beginning with a vowel, as in /mu-ana/  [m
w
ana] ‗child‘.  In those Bantu 

languages which maintain a phonemic distinction between long and short vowels, it is 

common for there to be compensatory vowel lengthening following glide formation or 

before a prenasalized consonant, as in Gungu: /mu-erí/ ‗moon‘  [m
w
e:rí] (Stegen 

2005a:3).  This also provides evidence for the existence of a metrical tier distinct from 

the segmental.  The underlying vowels /u/ and /e/ are each linked to a mora43.  When the 

                                                 
43 A mora is a ―unit of prosodic weight related to length: a long vowel has two moras and a short 

vowel has one‖ (Odden 2005:335).   
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high vowel /u/ becomes a glide, its moraic length does not disappear, but instead becomes 

linked to the following vowel /e/, lengthening it to become [e:].   

Vowel Merging and Deletion 

As described earlier for Rundi (Goldsmith 1990:46,241-243), when two vowels 

come together, one vowel may delete or a low vowel may merge with a high vowel, 

resulting in a mid-vowel (such as /a + i/  /e:/ and /a + u/  /o:/).  The resulting vowel 

may be either long or short.   

Consonant Hiatus 

For consonant hiatus, two kinds of conflict occur frequently that need to be 

resolved: (1) nasal-consonant and (2) consonant-glide.   

Nasal-Consonant 

When a nasal comes before a consonant, such as the noun class 9/10 prefix /N-/, 

nasal assimilation generally occurs, and the following consonant may also be affected in 

various ways, including: becoming voiced, aspirated and/or deleted (for voiceless 

obstruents), or being strengthened (for fricatives or sonorants).   

For example, in Yao (P21), /ku-n-pélék-a/  /kuu-m-bélek-a/ ‗to send me‘ 

(Hyman 2003:50), the object agreement marker /n-/ both assimilates to the point of 

articulation of the following labial consonant /p/ and voices it, while also lengthening the 

preceding vowel (discussed below).  In contrast, in Kongo (H10) /ku-N-pun-á/   

/kú-m-pʰun-á/ ‗to deceive me‘ (Hyman 2003:50), the object agreement marker /N-/ does 

not voice the following /p/; instead, it aspirates the /p/.   

In Shona (S11), /N-pasa/  /m-pʰasa/  [mʱasa] ‗mats‘ (W. Gardner 2001:56), 

the plural marker /N-/ for class 9/10 aspirates the following /p/, that subsequently deletes, 
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leaving an aspirated /m/, realized phonetically as a murmured voice nasal.  Again in 

Shona, /N-sara/ /n-tsara/  [tsara] ‗rows‘ (2001:56), the plural marker /N-/ hardens the 

fricative /s/ to the affricate /ts/ and the /N-/ deletes, while in /N-refu/  [
n
defu] ‗tall‘ 

(2001:56), the /N-/ strengthens the /r/ to a /d/.   

Consonant-Glide 

When a consonant is followed by a glide (usually /w/ or /y/), often resulting from 

a high vowel coming before another vowel, several processes are common: palatalization, 

labialization or velarization.   

Palatalization.  A /y/ following a consonant (often arising from a prefix for noun 

classes 4, 7, 8 or 19 before a vowel, or the causative extension /-i/ being followed by a 

vowel) usually triggers palatalization, that may result in a palatalized or (alveo)palatal 

consonant, as in Swahili: /ki-oo/  /k
y
-oo/  [t-oo] ‗toilet.‘   

The phonetic realization of palatalization may vary even more significantly, for 

example, among various Shona languages, /r
y
/ in /ku-ri-a/  /ku-r

y
a/ ‗to eat‘ may be 

pronounced as [r
y
], [d

y
], [dʒ], [ɮ], [ʒ], [y], or even [rg] or [dʒg] (Doke 1931:75).   

Labialization and Velarization.  Similarly, a /w/ following a consonant (often 

arising from a prefix for noun classes 1, 3, 11, 13, 14, 15, or 17 before a vowel, or the 

passive extension /-ʊ/ or /-u/) usually triggers labialization.  In many Bantu languages: 

/mu-ana/  /mw-ana /  [m
w
ana].  However, in some Bantu languages, like Shona S10 

and Rundi-Rwanda DJ60, the (labio)velar /w/ triggers velarization rather than 

labialization.  Within Shona languages, /pw/ may be realized phonetically as [pk], [px], 

[pɣ] or [pk
w
] (Doke 1931:110,131).  Similarly, in Rundi, /bw/  [bg] and /sw/  [sk

w
] 

(Hyman 2003:55).   
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Long-Distance Processes 

In addition to hiatus, some long-distance phonological processes occur, especially 

when affixes are added to a stem.  In particular, there are two distinct kinds of vowel 

harmony—Vowel Height Harmony (VHH) and Vowel ATR Harmony.   

Vowel Height Harmony 

VHH most commonly occurs in Bantu languages with extension verbal suffixes, 

and involves the change of one phoneme (a high vowel) to another (a mid vowel) 

following a verb stem with a mid vowel (such as CeC- or CoC-).  For example, in 

Swahili, the applicative suffix /-i/ appears as /-e/ following a mid vowel in the verb root: 

/let-i-a/  /letea/ ‗bring (for)‘ (Stegen 2005b:1).  This process can be explained with an 

assimilation rule that occurs only with certain extension suffixes, at the lexical level.   

Vowel ATR Harmony 

In ATR Harmony, which occurs in some Bantu languages with a 7-vowel or a 9-

vowel (but not a 5-vowel) system, all of the (non-low) vowels within a word (or a stem) 

have the same value for ATR, that is, they will all be either +ATR or –ATR.  When a 

prefix is added to a stem with a different value for ATR, the prefix vowel may assimilate 

to the stem vowels (or occasionally vice-versa).  Depending on the Bantu language, this 

may be an allophonic variation or result in one vowel changing to another.   

For example, in Rangi (F33) the singular noun class marker /mu-/ is +ATR in 

[muluri] ‗whistle‘ but –ATR in [mʊrɪmɔ] ‗work‘ (Stegen 2005b:1), in agreement with the 

ATR value for the root.  The spreading of ATR can be analyzed and explained using 

Autosegmental Phonology, with the value of ATR on a tier distinct from the segmental.   
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Tonal Processes 

Several common tonal processes in Bantu languages, like High spread, High shift 

and downstep, contribute to the complexity of the tonal systems.   

High Tone Movement 

High tone spreading and High tone shifting, usually in the rightward direction, are 

similar processes, and together are referred to as High tone movement.  In some 

languages, a High tone will move just one tone-bearing unit (syllable or mora) to the 

right, as in High spread in Ikorovere Makhuwa (P31) /u-hí-lim-a/  [u-hí-lím-a] ‗to not 

cultivate‘ and High shift in Nyamwezi (F22) /ku-túm-il-a/  [ku-tum-íl-a] ‗to send for‘ 

(Kisseberth and Odden 2003:63).   

In other languages, the rightward movement may be unbounded, except that there 

is often a restriction on the final syllable, as in Tsonga (S53) the High tone on the 3rd 

plural (Class 1/2) agreement marker /vá-/ spreads [vá-xávísélán-a] ‗they are selling to 

everyone,‘ while in Zigula (G31) /ku-kíngiliz-a/  [ku-kingilíz-a] ‗to catch with a 

container‘ the High tone shifts to the penultimate vowel (Kisseberth and Odden 2003:63).   

Less commonly, High tone can move just two syllables to the right resulting in 

tone tripling, as in several southern languages, including Tswana (S31), Shona (S10), 

Venda (S21) and Tsonga (S53), such as the Tswana dialect Kanye [go-símólólɛlan-a] ‗to 

begin for one another.‘  Similarly, in Sukuma (F21), the High tone on the first syllable in 

/bákuku-solel-a/ ‗they will choose for you‘ shifts to the third syllable (Kisseberth and 

Odden 2003:63).  A few Bantu languages have leftward tone movement, that is, 

unbounded leftward spread in Luba (L30) and binary leftward shift in Zambian Tonga 

(M64).  In addition, other Bantu languages occasionally have leftward shift to avoid a 

High tone on the final vowel, as in Nyankore (EJ13) /o-mu-kam-á/  [omukáma] ‗chief‘ 

(2003:63-64).   
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Downstep 

Downstep is a ―contrastive lowering of tone register‖ (Odden 2005:334), with 

each downstepped High tone (represented by ↓H) ―establishing a new ceiling for all 

following H tones‖ (Watters 2003:237).  For many languages a downstepped High has 

been interpreted as a new Mid tone register, but this is no longer generally the case.   

Instead, downstep is now interpreted as usually arising historically from a Low 

tone occurring between two High tones—such as a floating or unlinked Low tone coming 

between two High tones or a Falling (High-Low) contour tone preceding a High tone—

with the sequence HLH resulting in H↓H (Watters 2003:237).   

Orthography Development 

In the last section I reviewed the most common phonological processes in Bantu 

languages, including changes occurring to vowels, consonants and tones.  I now address 

the implications of these processes for orthography development in Bantu languages.   

Smalley (1963b) and Pike (1947) are all examples of missionary linguists who 

were motivated by the need to represent orthographically the distinctive sounds within a 

particular language, and wanted to ―reduce languages to writing,‖ from the subtitle of 

Pike (1947).  Grimes, Marwieh and Bauernschmidt (1963:114) wrote: ―There are two 

major phases in the process of reducing a language to writing.  In the first phase one finds 

out what sounds are differentiated in the language and how those sounds go together in 

utterances in the language.  Having done that, one then casts about for a convenient set of 

marks on paper which can be matched to the sounds.‖   

So far in this chapter, I have concentrated on the first phase.  Hopefully, the 

second phase is a bit more refined than ―casting about for a convenient set of marks,‖ but 

unfortunately, there has been relatively little written on a theoretical level about 

orthographic development.  Orthography has been relatively ignored by modern 
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linguistics, relegated to applied linguistics but even there not finding a welcome home, as 

it straddles the line between various disciplines, including linguistics, literacy, education 

and cognitive studies.   

Basic Orthographic Principles 

There are some key concepts of orthography development that I found to be most 

relevant for representing phonological processes in Bantu languages.  These principles 

can be categorized as: (1) linguistic, (2) sociolinguistic, (3) pedagogical and (4) practical.  

In my discussion I focus on the first three categories, and also look especially at word 

boundaries, since this is a particularly challenging issue in Bantu languages.   

Linguistic 

Perhaps the most fundamental linguistic principle for orthography has been the 

phonemic principle.  Modern phonological theories do not recognize the existence of a 

separate phonemic level between the phonetic level and the underlying representation.  

However, the phonemes of Lexical Phonology‘s intermediate lexical level can similarly 

serve as the phonological input for making orthographic decisions.   

Pike stated: ―There should be a one-to-one correspondence between each 

phoneme and the symbolization of that phoneme‖ (1947:208).  Therefore, both 

underdifferentiation (using the same orthographic symbol for more than one phoneme, 

such as <e> for both /e/ and /ɛ/ or <o> for both /o/ and /ɔ/) and overdifferentiation 

(representing one phoneme with two or more symbols, for example, using both <r> and 

<l> when they are allophones of /l/ (or /r/)) are to be avoided.   

On the other hand, there is also support for keeping a consistent visual image for 

the morpheme, for example, in English, spelling both ―electri[k]‖ and ―electri[s]ity‖ with 
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<c>, or using <s> for the plural suffix even though it alternates (predictably) between [z], 

[iz] and [s] (Kutsch Lojenga et al. 1996a).   

It is generally agreed that when ―morphophonological processes take place across 

word boundaries … retain a constant visual image of the word‖ (Kutsch Lojenga et al. 

1996a).  However, when sound changes take place within word boundaries, a tension 

arises between whether to represent the sound phonemically or retain a constant visual 

image.  If a new allophone of a sound is created, the representation of the original 

phoneme is maintained, for example, the labiovelar nasal [] before an /f/ or /v/ (in 

English or Swahili) is generally represented by <m> (or occasionally <n> to distinguish it 

from a syllabic /m/) rather than <ɱ>.  However, if it changes to a different phoneme, like 

/l/ (or /r/) becoming /d/ after prenasalization, it is usually represented phonemically, as 

<nd>.   

Sociolinguistic 

Sociolinguistic factors can often contribute to decisions in the development of the 

orthography for a specific language.  The situation of related language varieties (both 

dialects and languages) can bring both assistance and challenge to the process.  For 

example, the northern dialect of Mwani (in northeast Mozambique) has two distinct 

phonemes /l/ and /r/, while in the southern dialect they are two allophones of the same 

phoneme (Floor n.d.).  How should they be spelled?   

If they are spelled distinctly, as <l> and <r>, that would work fine for the dialect 

with distinct phonemes, while in the dialect that has a single phoneme, overrepresentation 

could work fine for reading, but might cause difficulties for writing.  On the other hand, 

if they are both spelled with an <r>, this would work well for the dialect with only one 

phoneme, but the underrepresentation in the other dialect would cause difficulties, 

especially for reading.   
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Often the prestige and/or national languages have an effect.  In the particular case 

described above, if the national or trade language (like English, French or Swahili), has 

both <l> and <r>, then using two symbols would probably be acceptable.  On the other 

hand, if a phonemic distinction in a language, such as aspiration in voiceless obstruents in 

Ndau and Tewe (two Shona languages in central Mozambique), is not represented in the 

national or prestige languages (Portuguese, English or Shona), there is a great tendency to 

not represent it.   

This is exactly the situation regarding tone in languages in countries with English 

as an official language: there is generally strong opposition to using diacritics, such as 

acute and grave accent marks, to represent High and Low tone.  However, where French 

(or Portuguese) is a national language, it is usually more acceptable to represent tone 

using accent marks (Mason 2000:1).   

Other sociolinguistic factors include the language policy of the government and/or 

church(es), as these may have great influence in the choice of symbols.  However, it is 

still important to try to avoid letting these policies result in underrepresentation of 

phonemic distinctions.   

The spelling of words borrowed from other languages can also create challenges, 

especially when they add to the phonemic inventory.  For example, most of the non-

implosive b‘s in Shona are in words borrowed from English, such as /buku/ for ‗book.‘  

The introduction of enough borrowed words, especially when minimal pairs44 arise, 

creates the need to distinguish sounds symbolically, for example, the plosive <bh> from 

the implosive <b>.   

                                                 
44 Pairs of distinct words differing solely in the choice of a single segment (Odden 2005:335).   
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Pedagogical and Psycholinguistic 

Several factors in these areas seem to be most critical for orthography 

development: (1) use of diacritics, (2) use of digraphs, (3) transition to or from literacy in 

a national language, (4) functional load45 and (5) maintaining a constant word image.   

In general it is preferable to avoid the use of diacritics to distinguish orthographic 

symbols, for example, for the –ATR mid vowels it is better to use <ɛ> and <ɔ> than a 

modified <e> and <o>.  However, in the case of a seven or nine vowel system, it may be 

necessary to use diacritics for the –ATR high vowels <ʉ> and <ɨ>.   

Diacritics can be useful to indicate tone: an acute symbol for High tone <é> and 

an acute symbol for Low tone <è>.  Since Bantu languages generally have two 

underlying tones, only one of the tones (usually High) needs to be indicated.   

It is also preferable to avoid digraphs (or trigraphs) when possible. For this 

reason, <c> is preferable to <ch> for the voiceless alveopalatal affricate.  However, when 

a consonant is modified (prenasalized, palatalized, labialized (or velarized) or aspirated) 

digraphs or even trigraphs are common and generally acceptable, such as <mb>, <kw>, 

<ngw>, especially when they represent underlyingly distinct sounds.   

Ease of transition of literacy skills to or from an official or national language is 

another factor to be considered.  Wherever possible, when people are already literate in 

another language, for ease of transfer, it is advisable for the orthography of a Bantu (or 

other) language to use the same symbols for the same sounds as in the national language.  

For example, the voiceless alveopalatal fricative /ʃ/ is often represented by <sh> in 

Anglophone (or <ch> in Francophone) countries.   

Complications to this principle occur when a language is spoken in more than one 

country or region with different transfer languages, like English and French (or 

Portuguese).  For example, the voiceless alveopalatal affricate /tʃ/ can be represented by 

                                                 
45 Functional load is the amount of work a feature, such as voicing, tone, or stress, does to 

distinguish one utterance (usually a word) from another in a language (SIL 1996).   
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<ch> in an Anglophone country, but in a Francophone country <ch> would look like the 

fricative instead, so <tch> might be preferred.  Fortunately in the Lusophone country of 

Mozambique, <c> is reserved for the affricate, while the fricative is spelled with <x> or 

<sh> (from the influence of neighboring English and/or Swahili) (Sitoe and Ngunga 

2001:28).   

Functional load is particularly significant when there is underdifferentation in the 

orthography.  However, not representing distinctions that have low functional load has 

been abused to justify underrepresentation, especially with regard to distinctive tone.   

Maintaining a constant word image, although certainly not an absolute principle 

in orthography, is helpful, especially for more fluent readers.  This gives weight to 

representing morphemes morphophonemically, rather than phonemically.  Thus, this 

principle conflicts with the phonemic principle above, so this conflict needs to be 

resolved.  Generally, changes to the stem are represented phonemically, while some 

changes to affixes are usually indicated phonemically (for example, /mu-/  /m
w
-/ before 

a vowel).  However, some changes to affixes, like predictable ATR vowel harmony with 

the stem vowels, might be represented morphophonemically.   

Word Division 

Since phonological words and grammatical words often do not coincide, 

particularly in Bantu languages, orthographic decisions regarding word division 

(including clitics) provide challenges.   

Van Dyken and Kutsch Lojenga (1993:3-20) have listed eleven criteria for 

deciding on word boundaries.  They also include a twelfth section on how to deal with 

―cases of conflicting criteria,‖ especially ―where phonological evidence suggests joining 

morphemes, while semantic and/or grammatical criteria indicate separating them‖ 

(1993:16).  Van Dyken and Kutsch Lojenga give the specific example of Swahili 
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possessive markers (such as <wa>, <ya> and <za>), that join phonologically with the 

following noun (phrase), but are written as separate words for grammatical as well as 

historical reasons.   

These criteria, along with similar ―Guidelines for Determining Word Boundaries‖ 

in Kutsch Lojenga‘s ―Orthography Development‖ (1996a), are very useful in resolving 

orthography issues for word boundaries, especially clitics, in Bantu languages.   

Orthography Challenges for Bantu Languages 

In this section, I address several topics, generally involving phonological 

processes, that can be especially challenging in developing orthographies for Bantu 

languages, including: consonant modifications, tone and vowel issues and clitics and 

word breaks.   

Consonant Modifications 

Many of the modifications of consonants in Bantu languages, including 

prenasalization, aspiration, palatalization, labialization and velarization, arise from 

phonological processes.   

Prenasalization 

Prenasalization in Bantu languages is always homorganic, assimilating to the 

same point of articulation as the consonant, whether labial, labiodental, dental, alveolar, 

(alveo)palatal or velar.  By convention, all non-labial prenasalization is represented by an 

<n>, while <m> is used before labial (and sometimes labiovelar) consonants.   

A difficulty can arise distinguishing orthographically between a prenasalized 

consonant and a syllabic nasal that is homorganic to a following consonant, as with 

[
m

buni] ‗ostrich‘ versus [ṃbuni] ‗coffee tree‘ in Swahili (Stegen 2005d:2).  This 
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distinction may be represented in the orthography (in Sena (N44): <mbale> ‗clay plate‘ 

versus <m'bale> ‗brother‘ (Heins 2005)) or it may not be (as in Swahili), especially if not 

many minimal pairs occur in the language.   

Another challenge with prenasalization is that the underlying distinction between 

two phonemes (such as /r/ and /l/) may be neutralized, as demonstrated by these two pairs 

of Swahili words (Stegen 2005d:1):  

(3)  wa-refu    versus   n-defu  

PL.C2-tall    SG.C9-tall 

‗tall (people)‘    ‗long (object)‘ 

(4)  u-limi   versus   n-dimi  

SG.C11-tongue   PL.C10-tongue 

‗tongue‘    ‗tongues‘ 

The phonological process of prenasalization hardens both the /r/ and the /l/, 

resulting in the prenasalized voiced obstruent /
n
d/.  Because this change occurs at the 

lexical level, both words are spelled in the orthography with <nd>.  However, the 

underlying distinction between /r/ and /l/ is not indicated.   

Aspiration 

Some Bantu languages, such as Ndau (S15) and Makhuwa (P31), make a 

distinction between aspirated and unaspirated voiceless obstruents.  In a few Bantu 

languages, such as Sena (N44) and Ndau (S15), several distinct phonemes are perceived 

by the speakers as aspirated prenasalized voiced obstruents46.  To distinguish these 

sounds from unaspirated obstruents, aspiration is indicated by an <h>.   

                                                 
46 These are underlyingly prenasalized voiceless obstruents.  In some Shona languages related to 

Ndau, the obstruent deletes, resulting in a ―murmured‖ voice nasal, which is still represented in the 

orthography with an <h>, as in <mh> and <nh>.   
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Palatalization 

As demonstrated earlier for Shona (S10) languages, the phonetic realizations of 

palatalization may vary significantly.  Despite these varying phonetical realizations, 

palatalization in Bantu languages is usually represented in the orthography with a <y>.   

Two specific problems that arise in some languages are: (1) the neutralization of 

the distinction between /k
y
/, /t

y
/ and/or /t/ and similarly between /g

y
/, /d

y
/ and/or /d/, 

and (2) the resulting need to distinguish between the palatal nasal // and the palatalized 

alveolar nasal /n
y
/, both of which are usually represented orthographically with <ny>.   

This contrast is especially common among a cluster of Interlacustrine Bantu 

languages, including Fuliiro DJ63 and Rwanda-Rundi DJ 61-62 (Bastin 2003:505), but is 

also present in Lega D25 (Botne 2003:426).  In languages with this contrast, the palatal 

nasal is usually represented with <ny> while the palatalized alveolar nasal is spelled 

either <ni> or <n'y>.  Sometimes there is even a palatalized palatal nasal /y
/, which is 

spelled <nyi> in Gungu (EJ101) (Stegen 2005d:2-3).   

Labialization and Velarization 

Like palatalization, labialization and especially velarization can have varying 

phonetic realizations in Bantu languages.  For example, while in most Bantu languages, 

the noun class prefix /mu-/ before another vowel is usually pronounced [m
w
-] as in 

[m
w
ana] ‗child‘, in Shona (S10) languages it is commonly either [ŋw

-] or [mŋ-] (Doke 

1931:149), while in Bomitaba (C14), it may be pronounced as [m
w
-], [ŋw

-], [ɱw
-] or even 

[ɱ-] (W. Gardner 1990:78-81).   

However, since both labialization and velarization result from a back rounded 

vowel becoming a glide, they are generally indicated in the orthography by a <w>.   
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Tone and Vowel Issues 

There remain several areas that need to be addressed.  Mostly these have to do 

with autosegmental features, most notably tone and tonal processes, vowel length and 

ATR harmony.   

Tone 

There remains much work to do regarding the representation of tone and tonal 

processes in Bantu languages.  In most Bantu languages, there are only two underlying 

tones (High and Low) and most words are two or more syllables long; therefore, the 

functional load of lexical tone is usually not very high, that is, there are few minimal 

pairs, so it usually need not be represented in the orthography.   

However, there is also general agreement that the situation with grammatical tone 

can be different.  Since a different tone is often the only indication of a difference in tense 

(past versus distant past in Mwani (G403)), mood (indicative versus interrogative in 

Gikuyu (E51)), type of clause (main versus relative in various Bantu languages) or person 

(second versus third singular pronoun, also in Gikuyu), it is much more important for 

such grammatical tone distinctions to be indicated.   

There remains a great reluctance to mark tones (usually only one level, High, 

would need to be) in the orthography of Bantu languages.  Since it is difficult to mark 

tone only where it is deemed necessary (that is, to differentiate minimal pairs, whether 

lexical or grammatical), there likely needs to be a compromise.  For example, in many 

languages, only one tone on each verb would need to be marked.  Where tone is marked, 

the underlying tone is usually symbolized orthographically with an acute symbol for High 

(or a grave symbol for Low) over the vowel.   

According to Stegen: ―With regard to marking lexical tone in Bantu languages, it 

is recommended to: 
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 write high tone with acute accent 

 write tone on verbs and nouns only 

 write accessible underlying tone (i.e. do not write the surface changes which 

would be disturbing a consistent word image) 

 write only the distinctive tones (i.e. do not write tone on predictable prefixes 

and similar morphemes)‖ (2005c:6-7).   

Regarding tone in general: ―Rather than marking surface tone changes, it is 

recommended to mark underlying distinctions consistently, regardless of tone 

perturbations in context‖ (Stegen 2005c:7).   

Vowel Length 

Vowel length in Bantu languages can be either distinctive or phonetically 

predictable.  Such phonetic lengthening can arise from several sources, including: 

penultimate stress, after a glide or before a prenasalized consonant.   

Following the phonemic principle, phonemic vowel length is usually indicated 

orthographically, by doubling the vowel, while phonetically predictable length is usually 

not indicated.   

Vowel Height Harmony 

―[Vowel] Height harmony results in the neutralization of a phonemic contrast and 

it should consequently be represented in the orthography‖ (Stegen 2005b:1).  Again, the 

phonemic principle points to representing the phonemes which result from the process.   

Vowel ATR Harmony 

When vowel ATR harmony results in allophonic change, such as in a prefix, it is 

usually not indicated in the orthography.  On the other hand, ATR harmony which 



52 

 

produces a change in phonemes is usually indicated, especially within a stem.  

Occasionally, ATR harmony spreading from a stem to an affix is sometimes not 

indicated, if it is predictable, in order to maintain a more constant image of the affix.   

Clitics and Word Breaks 

It is evident that in Bantu languages there is often a mismatch between the 

phonological word and the grammatical word.  Doke ―defined the word in Bantu as a 

maximal sequence of morphemes with stress only on the penultimate syllable‖ (Myers 

1987:58).  Although predictable penultimate stress appears to be limited to most southern 

and some eastern Bantu languages (1987:15), the Dokean (phonological) word 

demonstrates the difficulty of identifying words in Bantu language, since function words 

such as copulas, associatives, possessives and other clitics generally attach 

phonologically to adjacent grammatical words.   

Summary 

In this chapter, I have sought to cover much ground, looking at key concepts in 

morphology and phonology that help to describe and represent phonological processes 

that occur in Bantu languages, along with orthographic principles for how to best 

represent them.   

Most linguistic research in Bantu languages has been primarily comparative and 

descriptive.  However, there has been increasing interaction between Bantu languages 

and linguistic theories that address sound (including tonal) processes and changes that 

occur at the interface between phonology and morphology, especially Lexical Phonology 

and Autosegmental Phonology.   

Not much formal theory specifically addresses orthography development; 

however, these same two phonological theories, in conjunction with the (modified) 



53 

 

phonemic principle (using the phonemes of the lexical level), give helpful insights to the 

linguistic input for making orthographic decisions.   
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CHAPTER 2 

 

INTERCULTURAL TRAINING AND 

MOTHER TONGUE TRANSLATORS 

When considering how to improve the effectiveness of any training program, 

many issues naturally arise, especially ones involving content and methodology.  In 

Chapter 1, I considered topics primarily relating to the ―what‖ (content) of the linguistic 

training which is needed in order for MTTs of Bantu languages to be able to analyze, 

describe and represent phonological processes (especially ones involving neutralization) 

in their own languages.   

In this chapter, I turn to issues regarding the ―how‖ (methodology) for training 

MTTs, particularly in an intercultural setting.  I review the most relevant concepts and 

principles from the precedent literature regarding the intercultural training of adults and 

mother tongue Scripture programs, as well as their interaction.  Finally, based on my 

discussion of the precedent reading, I present the initial theoretical foundation for my 

case study research.   

Intercultural Training of Adults 

For more effective training, it is crucial to better understand intelligence(s) and 

how (different) people learn.  Therefore, I first review several learning styles models 

along with the impact of varying teacher-student roles, and then consider intelligence and 

especially Howard Gardner‘s (1993) theory of Multiple Intelligences, followed by the 

interaction of multiple intelligences theory with learning styles, particularly in Silver, 

Strong and Perini‘s (2000) Integrated Learning model.   
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However, as important as learning styles and intelligence(s) are for making 

decisions about methodology, I believe they are inadequate when addressing intercultural 

training.  Differing contexts and cultural factors are crucial to understand and recognize 

in order for training to be effective.  Therefore, I also consider challenges involved with 

adapting training materials and training programs to another cultural context.   

Learning Styles and Teacher-Student Roles 

Learning styles are important to consider because while training methods in 

Western countries have been primarily geared for more analytical students, many of those 

training methods have been exported to other regions, including Africa.   

A learning style is ―a cognitive strategy in which the brain sorts out and 

categorizes new information‖ (Lingenfelter and Lingenfelter 2003:60).  Some researchers 

(including Cohen and Witkin) believe there is a binary distinction between learning 

styles, while others (such as Kolb and Jung) propose four learning styles.  I discuss and 

compare these models, and then review literature particularly relevant to the predominant 

learning styles of Africans.   

Two-Way Learning Style Models 

Rosalie Cohen (1969) ―[brought] the discussion of learning style into the 

schooling arena‖ (Lingenfelter and Lingenfelter 2003:60).  In her research with American 

children, Cohen identified two contrasting learning styles—relational and analytical 

(2003:60)—and found that while most American classrooms were geared primarily for 

analytical learners, the majority of African American children had more relational 

learning styles.   

Asa Hilliard (1976:36-40) summarized the characteristics of the two learning 

styles Cohen identified (Hale 1986:31).  Table 1 is excerpted from Hilliard‘s list.   
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TABLE 1 

 

ANALYTICAL AND RELATIONAL LEARNING STYLES  

(Hale 1986:32-33 as quoted in Hilliard 1976:36-40) 

 

Relational Learning Style Analytical Learning Style 

  

Global Parts-specific 

Identifies the unique Ignores the idiosyncratic 

Ignores commonalities Abstracts common principles 

Meanings depend upon context Extracts from embedded context 

Functional and inferential relationships Linear relationships 

Responses tend to be affective An objective  attitude 

Fluent spoken language Can readily identify ―parts of speech‖ 

Short attention span Long attention span 

 

H. A. Witkin (1967) also distinguishes two cognitive styles, as field-dependent 

and field-independent, or global and analytical.  Richard Hovey, building upon Witkin, 

speaks of the global-articulated continuum (1971: Abstract).  Marvin Mayers (1987) also 

reports the use of ―visual and verbal‖ and ―global and dichotomous‖ to describe and 

contrast two learning styles.   

Despite the use of various terms, from the descriptions of their characteristics 

there is general agreement among these authors that there are two primary learning styles: 

(1) Relational/Global/Visual/Field-dependent versus (2) Analytical/Dichotomous/Verbal/ 

Field-independent.  ―The difference between these two styles lies in how people sort new 

information.  Relational or global learners see the whole first, whereas analytical or 

dichotomous learners see the parts first, then relate them to the whole‖ (Lingenfelter and 

Lingenfelter 2003:60).  More relational/global learners find meaning in a particular 

context, while more analytical learners can more easily abstract principles and concepts.   
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Four-Way Learning Style Models 

In contrast to the one-axis/binary learning style model(s), two other learning style 

models, by Kolb and Jung, each propose two axes which indicate four learning styles.   

David Kolb is well-known for his ―experiential learning cycle‖ (1984), built upon 

previous work by Kurt Lewin (1957), Jean Piaget (1970) and others: (1) Concrete 

Experience (Apprehension) leads to (2) Reflective Observation (Intention), which then 

leads to (3) Abstract Comprehension (Comprehension), and finally to (4) Active 

Experimentation (Extension), which then begins the cycle again at Concrete Experience.   

These four steps also form two axes—Concrete-Abstract and Reflection-

Experiment—which mark off four quadrants, one for each of the four learning styles 

Kolb proposes: Diverger (Concrete-Reflection), Assimilator (Abstract-Reflection), 

Converger (Abstract-Experiment) and Accommodator (Concrete-Experiment).  These 

four steps and four learning styles are presented in Figure 1, taken from Kolb (1984:42).   
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FIGURE 1 

 

KOLB’S LEARNING CYCLE AND LEARNING STYLES 

(Adapted from Kolb 1984:42) 
 

Earlier, Carl Jung (1923:481) had similarly proposed two axes, for Perception 

(how we absorb information: Sensing versus Intuitive) and Judgment (how we process 

information: Thinking versus Feeling).  These two axes also mark out four quadrants, one 

for each of four learning styles: Mastery (Sensing-Thinking), Understanding (Intuitive-

Thinking), Self-Expression (Intuitive-Feeling) and Interpersonal (Sensing-Feeling).  

These two axes and four learning styles are presented in Figure 2, adapted from Silver, 

Strong and Perini (2000:22,25).   
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FIGURE 2 

 

JUNG’S LEARNING STYLES 

(Adapted from Silver, Strong and Perini 2000:22,25) 

 

Mastery learners (ST) are ―Realistic, practical, and matter-of-fact.  Sensing 

Thinkers are efficient and results-oriented, preferring action to words, and involvement to 

theory.  They have a high energy level for doing things that are pragmatic, logical and 

useful‖ (Silver, Strong, and Perini 2000:24).  Understanding learners (NT) are 

―Theoretical, intellectual, and knowledge-oriented.  Intuitive Thinkers prefer to be 

challenged intellectually and to think things through for themselves.  They are curious 



60 

 

about ideas, have a tolerance for theory, a taste for complex problems, and a concern for 

long-range consequences‖ (2000:25).  Interpersonal learners (SF) are ―Sociable, friendly, 

and interpersonally-oriented.  Sensing-Feeling learners are sensitive to people‘s 

feelings—their own and others‘.  They prefer to learn about things that directly affect 

people‘s lives, rather than impersonal facts or theories‖ (2000:27).  Finally, Self-

Expressive learners (NF) are ―Curious, insightful, and imaginative.  Intuitive Feelers are 

the ones who dare to dream, are committed to their values, are open to alternatives, and 

are constantly searching for new and unusual ways to express themselves‖ (2000:26).   

Comparing Learning Style Models 

While the binary models of Cohen, Witkin and others seem quite similar, how do 

Kolb‘s and Jung‘s models compare with each other, as well as with the binary models?  

Although at first glance Kolb‘s and Jung‘s axes and learning styles may appear quite 

distinct, by rotating Kolb‘s axes ninety degrees clockwise (a quarter-turn to the right), the 

axes and learning styles line up much more closely, as shown in Figure 3:  

 



61 

 

 

FIGURE 3 

 

KOLB’S AND JUNG’S LEARNING STYLES 

(Adapted from Silver, Strong and Perini 2000:22,25 and Kolb 1984:42) 

 

Viewed from this perspective, Jung‘s and Kolb‘s four learning styles now appear 

to correspond well:  

 Interpersonal (Sensing-Feeling) with Accommodator (Experiment-Concrete) 

 Self-Expressive (Intuitive-Feeling) with Divergent (Reflection-Concrete) 

 Understanding (Intuitive-Thinking) with Assimilator (Reflection-Abstract) 

 Mastery (Sensing-Thinking) with Convergent (Experiment-Thinking) 
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This correspondence is not surprising, since Kolb acknowledges ―the indebtedness of 

experiential learning theory to Jung‘s theory of psychological types‖ (1984:78). 

How do these four learning styles now relate to the two-way distinction between 

Relational/Global and Analytical learning styles?  While the Relational style appears to 

correspond most closely with Interpersonal (Sensing-Feeling), it may also encompass the 

other ―Feeling‖ style: Self-Expressive.  Similarly, while the Analytical style corresponds 

closely with Understanding (Intuitive-Thinking), it may also include Mastery, the other 

―Thinking‖ style.  It appears, therefore, that the more fundamental distinction between 

the Relational (or Global) and Analytical learning styles is how they process information 

(Thinking versus Feeling), while a finer distinction can also be made based on whether a 

person‘s primary means of absorbing information is Sensing or Intuition.   

Bowens on African Learning Styles 

Earle and Dorothy Bowen both taught in Kenya for many years at Nairobi 

Evangelical Graduate School of Theology (NEGST) and also conducted field research at 

seven colleges and schools in Kenya and Nigeria.  They found that for a great majority of 

the African students1, their preferred learning style was field-dependent (or global) rather 

than field-independent (or analytical) (1989:271).  This was in contrast to most research 

on learning styles conducted in the West, that found ―the population pretty evenly split 

between field-dependent and field-independent‖ (1989:272).   

Desmond Tutu described the significance of this difference in learning styles at 

the Fifteenth World Methodist Conference, held in Nairobi in 1986: 

It is important … to note the differences in the African perception 

and that of the Westerner….  The Westerner is largely analytical, whereas 

the African tends to see things as wholes.  That is why Westerners can be 

                                                 
1 Their results found that 91% were field-dependent, including 100% of the Nigerian students!  

While these figures may be debatable, they do point to an overwhelming majority being field-dependent.   
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such very good scientists, but they are not so good at putting things back 

together.  The African may be good at seeing the woods, but most often 

will miss the significance of the individual trees (Bowen and Bowen 

1989:270).   

The Bowens listed eighteen preferences for both field-dependent and field-

independent students, reproduced in Appendix C, which correspond closely with the 

characteristics of global versus analytical learners.  In addition, the Bowens made 

seventeen specific suggestions for how to more effectively teach field-dependent (or 

global) learners, that they themselves sought to put into practice.  These suggestions are 

also included in Appendix C.   

I find the Bowens‘ research and their suggestions for teaching global learners to 

be very relevant to my research.  In particular, the contrast between the preferences of the 

field-dependent and field-independent students is insightful for explaining many of the 

struggles that African students often experience when in a training program that uses 

predominantly Western methods.   

Hale on African American Learning Styles 

Janice Hale‘s research (1986) built upon Cohen (1969), and she also dealt 

primarily with African American children, whom she found were predominantly 

relational learners, while the American educational system was geared more for 

analytical learners.  She found that the African American children‘s cultural context 

derived primarily from (West) African culture, which needed to be considered in order to 

more effectively train them.   

Hale writes: ―The hypothesis of this book is that Black children grow up in a 

distinct culture.  Black children, therefore, need an educational system that recognizes 

their strengths, their abilities, and their culture and that incorporates them into the 

learning process‖ (1986:4).   
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Hale‘s main thesis is that ―Black culture is coherent and should be considered in 

the educational process … to create a framework for moving beyond the lip service being 

paid cultural difference to the conceptualizing of classroom practice to complement these 

cultural differences‖ and that ―one explanation for the difficulties Black children 

experience in school may be their participation in a culture that is very different from the 

culture which designed the school‖ (1986:181,182).  She seeks ―to show that we may 

need to take a different route toward achieving those [high] standards in Black children 

than is taken in an educational system geared to the learning styles of white children‖ in 

schools which ―are not equipped to educate children who are cut out of a different cloth‖ 

(1986:187).   

Although Hale worked primarily with African American children, I found that 

many of her findings were very consistent with my own experience in teaching African 

adults.  In addition, Hale introduced me to Ted Ward‘s work on adapting instructional 

materials to another culture, which I consider separately below, because I found it to be 

so crucial to my research.   

Teacher-Student Roles 

Several models for teacher-student roles were relevant to my research, including 

the situated learning/apprenticeship model of Lave and Wenger (1991).  Lingenfelter and 

Lingenfelter (2003:76-82) describe the ―four prototype teacher roles‖ as Patron/Parent, 

Authority, Facilitator and Outsider.  Many Western teachers, including myself, are most 

comfortable in the Facilitator and/or Authority roles.   

In light of that, Del Chinchen‘s (1994) discussion of the Patron-Client model is 

especially significant.  Chinchen taught at Bible colleges in Liberia and Malawi, where 

he found that students sought to primarily relate to him as their patron, which he initially 

found to be quite uncomfortable (as do I).   
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However, he eventually came to see that although the patron-client relationship 

can be abused and often has been, it can instead be transformed in order to more closely 

resemble the master-apprentice (or mentor-disciple) relationship that both Jesus and the 

Apostle Paul encouraged their followers (and by extension, us) to imitate.   

If this underlying Patron-Client role is not recognized, it will not disappear, but 

instead many African students will continue to hold this as their underlying expectation, 

which will result in much frustration for both students and teachers.  Therefore, this issue 

of teacher-student roles and expectations is crucial to recognize and address, in order to 

train more effectively.   

Summary of Learning Styles and Training Roles 

Although there is support for recognizing four learning styles, the majority of the 

authors I read primarily recognized a binary distinction between global/relational learners 

and more analytical learners2.  While American/Western students may be about evenly 

divided between these two major learning styles, the Bowens found that a strong majority 

of African (adult) students are primarily relational learners, while Hale found the same to 

be true for African American children.   

Similarly, while Western teachers may feel more comfortable as Facilitators, 

many African students prefer to have a Patron-Client relationship with their trainers.  

Therefore, in both of these areas—learning styles and teacher roles—there is a great 

potential for mismatch between Western teachers and African students.   

                                                 
2 Arden Sanders (1988), discussed later, is an exception to this generalization.   
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Intelligence(s) 

What is intelligence?  To help answer that question, I found insightful David 

Sousa‘s brain-based research and especially H. Gardner‘s Multiple Intelligences theory.   

Howard Gardner’s Multiple Intelligences 

Traditionally, intelligence has been understood as either a single factor (which IQ 

tests can measure) or focused primarily on two areas of competence—verbal-linguistic 

and logical-mathematical—which are tested by exams such as the SAT.   

H. Gardner‘s (1993) Multiple Intelligences (MI) theory challenges both of these 

views.  First, he (re-)defines intelligence as:  

 The ability to solve problems that one encounters in real life. 

 The ability to generate new problems to solve. 

 The ability to make something or offer a service that is valued within one‘s 

culture (Silver, Strong, and Perini 2000:7).   

H. Gardner then uses a set of criteria for identifying intelligences (1993:62-66), 

including: (1) Potential isolation by brain damage, (2) Existence of exceptional 

individuals/prodigies, (3) Identifiable core operation(s) and (4) Distinctive developmental 

history and ―end-state‖ performers.  Using these criteria, H. Gardner identifies, in 

addition to verbal-linguistic and logical-mathematical, at least five other areas of 

competence: (1) musical, (2) bodily-kinesthetic, (3) spatial, (4) interpersonal (external) 

and (5) intrapersonal (internal).  More recently he has added an eighth one—naturalist—

with the possibility of one more—existential—that may also relate to ethics, morality and 

spirituality (Silver, Strong, and Perini 2000:9).   

In Table 2, from Viens and Kallenbach (2004:4-11), are presented key abilities 

associated with the eight intelligences, especially in relation to the training of adults.   
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TABLE 2 

 

MULTIPLE INTELLIGENCES AND KEY ABILITIES  

(Adapted from Viens and Kallenbach 2004:4-11) 

 
Intelligences Key Abilities Sub-abilities 

   

Verbal-

Linguistic 

involves perceiving or generating spoken or 

written language 

expressive language, invented 

narrative/storytelling 

 
allows communication and sense-making 

through language 

descriptive/instructional language, 

reporting 

 
includes sensitivity to subtle meanings in 

language 
poetic use of language, wordplay 

Logical-

Mathematical 

enables individuals to use and appreciate 

abstract relations 
numerical reasoning 

 
includes facility in the use of numbers and 

logical thinking 
logical problem-solving 

Spatial 
involves perceiving and transforming visual or 

3-D information 

use of spatial information to navigate 

through space 

 
allows for the re-creation of images from 

memory 

sensitive perception or observation 

of visual world and arts 

 
understanding causal or functional relationships 

through observation 

production of visual information or 

works of art 

Musical 
involves perceiving and understanding patterns 

of sound 

musical perception, musical 

production 

 
involves creating and communication meaning 

from sound 
musical composition/notation 

Bodily-

Kinesthetic 

allows an individual to use one's body to create 

products or solve problems 

athletic movement, creative 

movement 

 
refers to the ability to control all or isolated parts 

of one's body 

body control and fine motor abilities, 

generating movement ideas 

Interpersonal 
is a sensitivity to the feelings, beliefs, moods 

and intentions of other people 
assumption of distinctive social roles 

 
involves the use of that understanding to work 

effectively with others 

ability to reflect analytically on the 

social environment, others 

 
includes capitalizing on interpersonal skills in 

pursuit of one's own ends 
taking action 

Intrapersonal enables individuals to have self-knowledge 
self-understanding, the ability to self-

reflect analytically 

 
involves using self-knowledge to make 

decisions 

using that self-knowledge well, 

toward personal or community goals 

 

includes the ability to distinguish one's feelings, 

moods, and intentions and to anticipate one's 

reactions to future courses of action 

articulating that understanding 

through other types of expression/ 

intelligences 

Naturalist 
is the ability to understand the natural world well 

and to work in it effectively 
observational skills 

 
allows us to distinguish among, classify, and 

use features of the environment 
pattern recognition and classification 

 
is also applied to nonnatural classifying and 

patterning 

employing knowledge of the natural 

world to solve problems 
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Each of these intelligences, or competences, is distinct, and people may excel in 

one or more of them.  Hale writes: ―The intent of [H.] Gardner‘s work is to knock 

language and logic off their pedestal, to urge consideration of the range of human 

faculties in any assessment of intelligence and in efforts to develop human potential‖ 

(1986:xii).  In addition, different cultures may value some intelligences more than others.  

For example, many African students struggle with logical/mathematical and analytical 

material, yet may excel in other competencies, such as musical, bodily-kinesthetic and 

interpersonal relationships.  Greater awareness of this disparity can affect what and how 

material is presented to students.   

H. Gardner distinguishes these intelligences from learning styles: ―intelligences 

are specifically linked to content‖ such as ―numerical information, spatial information, 

information about people.  Most stylistic accounts are assumed to cut across content‖ 

(1993:xxi).  However, he also says: ―Seven kinds of intelligence would allow seven ways 

to teach, rather than one‖ (1993:xix) and ―the abilities entailed in an intelligence can be 

used as a means of acquiring information….  Even as various intelligences can be 

exploited as means of transmission, the actual material to be mastered may itself fall 

squarely within the domain of a specific intelligence‖ (1993:334).   

Therefore, the intelligences are relevant for methodology as well as content, and 

thus do interact with learning styles (as ―means of acquiring information‖).  This seems 

to be more evident for several of H. Gardner‘s intelligences, such as interpersonal and 

intrapersonal, as well as for parts of other intelligences, such as the ―verbal‖ part of 

verbal-linguistic and the ―logical‖ part of logical-mathematical.   

While ―[H.] Gardner‘s method explores the way in which particular cultures value 

individuals and the way individuals create different products or serve their cultures in 

various capacities‖ (Silver, Strong, and Perini 2000:6), H. Gardner views MI theory as 

culture-neutral and seeks to apply it to any educational setting (1993).  However, he also 
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acknowledges that: ―because of the huge differences in value systems found across 

groups and cultures, I doubt that it will ever be possible to develop one ideal form of 

education and to implement it throughout the world‖ (H. Gardner 1999:22).   

Thus, it appears that in order for training using MI theory to be most effective, 

cultural factors also need to be recognized and considered.   

Brain-Based Research 

As noted, H. Gardner used brain-based research to help identify his various 

intelligences (1993:62).  Other brain-based research, especially involving left-hemisphere 

and right-hemisphere modes, is significant, both for intelligences and for learning styles.  

Kolb (1984:48-49) cites research by Betty Edwards (1979) which describes the 

contrasting characteristics of ―left-brain‖ thinking—verbal, analytic, symbolic, abstract, 

temporal, rational, digital, logical and linear—versus ―right-brain‖ thinking—nonverbal, 

synthetic, concrete, analogic, nontemporal, nonrational, spatial, intuitive and holistic.  

These characteristics are very consistent with the analytical versus global/ relational 

learning styles.  According to Kolb, ―The hemisphere-dominance research provides 

compelling evidence for the theory that there are two distinct, coequal, and dialectically 

opposed ways of understanding the world‖ (1984:49).   

Sousa (2001) also discusses how the two hemispheres of the brain are 

―specialized and process information differently‖—while the left side generally 

specializes in analysis, sequence, time and speech, recognizing words, letters and 

numbers, and processing external stimuli, the right side processes internal messages, 

recognizes faces, places, objects and patterns, and is more holistic, spatially-aware and 

sensitive to the context of language (2001:167).   

Also significant was Sousa‘s (2001:95) pyramid of increasing effectiveness for 

remembering new concepts.  He found that instructional methods that primarily involved 
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only verbal processing (lecture and reading) had quite low (only five to ten percent) 

average retention rates after twenty-four hours, while methods that used both verbal and 

visual processing (audiovisual, demonstration and discussion group) had much higher 

retention rates, ranging from twenty to fifty percent.  ―Practice by doing‖ and ―teach 

others/immediate use of learning‖ showed even higher rates: seventy-five to ninety 

percent.  It appears that, in general, the more practical and hands-on training is, the better, 

and, in my experience, this is definitely true for African students.   

Interaction of Learning Styles with Intelligences 

As I discussed earlier, there was some overlap between H. Gardner‘s intelligences 

and learning styles.  In what other ways do these important topics—learning styles and 

intelligences—interact?  I first consider Lingenfelter and Lingenfelter‘s discussion of 

their interaction and then Silver, Strong and Perini‘s Integrated Learning model, which 

seeks to bring them together.   

Learning Styles and the Intelligences Valued 

Certain intelligences often seem to ―go together‖ with a particular learning style.  

Lingenfelter and Lingenfelter (2003:66) have presented in a simple but clear manner how 

traditional learning and formal schooling each generally favor a particular (binary) 

learning style and certain intelligences, as I have re-presented in Table 3.   

Whereas traditional learning in many cultures (including Africa) generally places 

a higher value on the relational/global learning style and the interpersonal, bodily-

kinesthetic and spatial intelligences, formal (Western) schooling is geared more for the 

analytical learning style and the logical-mathematical, verbal-linguistic and intrapersonal 

competences.  It is not surprising that the interpersonal intelligence and the relational 

style would often co-occur, and similarly for the logical-mathematical and intrapersonal 
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intelligences with the analytical style.  These differing preferences and natural co-

occurrence for learning styles and intelligences are important to recognize, since they can 

impact greatly on training concerns.   

TABLE 3 

 

LEARNING STYLES AND THE INTELLIGENCES VALUED 

(Adapted from Lingenfelter and Lingenfelter 2003:66) 

 

Traditional Learning Formal Schooling 

Relational Learning Style Analytical Learning Style 

Global Dichotomous 

Visual Verbal 

Example Question 

Narrative Proposition 

  

Valued Intelligences Valued Intelligences 

Bodily-Kinesthetic Verbal-Linguistic 

Spatial Logical-Mathematical 

Interpersonal (external) Intrapersonal (internal) 

Naturalist? Musical? 

 

Integrated Learning Model 

How do learning styles and MI theory fit together?  Silver, Strong and Perini 

observed that ―the hands-on aspects of the sensing-style learner often corresponded to the 

physical nature of the bodily-kinesthetic student,‖ while ―thinking-style learners 

frequently had high logical-mathematical intelligence‖ and ―feeling-style learners often 

showed strong proclivities for using their interpersonal or intrapersonal intelligences….  

Showing the relationships was easy.  But what about the deeper connections between 

styles and intelligences?‖ (2000:1).  Therefore, they developed the Integrated Learning 

model, as ―an approach to curriculum, instruction, and assessment designed to help 
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teachers and schools fuse multiple intelligences and learning styles in a meaningful and 

practical way‖ (2000:2).   

Why do MI theory and learning styles need each other?  Because while ―Multiple-

intelligence theory is centered around the content of learning.… [it] pays little attention to 

how people perceive and process information‖; in contrast, ―The style model revolves 

specifically around the individualized process of learning, but does not directly address 

the content of that learning‖ (Silver, Strong, and Perini 2000:41).  Therefore, ―these two 

models can, and should, be integrated into a holistic model of learning‖ (2000:44) which 

addresses both the content and process of learning.   

Silver, Strong and Perini (2000:46) agree with the Lingenfelters and others that: 

―Traditionally, our [American] schools have concentrated primarily on Mastery (ST) and 

Understanding (NT) learning styles (Hanson and Dewing 1990), along with verbal-

linguistic and logical-mathematical intelligences (Armstrong 1994).‖  More diversity in 

the learning styles and intelligences targeted in training can contribute to greater comfort, 

challenge, depth and motivation for the students: four key principles ―guided by what 

current brain research tells us about getting the most out of the learning process‖ 

(2000:44).  It is especially important to balance comfort and challenge.   

In order to audit and realign an existing curriculum, Silver, Strong and Perini 

propose ―us[ing] the Learning Styles-Multiple Intelligences Matrix to analyze those 

styles and intelligences‖ already addressed in an existing curriculum, and then ―[b]ased 

on your analysis, generate some ideas on what kinds of intelligences and styles you [still] 

need to address‖ (2000:51,54,56).  I present their matrix in Table 4.   
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TABLE 4 

 

LEARNING STYLES-MULTIPLE INTELLIGENCES MATRIX 

(Adapted from Silver, Strong and Perini 2000:50) 

 

Learning  

Styles → 

Understanding 

(Intuitive-

Thinking)/ 

Analytical/Linear 

Mastery 

(Sensing-

Thinking) 

Interpersonal 

(Sensing-

Feeling)/ 

Global/Relational 

Self-Expressive 

(Intuitive-

Feeling) 

Intelligences 

↓     

Verbal-

Linguistic     

Logical-

Mathematical     

Spatial     

Musical     

Bodily-

Kinesthetic     

Interpersonal     

Intrapersonal     

Naturalist     

 

I discuss later how I use a modification of this matrix to analyze the learning 

styles and intelligences already addressed in training programs in linguistics for mother 

tongue translators of Bantu languages, and determine which styles and intelligences still 

need to be addressed.   

The Integrated Learning model effectively addresses issues of both content and 

method by bringing together multiple intelligences and learning styles.  However, since 

this model primarily considers the students in a classroom as a collection of individuals 

(rather than as a community in a more or less cohesive society), with varying intellectual 

competences and learning styles, one weakness is that it makes no reference to cultural or 

contextual factors.  Therefore, it is important to also look at models which do consider 

such factors in training.   
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Adapting Training Materials 

In considering the process of adapting training and materials from one cultural 

context to another, I found two models to be especially insightful: Ted Ward‘s six levels 

in adapting material and Daniel Shaw‘s transcultural factor.   

Ward’s Six Levels in Adapting Materials 

Hale (1986:23) cited Ward‘s (1973:5) ―six distinct levels of tasks in the 

adaptation of instructional materials,‖ which I reproduce in Table 5.   

TABLE 5 

 

SIX LEVELS IN ADAPTING INSTRUCTIONAL MATERIAL 

(Adapted from Ward 1973:5) 

 

Level 1 Translation (language) 

Level 2 Adjusting the vocabulary 

Level 3 Changing the illustrations to refer to local experiences 

Level 4 
Restructuring the instructional procedures to (better) accommodate 

the pedagogical expectations of the learners 

Level 5 Recasting the content to reflect local world-and-life views 

Level 6 Accommodating the learning styles of the learners 

 

Hale notes: ―[t]he problems associated with levels one through three are relatively 

easy to understand and address.  However, the problems associated with levels five and 

six are more difficult because of limited understanding of the learner‘s world-and-life 

view, of the concept of cognitive style, and the relationship between the two‖ (1986:23).  

In other words, while it is relatively straight-forward to adjust the language, vocabulary 

and examples (Levels One to Three) to be more relevant for students, accommodating 

their pedagogical expectations, learning styles and worldviews (Levels Four to Six) is a 
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much bigger challenge.  This observation rings true for my own experience as well.  

Therefore, Ward‘s six levels will prove to be quite useful in researching the process of 

adapting instructional materials for training African students in linguistics.   

Shaw’s Transcultural Factor 

In Transculturation, Shaw demonstrates the crucial importance of recognizing 

that in most translation work, usually three cultures interact: (1) the original source 

culture, (2) the receptor culture and (3) the (often-neglected) culture of the translator 

(1988:2).  It is not adequate to translate only the meaning transmitted by the words 

themselves: both the source and receptor cultures need to be considered in order to 

transmit effectively the overall intended meaning.   

Recognizing the inadequacies of many translations of the Bible (or other texts) 

into other languages can help us to better understand why our training programs also fall 

short of our desired outcomes.  When translating a text from one language to another, 

various initial changes and adjustments have been typically made.  First, the words would 

be translated to another language, but that alone was clearly not adequate.  The 

vocabulary also needed to be adjusted, to make sure that the concepts were clearly 

understood.  Even so, that usually was still not enough, as figurative language such as 

similes and metaphors also needed to be adjusted (such as making the points of 

comparison explicit) or even changed altogether, to make sure that the receptor audience 

would understand the intended meaning.   

And that was as far as many translations went.  But often those steps were still not 

enough for effective communication, especially because of differences in context and 

varying understanding of background information.  Thus, a different perspective of 

translation was needed, that considered cultural factors to be at least as important for 
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translation as linguistic ones.  As Shaw said, ―Transculturation is to the cultural aspects 

of communication what translation is to the linguistic aspects‖ (1988:xi).   

The sub-title (The Cultural Factor in Translation and Other Communication 

Tasks) indicates that this cultural—or transcultural—factor also needs to be considered 

for communication tasks besides translation, including training.  When a training 

curriculum is to be ―translated‖ from one cultural context to another, the receptor context 

for the training program may differ quite significantly from the original context 

(including cultural factors such as worldview, pedagogical expectations and valued 

learning styles and intelligences, as well as socio-economic and other factors) and thus 

major revisions may be needed in order for training to effective in the new cultural 

context.  Therefore, this transcultural factor is crucial to understand when translating the 

meanings and functions of a training program from one culture to another.   

Summary of Intercultural Training of Adults 

Various factors are particularly important to consider when training, especially 

when training across cultures.  These include: (1) Learning styles, especially global and 

analytical; (2) Teacher-student roles, especially the Patron-Client model; (3) Multiple 

intelligences, beyond the traditional Western verbal-linguistic and logical-mathematical; 

and (4) How training materials and functions are adapted and ―translated‖ for use in 

another cultural context.  Silver, Strong and Perini‘s Integrated Learning model seeks to 

integrate learning styles and multiple intelligences, while Ward‘s six levels and Shaw‘s 

transcultural factor address the importance of recognizing differing cultural and other 

factors, including differing pedagogical expectations.   
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Mother Tongue Scripture Programs 

Before looking at the training of MTTs, I briefly review the history of Bible 

translation3, and discuss a relatively recent paradigm shift.   

A Brief History of Bible Translation 

―The history of translation of the Bible can be divided into four principal 

periods,‖ according to Nida (1972:ix): (1) ―the dominant languages of the Ancient 

world,‖ (2) European languages during the Reformation, (3) ―the great ‗missionary 

endeavor‘‖ and (4) the modern era.  First, before 200 B.C., the Old Testament was 

translated into Greek, while after the first century A.D., the Bible was translated into 

several major languages: Latin for the Western (Roman Catholic) church and Syriac, 

Armenian, Coptic, Ethiopic, Gothic and others (1972:ix, 475) for the Eastern (Orthodox) 

churches.  These translations were generally done by mother tongue speakers, in order for 

people to better understand than they would in the original languages (Greek and 

Hebrew).  Initially, some of the translations were quite literal (for example, Old Latin), 

but later translations were much more idiomatic (such as Jerome‘s Vulgate).   

After this initial burst, the Bible remained limited to these languages, which came 

to be considered holy languages, for about 1,000 years.  Around the time of the 

Reformation, there was another burst of Bible translations, mostly into European 

languages (Nida 1972:ix; UBS 1991:41).  Again, most of these were done by MTTs; 

some were initially quite literal (like John Wycliffe‘s in English), but later versions were 

much more natural (such as William Tyndale‘s in English and Martin Luther‘s in High 

German).   

The next major epoch in Bible translations came during the 19
th

 and 20
th

 century 

Protestant missionary movement, including the initial work of the Bible Societies, 

                                                 
3 Noss (2007) is a recent scholarly presentation of the history of Bible translation.   
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Wycliffe Bible Translators and others.  Hundreds of languages in the Americas, Africa 

and Asia received Bible translators, mostly done by expatriate missionaries, with the 

assistance of mother tongue speakers.  In Africa in particular, although early missionaries 

attempted to translate the Bible into local languages, evangelism, usually done by 

Africans themselves, quickly outpaced the process of translation, contributing to many 

people using Bibles in either trade or colonial‖ languages.   

Toward the end of the 20
th

 century and into this century, there has been renewed 

interest in mother tongue speakers translating the Bible, with the assistance of consultants 

who may not be mother tongue speakers.   

Paradigm Shifts 

The tide has turned.  ―When the United Bible Societies began [in 1946], fully 

90% of Bible translations in the ‗majority world‘ were being made by missionaries with 

the help of informants or translation helpers.  Now [in 1991] in 90% of the projects the 

translators are nationals, and missionaries have become the resource persons‖ (Nida 

1991:5).  This was quite a paradigm shift.  With SIL, the transition was much slower, but 

in 1975 the International Conference adopted ―Flexible Approaches‖ and considered 

whether SIL members should be doing or facilitating Bible translations.  By 1988, John 

Bendor-Samuel said that SIL members were in three situations, as: (1) doers,  

(2) facilitators or (3) both (Larson 1991:32-33).  In addition, National Bible Translation 

Organizations (NBTOs) had begun to appear and to take on more responsibility for Bible 

translations within their own countries.   

Wayne Dye (2005) demonstrates the significant paradigm shift and strategy 

changes within SIL from the situation in 1975 (Dye 1985) to the present.  Freddy 

Boswell, then the international translation coordinator for Wycliffe, estimated in 2005 
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that eighty to ―90 percent of the members of the world‘s Bible translation force are native 

speakers‖ (S. Guthrie 2005).   

There are several reasons for this paradigm shift: (1) As insiders to their own 

languages and cultures, with proper training in Biblical cultures and languages, exegesis 

and translation principles, ―[m]other tongue translators can and do make a major and 

crucial contribution to the production of Bible translations that are superior in quality 

because of their intuitive knowledge of the [receptor] language and culture‖ (Gela 

1986:42); (2) As insiders to their own communities, MTTs can be very instrumental in 

developing a sense of responsibility and ownership for the Bible translation, which in 

turn impact the viability, use and impact of the translated Scriptures; (3) Personnel shifts 

have meant fewer expatriates are available as translators, so there has been a growing 

emphasis on training MTTs as translators, team leaders and consultants, which is also a 

fulfillment of both Jesus‘ command to ―make disciples of all nations … teaching them‖ 

(Matthew 28:19-20) and Paul‘s exhortation to ―Teach these great truths to trustworthy 

people who are able to pass them on to others‖ (2 Timothy 2:2) (Gela 1986:20); and (4) It 

seems to be the right time (a kairos moment) to do it.   

National Bible Translation Organizations 

Since the 1980s, several NBTOs have begun in Asia and the Pacific region, such 

as the Bible Translation Association Papua New Guinea (BTA) and Translation 

Association of the Philippines (TAP), and Central and South America, but the vast 

majority are located in Africa, including Nigeria Bible Translation Trust (NBTT), Bible 

Translation and Literacy (BTL) in Kenya, Ghana Institute of Linguistics, Literacy and 

Bible Translation (GILLBT), and others.   
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Teodoro Abadiano (1990) studied in-depth three of these NBTOs (TAP, NBTT 

and BTA), building on an earlier study of BTA by David Gela (1986).  Both authors 

emphasize the importance of training that is appropriate in content and method.   

Cluster Strategy and Adaptations 

These two strategies overlap significantly.  The cluster model is a relatively new 

strategy which involves working cooperatively with several (usually closely related) 

language varieties together, rather than as separate language projects.  Such projects often 

incorporate the use of adaptations of (Scripture) texts from one language to a related 

variety, either manually or by using a computer program like CARLA (Computer-Aided 

Related Language Adaptation) or more recently, Adapt It.   

CARLA (or CADA (Computer-Aided Dialect Adaptation), its original name) was 

first developed for translation work among the related Quechua languages in South 

America, that were no longer mutually intelligible, but still very similar grammatically.  

CARLA is a very sophisticated program that analyzes the source text and transfers it to 

the target text, producing in many cases a very good first draft.  Although CARLA was 

promoted by SIL in Africa Area, it was used only marginally.  Its drawbacks were 

primarily that one needed to be quite computer-savvy, have done an excellent analysis of 

the grammar, and be able to minimize ambiguities in the analysis.   

However, the strategy of working with clusters of related language varieties has 

continued and developed.  The Wycliffe and SIL Global Leaders Meeting in 2003 

included presentations from SIL entities in four countries (Tanzania, Cameroon, 

Indonesia and Papua New Guinea) that are currently pursuing cluster strategies (SIL 

2003).  The ―Language Program Cluster Strategy‖ of Uganda-Tanzania Branch (UTB) is 

thoroughly described by Schubert (2003) and depends heavily on Cameroon Branch‘s 

―Language Cluster Rationale‖ elaborated by Trihus (2002), while the conception and 
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subsequent development of the Aitape West Translation Project in Papua New Guinea 

have been well-documented and critiqued by Nystrom (2001, 2004, 2005).   

The Bantu Department in SIL Africa Area has been working closely with UTB in 

order to develop tools and a cluster model strategy that potentially benefits hundreds of 

additional Bantu (and other) language groups throughout Africa.   

Although the use of CARLA for adapting Scripture texts did not grow as 

foreseen, more recently ―Adapt It software was designed by SIL‘s Bruce Waters as a 

translation adaptation tool for use by bilingual speakers‖ (SIL 2002).  MTTs can use 

Adapt It to transfer Scripture from another language they understand well into their own 

mother tongues, providing a very good draft translation.  Adapt It has proven much easier 

to use than CARLA, and although it was initially developed and used in the Pacific (in 

PNG and Indonesia), testing with Bantu languages (by SIL‘s Bantu Department) has 

produced very encouraging results (Boothe 2008:9-11).   

Training Mother Tongue Translators 

The paradigm shift from expatriate to MTTs has mandated a significant effort in 

the training of MTTs.  Karl Franklin (1975), David Gela (1986) and Arden Sanders 

(1988) have described the development of training MTTs in Papua New Guinea, while 

Margaret Spielmann (1993) makes observations and recommendations regarding MTTs 

in Melanesia.  Abadiano‘s (1990) study of the NBTOs in PNG, Nigeria and especially the 

Philippines also provides insight into the training of MTTs in those countries.4   

                                                 
4 All of these studies (except Franklin) were also done under Shaw in the Bible translation degree 

program at Fuller Seminary‘s School of World Mission (now School of Intercultural Studies).   
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Training MTTs for Translation 

Franklin, an SIL leader in PNG, was one of the early voices for the need for 

training geared specifically for MTTs.  During 1980-82, the training program for MTTs 

in PNG was completely revised: the course time was shortened from one year to eight 

weeks, the teaching methodologies and course content were revised to be aimed for 

MTTs and included applied linguistics, typing and other practical skills (Gela 1986:57ff).   

Sanders‘ study also contributed to revisions in MTT training in PNG, particularly 

in finding that the PNG students he tested ―overwhelmingly preferred apprehension 

(especially the Accommodator [Concrete-Experimental] elementary learning style) over 

comprehension‖ (Sanders 1988:193).  Significantly, this finding was almost the exact 

opposite of the Assimilator (Abstract-Reflective) Kolb learning style that was preferred 

by most of the expatriate translators he tested.   

All the aforementioned studies underline the crucial need and importance for the 

training and mentoring of MTTs by experienced and qualified personnel.  However, as 

noted earlier, the training needs for MTTs (as insiders) may differ significantly from that 

of expatriate translators.  For example, as Gela (1986:20) notes, MTTs usually need more 

input on Biblical cultures, languages and background than is provided by a typical SIL 

training program.  In addition, the training methods need to be made more context-

appropriate and experiential, such as through on-the-job training, seminars and 

workshops, and apprenticeships.   

Despite the helpful insights for MTT training provided by the above studies, I 

found that they mostly focused on translation training and generally neglected to address 

linguistic training.  I now turn to several trainers who have provided both a strong 

rationale along with practical methods for training native speakers, Africans in particular, 

for linguistic research.   
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Training MTTs in Morphology and Phonology 

Ursula Wiesemann (1988, 1989; 2002) developed the ―Discover Your Language‖ 

(or Découvre Ta Langue (DTL), in French) methodology for training Africans to conduct 

linguistic analysis in their own mother tongues.  I personally assisted Wiesemann in 1991 

when she was leading a DTL seminar in Portuguese for native speakers of Angolan 

languages (all Bantu) at the Instituto de Línguas Nacionais in Luanda, Angola.  It was 

inspiring to see the participants excited to literally discover characteristics of the 

grammars of their own languages.   

Constance Kutsch Lojenga‘s (1996b) ―Participatory Research in Linguistics‖ 

builds upon Wiesemann‘s DTL methodology, particularly in phonology, guiding mother 

tongue speakers in studying the sounds of their own languages, in order to identify the 

contrasting sounds (including ATR and length for vowels) and distinctive tone.   

Kutsch Lojenga says, ―A practical aim of phonological analysis is a readable 

orthography—one which marks all relevant distinctions, which responds to native 

speaker intuition, and which is acceptable in the eyes of the native speakers‖ (1996b).  

For doing participatory research of the sound system of a language, she ―recommend[s] a 

minimum of 1,000 lexical items in order not to miss sounds, contrasts, or instances of 

complementary distribution.‖   

Scribes ―wr[i]te down the items in whichever way they [a]re able, based on their 

knowledge of the language of wider communication‖ and divided up between nouns and 

verbs.  ―[T]he first phase of the phonology needs to be worked out on the basis of 

monomorphemic5 forms, or roots within words which may have obligatory prefixes or 

suffixes‖ (Kutsch Lojenga 1996b).  Then piles of words are gone through systematically 

(starting with the vowels) to decide whether the sounds that are written the same are 

                                                 
5 A monomorphemic word consists of a single morpheme (Aronoff and Fudeman 2005:239).   
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actually the same or different, whether for ATR (such as /e/ versus /ɛ/) or length ([a:] 

versus [a]) for vowels, or tone melodies (such as H, HL, LH or L) for words.   

The key features of both Wiesemann‘s and Kutsch Lojenga‘s methodologies are 

that they are designed for guiding insiders (native speakers) to study and describe, in 

groups, the grammar and phonology of their own languages, in contrast to most other 

training methodologies for linguistics, which are designed for individuals learning to 

study languages as outsiders.   

More recently, Oliver Kroeger (2009) has extended and developed the DTL 

methodology and also taken advantage of the many similarities between Bantu languages 

in his two-week Discovery workshop program (Appendix G includes the lecture topics), 

to train mother tongue Bantu speakers to study and describe the grammar (especially the 

morphology) of their own languages.   

SIL International has developed specific ―Course Learning Objectives‖ for 

various domains, including morphology (included with syntax), phonology, orthography 

(included in literacy) and phonetics.  Since these objectives need to be considered for any 

SIL-associated training, I have included them in Appendix D for reference.   

Global Phonology 

Another important resource regarding linguistic training methodology, 

particularly for phonology is the Global Training course for Phonemics and Generative 

Phonology, taught at the UK-SIL training in Horsleys Green from 1986 to 1992  

(D. Morgan 2007).  Although not designed specifically for the analysis of one‘s own 

mother tongue, it was geared for teaching global learners the basic concepts and 

procedures of phonology, including contrast and variation (identifying basic phonemes), 

syllable structure, and distinctive tone, along with giving an introduction to Generative 

Phonology, including (binary) distinctive features, processes and  natural classes.   
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From the introduction to the first part of the course: 

You may all be wondering what this course is all about.  It‘s [sic] 

purpose is to help you take the Phonetic data you learned to gather in the 

Phonetics course and to analyse or make sense of what you have.  We will 

begin our studies by using a theory known as Phonemics….   

Using Phonemics will help you organise your data to see what 

sounds you have and may help you find ones that you have missed.  Good 

Phonemic analysis will help you improve your pronunciation of the 

language.  Thirdly, Phonemics will help you make some of the important 

decisions about the letters to use in the orthography or spelling system of 

the language (Gilley 1990).   

There are several important points to note from this introduction.  First, it 

explicitly ties phonology in with phonetics, while also distinguishing them.  Similarly, it 

also explains how phonology connects with orthography development.   

Second, it gives an overview of what Phonemics is about and its usefulness: it 

will ―help you organise your data‖ and ―analyse or make sense of what you have‖ in 

order ―to see what sounds you have‖ and it ―may [even] help you find ones that you have 

missed.‖  And for people who are not working in their own language, it explains that 

phonology ―will help you improve your pronunciation of the language.‖   

The introduction to the second part of the same course explains how although 

Phonemics is helpful for ―organising large bodies of language data and getting out the 

segmental phonemes and their variants,‖ it ―has virtually no explanatory power‖ and is 

inadequate for addressing many issues, like phonologically-conditioned morpheme 

variants, ―while generative phonology handles even the difficult problems in morpho-

phonemics very naturally and insightfully‖ (Gilley 1990:67)!   

While this may be an overstatement, the introduction goes on to explain why it is 

also important to understand Generative Phonology in order to understand what others 

have written about phonology, including Lexical Phonology, Autosegmental Phonology 

and Metrical Phonology.  I agree whole-heartedly.   
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Regarding the Global Phonology course, Gilley wrote: ―I used teaching by 

analogy a lot, using examples from one language and getting them to find similar things 

in their languages.  After they had the idea of what we were doing, I explained the theory 

and reasons for its importance. That also seemed to work very well.  They had a very 

general overview, then a practical job and finally a theoretical basis‖ (2007).   

Bantu Workshops and Tools 

More recently, SIL‘s Bantu Department has developed various research tools for 

use in conjunction with several workshops held in Tanzania, to assist groups of mother 

tongue Bantu speakers to study and describe their own languages, including the objective 

to develop at least a preliminary orthography for each language.  The Bantu Orthography 

Manual (BOM) is designed to be used after the Bantu Phonology Tool (PTEST) helps to 

produce a ―Bantu Phonology Research Report‖ for the specific Bantu language being 

studied.  In addition, the Bantu Literacy Tool can be used subsequent to the BOM, ―to 

help you actually develop a primer‖ (Schroeder and Schroeder 2009:1).   

The BOM (L. Schroeder 2008) also provides a thorough and helpful checklist of 

phonological features and phonological processes to investigate for particular Bantu 

languages.  Excerpts from its table of contents are included in Appendix G.   

Summary of Training MTTs 

In this section, I discussed the importance of training MTTs for translation and 

specifically in morphology and phonology.  I discussed various models for such linguistic 

training for Africans and others, including ―Discover Your Language/Participatory 

Research,‖ ―Global Phonology‖ and the use of ―Bantu Workshops and Tools.‖   

Before the next part on my methodology and research, I discuss the initial 

theoretical foundation for my case studies.   
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Initial Theoretical Foundation for Field Research 

In order to propose more effective training methods and content in linguistics for 

mother tongue Bible translators, I decided to research what was being taught and how, in 

present training programs in linguistics for African Bible translators.  I also sought to 

study how and why these training programs had been adopted, developed and revised, 

both in terms of course content and instructional methods.  To do so, I decided to conduct 

case studies of three present translation training degree programs in Africa.   

Any research, whether primarily inductive or deductive, must begin with a 

theoretical foundation, in order to provide a grid for the research questions as well as for 

(at least initially) interpreting the data.  The results ideally confirm the theoretical 

foundation, but as well can lead to new theoretical developments.   

My theoretical foundation for analyzing the case studies was based primarily on 

two pillars: (1) Silver, Strong and Perini‘s (2000) Integrated Learning model (learning 

styles plus multiple intelligences, and thus relevant for both methods and content) and  

(2) Ward‘s (1973) six levels in adapting instructional material to a different culture.  Two 

other models also gave significant insights—Shaw‘s (1988) Transcultural Factor and 

Chinchen‘s (1994) Patron-Client model—but I do not use them in my analysis.  

However, I do address them again later in my discussion of theoretical development.   

Summary 

In this chapter, I have reviewed the most relevant concepts in the precedent 

literature regarding the intercultural training of MTTs.  This has included the importance 

of understanding: students‘ preferred learning styles, particularly global versus analytical; 

teacher-student roles, especially the patron-client model; multiple intelligences, including 

those beside verbal-linguistic and logical-mathematical; and the levels and challenges of 

adapting training materials transculturally.   
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In addition, I reviewed the recent paradigm shift in Bible translation, returning to 

having more translations done primarily by MTTs, and then some studies regarding the 

training of MTTs, especially in grammar and phonology, and in particular for speakers of 

Bantu languages.  I concluded by discussing my initial theoretical framework, based 

primarily on the Integrated Learning model and Ward‘s six levels in adapting 

instructional material to a different culture.   

 



 

 

 

PART II 

 

RESEARCH AND FINDINGS 

FROM THREE CASE STUDIES 

In this part, I discuss the multi-case study methodology I used in my research, and 

then present the results and findings from three case studies of translation degree training 

programs in Africa, followed by cross-case comparisons of the case studies.   



 

90 

CHAPTER 3 

 

METHODOLOGY 

For my field research, I conducted three case studies of translation training degree 

programs in Africa.  In this chapter I begin with a discussion of qualitative research in 

general and then discuss in more detail case study methodology, including my rationale 

for using it, my criteria for selecting the case studies and the protocol for the case studies.  

I conclude this chapter with a discussion on data analysis, including cross-case analysis.   

Qualitative Research 

While quantitative data is usually numerical and/or quantifiable, ―Qualitative data 

cannot readily be converted to numerical values‖ (Yin 2003b:33).  While research in the 

social sciences may be quantitative, much, perhaps most, including this present study, is 

qualitative.   

Research Methodologies 

Various research methodologies are used in the social sciences.  For qualitative 

research, the most common methodologies include: ethnographic research (especially 

participant observation), interviewing, focus groups and case studies.  James Spradley 

(1979, 1980) has written the classic key texts for both ethnographic interviewing and 

participant observation respectively, while David Fetterman (1998) is a useful more 

recent text for doing ethnographic interviews.  For focus groups, David Stewart, Prem 
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Shamdasani and Dennis Rook (2007) and David L. Morgan (1997) are both very useful., 

while for case studies, Robert Yin (2003a, 2003b) are the key texts.   

Validity and Reliability 

While qualitative research may be subjective, it should still be rigorous.  For any 

research, whether qualitative or quantitative, the researcher needs to be concerned about 

both reliability and validity.  Reliability is ―The consistency, repeatability, replicability or 

stability of the design and methods of a research project.  A reliable research instrument 

will produce the consistent results with what it is intended to measure‖ (Elliston 

2008:142).   

Reliability emphasizes the quality of the data and thus is a pre-requisite for 

validity, that is ―The quality of the design, data collection and analysis, conclusions, and 

recommendations of a study[:] that it indeed does address what it claims to address‖ 

(Elliston 2008:145), while Bernard adds: ―Validity refers to the accuracy and 

trustworthiness of instruments, data, and findings in research.  Nothing in research is 

more important than validity‖ (2002:49).   

Therefore, while various methods (especially participant observation, 

ethnographic interviews, focus groups and case studies) may be used for conducting 

qualitative social science research, whichever methods are used, rigorous care should be 

taken in order for the design, instruments and findings to be both valid and reliable.   

Case Study Methodology 

I chose to conduct three case studies for my field research.  In this section I first 

give: (1) a brief introduction to case study methodology, (2) my rationale for using it for 

this research, (3) my criteria for choosing the locations for my three case studies and  

(4) the case study protocol used for my research.  Then, I discuss the analysis of the 
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individual case studies as well as the cross-case analysis, since I am using multiple-case 

study methodology.   

Introduction to Case Study Methodology 

Case study is often considered a ―weak sibling among social science methods‖ 

(Yin 2003a:xiii), but Yin argues that its popularity indicates its usefulness and that it can 

be a ―rigorous method of research.‖   

Yin describes the advantages and disadvantages of case studies and other methods 

and when to use different strategies.  He discusses the five components of case studies 

(research questions, propositions, units of analysis, logic linking data to propositions and 

criteria for interpreting findings), in order to integrate theory to the design and analysis.   

Case study methodology enables a researcher to collect data (qualitative and/or 

quantitative) using more than one method.  For my research I used case study 

methodology, to collect (mostly) qualitative data from: (1) archival records (for 

background/history), (2) ethnographic interviews (with students and trainers),  

(3) participant observation (sitting in on classes), and (4) focus group interviews with 

current and former students, where through their interaction with each other, the 

participants generally were able to share more in-depth.   

Case studies can be exploratory, descriptive, explanatory or evaluative.  For this 

research, I was seeking to further develop and extend my initial theoretical framework, 

which I discussed in the previous chapter.  Therefore, these case studies are at least partly 

explanatory.  However, they also include elements of evaluation, particularly in the case 

of PAC, where SIL‘s involvement in the TDP has now ended.   
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Rationale for Using the Case Study Approach 

Why do case studies?  Yin (2003a) argues that case studies are useful for 

investigating contemporary phenomenon within real life contexts, and with care they can 

be a rigorous research method.   

In addition, case study methodology can bring: (1) increased reliability by 

triangulation, that is, data collected by more than one method; and (2) increased validity, 

by doing three case studies of training programs in similar but varying contexts (such as 

geographic and level of instruction).   

As I indicated toward the end of the previous chapter, for my initial theoretical 

foundation, I have primarily used Ward‘s (1973) six levels in adapting instructional 

material to a different culture, along with input from several other models.   

Regarding my research questions and theory to be developed/extended, basically I 

wanted to look at how the training programs have been adopted and adapted, from the 

primarily Western SIL content and methods, into the African contexts, specifically:  

1. How has the original curriculum for overall translation degree programs in 

Africa, as well as for particular courses, been chosen and developed? 

2. How have the overall translation training programs been revised, and why? 

3. How has the curriculum for particular courses been revised, and why? 

4. What additional modifications (in content and methods) are still needed/ 

recommended by lecturers and students for improved effectiveness? 

Criteria for Case Study Selection 

I chose to conduct three case studies of formal translation training programs for 

MTTs in Africa: two in Nairobi, Kenya (at Pan Africa Christian University (PAC) and 

Nairobi Evangelical Graduate School of Theology (NEGST)), and a third one, at 

Theological College of Northern Nigeria (TCNN).  My first case study was conducted at 
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PAC, mostly between December 2007 and March 2008, but some interviews with former 

students went into May and early June.   

PAC was a significant case study, because it was: (1) the first Anglophone B.A. 

translation degree program (TDP) started by SIL, (2) well-established, having been going 

for nineteen years, and (3) closing down (at least SIL‘s active involvement in it).  

Therefore, I was able to study its beginnings (the founder, Ronnie Sim, was still in 

Nairobi, at NEGST), its development and its closure.   

The second case study, conducted between January and April 2008, was the TDP 

at NEGST, which is similar to PAC in that it is the first Anglophone M.A. SIL TDP, 

actually begun by the same person who started the PAC program, with a very similar 

curriculum.  The main difference from PAC is the academic level, both of the incoming 

students and of the lecturers, and the consequent higher expectations for the graduates.   

My third case study, conducted in April 2008, was originally to be in either 

Congo or Angola (both in central Africa), but the Congo program was only beginning 

that September, while the Angola program (Bible Societies-sponsored, with some SIL 

input) was no longer functioning.  So, instead, I chose to study the TDP at the 

Theological College of Northern Nigeria (TCNN), located just northwest of the Bantu 

language zone.  The ―mother‖ Bantu language originated near the Nigeria/Cameroon 

border, and most Nigerian languages belong to the Benue-Congo family, with thirty-four 

Nigerian languages belonging to the Southern Bantoid branch of Benue-Congo, which 

also includes the (Narrow) Bantu languages (Lewis 2009).   

The TCNN TDP has an Anglophone B.A. program, as well as a three-year M.A. 

program.  This B.A. program was only in its third year (the M.A. program was in its 

second year), but has incorporated some new ways of teaching, including semester-long 

field practicum courses spent away from the college (after three semesters on campus), 

with supervision via monthly trips back to the college.   
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Case Study Protocol 

In order to increase the reliability, each of the three case studies followed the 

same basic protocol, although not always to the same depth.  Data collection included:  

(1) archival research, especially from documents about the programs and courses;  

(2) ethnographic interviews, with current and former students and trainers; (3) participant 

observation, including sitting in on particular classes as well as general observations; and 

(4) student focus groups designed to corroborate findings from the other methods.   

Archival Research 

For the case study of each training degree program, I collected relevant 

documents, concerning the overall program, students, and individual courses.  The degree 

of access varied between the programs, but in general access was granted to me for such 

documents.  Because of my research interest, I was especially concerned to locate 

documents concerning the original purposes and proposed structures for the programs, as 

well as significant revisions and changes that had been made and why they were made.   

Ethnographic Interviews 

I used the same interview guides for the ethnographic interviews in each of the 

case studies, which are included in Appendix E.  For each training program, I sought to 

interview former and current students and trainers.  The interviews were all conducted by 

me, either in person or over the phone.  The only exceptions to this were that my wife 

interviewed me, and one former PAC trainer requested to answer the questions in the 

interview guide via email.  Most interviews lasted on average about one hour.  Most of 

the student interviews lasted less than one hour, while most of the trainer interviews 

lasted more than one hour, up to two hours maximum (with the founder of the PAC and 

NEGST programs).   
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Each of the interviews were taped using a digital voice recorder (except in a small 

number of cases when the recording failed), so that quotes could be verified and 

transcriptions could be made.   

Appendix E also contains the ―Supplementary Interview Guide for Developers of 

Original Curriculum,‖ used only with those trainers who were involved in developing the 

original curriculum, whether for whole programs and/or individual courses.   

Participant Observation 

For each of the training programs, I observed several classes, especially, where 

possible, those involving morphology (grammar) and phonology.  In general, I sat in on 

about three to six hours for each course, and participated where the trainer invited me to 

do so.  In addition, I had many informal conversations, attended chapels, and generally 

observed what was happening on campus.  In the case of TCNN, I was also able to 

accompany the course director and his wife to observe one of the M.A. students in his 

field practicum location.   

Focus Groups 

I conducted at least one focus group with students (ideally graduates) from each 

of the training programs.  In the case of TCNN, since there were not yet any graduates, 

my primary focus group was with the non-first year B.A. and M.A. students, all of whom 

were participating in field practicum courses.1  In the case of the NEGST and PAC focus 

groups, I arranged for a lunch to be provided.  Each focus group lasted 60 to 120 minutes.   

I developed the ―Focus Group Interview Guide‖ by adapting some of the most 

relevant questions from the ―Student Ethnographic Interview Guide‖ (both included in 

                                                 
1 I also conducted individual ethnographic interviews with each of the non-first year TCNN 

students. 
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Appendix E).  They were all recorded using a digital voice recorder, and the PAC and 

NEGST focus groups were also videotaped, to verify quotes and also to be transcribed.   

Data Analysis 

Before deciding how to analyze data, two fundamental questions need to be 

addressed:  

1. Are the data primarily quantitative or qualitative? 

2. Is the data analysis to be primarily inductive or deductive? 

The first question is relatively easy to answer for my research, since it is predominantly 

qualitative.   

For qualitative data analysis, the second question deals with whether the process 

of identifying themes is primarily inductive (or open) coding, as in Grounded Theory, or 

deductive coding, as in Content Analysis (Bernard 2002:464).  Bernard goes on to say 

that ―Inductive research is what you do when you‘re in the exploratory and discovery 

phase of any research project,‖ while ―Deductive research is what you do in the 

confirmatory stage of any research project‖ (2002:464).   

Since my case studies are primarily explanatory (rather than just exploratory), my 

data analysis is partially deductive, and therefore my initial coding themes derive from 

my research questions.   

However, Bernard further notes that:  

 

Willms et al. (1990) and Miles and Huberman (1994) suggest starting with 

some general themes derived from reading the literature and adding more 

themes and subthemes as you go.  This is somewhere between inductive 

and deductive coding.  You have a general idea of what you‘re after and 

you know what at least some of the big themes are, but you‘re still in a 

discovery mode, so you let new themes emerge from the texts as you go 

along (2002:464-465).   
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This middle road seems to be most appropriate for the analysis of the data I have gathered 

in my three case studies.   

Yin in his chapter on ―Analyzing Case Study Evidence‖ states: ―The first and 

most preferred strategy is to follow the theoretical propositions that led to your case 

study‖ and ―This proposition is an example of a theoretical orientation guiding the case 

study analysis.  Clearly, the proposition helps to focus attention on certain data and to 

ignore other data‖ (2003a:111, 112).  For analyzing Focus Groups, D. L. Morgan also 

discusses ―Coding the Data‖ and ―Interpreting the Data‖ (1997:60, 62).   

Since my theoretical foundation is primarily based upon two models—the 

Integrated Learning model and Ward‘s six levels—my method for analyzing the data will 

similarly be two-pronged, first using: (1) a modification of Silver, Strong and Perini‘s 

Learning Styles-Multiple Intelligences matrix to identify the styles and intelligences 

already being addressed and which ones still need to be, and then (2) Ward‘s six levels 

for adapting instructional material as a rubric.   

The four focus groups and some key ethnographic interviews provided the most 

data, but the archival material and my personal observations were also analyzed.  The 

results from the various methods ideally increase their reliability through triangulation.   

I began my data analysis with the Focus Groups, and then went on to my 

Participant Observation, Archival Records and Ethnographic Interviews.  I began with 

the focus groups, because: 

1. Focus groups can provide rich data from the participants‘ interaction.   

2. Three of the focus groups were with graduates or more experienced students.   

3. All four focus groups were transcribed (transcriptions included in Appendix F).   

I went through the focus groups transcriptions using the modified learning styles 

and multiple intelligences matrix, noting which styles and intelligences were addressed, 

as well as the (perceived) need for other learning styles and intelligences still to be 



99 

 

addressed.  For the other methods for gathering data—student and trainer ethnographic 

interviews, archival documents and the participant observation—I followed a procedure 

similar to that for the student focus groups, to identify the presence of and/or perceived 

need for various learning styles and intelligences.  The overall results from this analysis 

are presented for each case study.   

In the other part of my analysis, since I used Ward‘s six levels as a rubric, those 

same six levels provide the initial themes for my coding.  Therefore, I expected to find 

the following general indicators and major factors: 

1. Students‘ (and teachers?) fluency and ability in the language of instruction 

(English or French or another language) 

2. Vocabulary issues (such as too difficult or too technical) 

3. Relevant examples and exercises, preferably from local/African context 

4. Pedagogical methods and student/teacher expectations of Africans 

5. Content connects with/relevant to Local/African Cultures/worldviews 

6. African students‘ learning styles (generally more global/wholistic) 

In addition to these general areas, I expected my data analysis to reveal other indicators.   

I then went through each of the responses and coded them for the topic, such as: 

Practical training, Fieldwork, Group work and Trainer-student relationships.  After 

coding each response, I then grouped related topics together, such as Practical training 

with Fieldwork, and Group work with Study groups.  Finally, I tabulated the topics that 

were repeated most and listed them as key factors.   

For analyzing the student and trainer ethnographic interviews, I followed a 

procedure similar to that for the student focus groups, while for the archival documents 

and the participant observation, I used a more abbreviated procedure, still noting the 

occurrence of indicators predicted by Ward‘s six levels, as well as any other indicators.   
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After analyzing and identifying the key factors and indicators for each case study, 

I compiled a list of the factors and indicators that are repeated by appearing in the results 

of more than one method.   

Cross-Case Analysis 

Since there are many similarities as well as some differences between the contexts 

and content of each of the training programs, both similarities and differences appear in 

the analysis of the data.  Ideally, the results from the three case studies, in similar but 

varying contexts, increase the validity of my analysis.   

Therefore, after analyzing each case study individually, I also do a cross-case 

analysis, following the recommendations in Yin (2003a:134-137).  My purpose in this 

analysis was to examine and explain at least some of the similarities and differences 

between the case studies.   

Again, I compare and contrast the results from the three case studies, both from 

using the learning styles-multiple intelligences matrix and Ward‘s six levels as a rubric.   

Summary 

In this chapter I began by looking at qualitative research methodologies in 

general.  Then I discussed case study methodology, including my rationale for using case 

studies, my criteria for choosing the case studies, the protocol I used with each of the case 

studies, and then data analysis, both for individual case studies and cross-case analysis.   

In the next three chapters, I present the three case studies themselves, with the 

findings that emerged from my analysis.   
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CHAPTER 4 

 

CASE STUDY 1: PAN AFRICA 

CHRISTIAN UNIVERSITY 

From December 2007 through June 2008, I conducted three case studies of 

translation degree programs (TDPs), at Pan Africa Christian University (PAC), Nairobi 

Evangelical Graduate School of Theology (NEGST) and Theological College of Northern 

Nigeria (TCNN).  I began my case studies with the TDP at PAC, where I had also taught 

for five years since 2001.   

In this chapter, I begin with an introduction to the PAC case study and then give 

an analysis of the data using the learning styles-multiple intelligences matrix, followed by 

a discussion of the interaction of the repeated key factors with Ward‘s six levels.  I 

conclude with a summary of the case study results.   

Introduction to the PAC Case Study 

Pan Africa Christian (then) College was founded 30 years ago, by the Pentecostal 

Assemblies of Canada, initially for the training of pastors.  In February 2008 PAC was 

granted a university charter by the Kenyan Council for Higher Education (CHE).  In 

addition to the original B.A. program in Bible and Theology, PAC now offers B.A. 

programs in Bible and Translation Studies, Counseling and Business Leadership.  PAC 

also offers an M.A. in Leadership and a post-secondary Youth Discipleship Program, and 

plans to continue adding new programs.   

The TDP at PAC began twenty years ago, in 1989, with SIL member Ronnie Sim 

as the founder.  Over the years, almost one hundred PAC students have been part of the 
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TDP.  From records, I was able to identify by name eighty-five students (sixty-nine men 

and sixteen women) who have been in the PAC TDP for at least one year.  Fifty-six 

students graduated (or will graduate) with a B.A. in Translation Studies (B.A.T.S.) 

between 1993 and 2010: Forty-three of these were men, thirteen were women.  Seventeen 

were Sudanese, sixteen were Kenyan, seven were Ethiopian, three were Eritrean, two 

students each were from Côte d‘Ivoire and Burundi, and one student each were from 

Rwanda, Botswana, Congo, Nigeria, Liberia, Uganda, Senegal, Cameroon and Tanzania.   

In addition, eighteen students graduated with a two-year diploma in Translation 

Studies and two with a one-year certificate.  Eighteen of the twenty were men, two were 

women.  Two of the men returned to PAC later on to earn their B.A.T.S.   

Three other observations about the students in the PAC TDP: 

1. The students were overwhelmingly male (69/85 = eighty-one percent).   

2. Students came primarily (62/85 = seventy-three percent) from four countries in 

northeast Africa (Sudan 21, Kenya 19, Tanzania 14, Ethiopia 8).   

3. Half of the twenty certificate graduates were from Tanzania, while only one 

Tanzanian graduated with a B.A.T.S.   

Participants in the PAC Case Study 

I begin with a summary of the participants in the PAC graduates focus group and 

the ethnographic interviews with students and trainers.   

PAC Graduates Focus Group 

Five PAC TDP B.A. graduates participated in this focus group: three women and 

two men.  Their ages ranged from thirty-four to fifty-eight, with a median of thirty-six.  

Only one student had translation experience before entering the PAC TDP program, 

while three have done translation work since graduating from PAC.  Two have since 
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gone on for further training at NEGST, and may eventually become translation 

consultants or trainers.   

Therefore, the participants‘ genders, ages and translation experience before and 

after the TDP represent a broad spectrum.  However, since they were all Kenyans and all 

from the same ethnic group, this limits the validity of this focus group.   

Student Ethnographic Interviewees 

I conducted ethnographic interviews with eight current and eight former PAC 

students, for a total of sixteen: thirteen of whom were men and three women.  Their ages 

ranged from twenty-three to forty-five, with a median of thirty-nine.  The vast majority 

were from Kenya (ten out of sixteen: sixty-four percent), while four were from Sudan, 

and one each from Rwanda and Botswana.   

Six had translation experience before studying at PAC, while four graduates have 

begun working in translation since leaving PAC.  Two of the PAC graduates are 

presently studying in the M.A. program at NEGST, but their comments are primarily 

included here, except for those that are specific to NEGST.   

Trainer Ethnographic Interviewees 

I interviewed all four current and five former PAC trainers.  There were seven 

women and two men, their ages ranging from forty-two to seventy-one with a median of 

fifty-seven years.  Four were American, three were British, one was German and one 

Rwandese.  So, a significant majority (seventy-eight percent) of those interviewed were 

women, while eight (eighty-nine percent) were Western (from USA or Europe), with only 

one from Africa.  Both of these overwhelming majorities represented well the overall 

trainers at PAC.   
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Three of these PAC trainers had also taught at NEGST; in fact, one of them was 

the founder of both TDPs.  Most of them had received little cross-cultural training (other 

than at SIL) before coming to Africa, although most of them had quite a bit of Africa 

experience before coming to PAC.  Two-thirds of them had formal training in teaching 

(several took the Learning that LASTS course after coming to PAC).  Several of them, 

especially the earlier ones, had taught many different courses, although most eventually 

specialized in certain areas, such as Phonology, Translation or Grammar.   

Participant Observation 

I observed only one course at PAC, Grammar 2, because unfortunately, Phonetics 

and Phonology were not taught that academic year.  I attended three sessions on 

Morphology, totaling four hours.  The course was taught by a Rwandese M.A. graduate 

of the NEGST TDP program, and there were two students (both mother tongue speakers 

of a Bantu language): one from Kenya and the other from Botswana.   

Archival Records 

I was given free access to literally hundreds of pages of PAC TDP archives, 

including student records1, various correspondence, textbooks and other course materials.  

Particularly significant were those regarding the adoption and adaptation of the overall 

TDP curriculum as well as the curriculum of particular TDP courses, especially 

Phonology, Grammar and Applied Language Fieldwork (ALF).   

                                                 
1 In Kenya, such access for lecturers to student records is not considered unethical.  Even so, I 

have been careful to maintain the anonymity of all the students.   
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Findings Using the Styles-Intelligence Matrix 

Based on my analysis using a modified matrix for learning styles and multiple 

intelligences from the Integrated Learning model, I consider first learning styles, then 

multiple intelligences, and finally other findings which were not necessarily predicted by 

the Integrated Learning model.   

Learning Styles 

In addition to the four learning styles—Mastery, Interpersonal, Understanding and 

Self-Expressive—used in the Integrated Learning model, I begin with the binary learning 

styles—Global/Relational versus Analytical/Linear—since they were often indicated or 

referred to explicitly.   

Global/Relational 

PAC students expressed an appreciation for courses which gave an overview or 

tied other courses together: ―Introduction to Language … laid a foundation and I 

understood what language is all about‖ (PGF12); ―I enjoyed Exegesis … [it] bring[s] 

[together] all that I had gone through in the other translation courses‖ (PGM2).  They also 

felt that trainers needed more wholistic training, beyond linguistics: ―more theology 

training, to integrate with the language work‖; ―Bible translation and language 

development is more than an academic task.‖  Also, courses need to be tied together, as 

one trainer wrote, ―morphosyntax needs some phonological understanding.‖   

PAC trainers also felt the need ―to present a better balance between learning 

styles: Global/Synthetic and Linear/Analytical‖ (PTM6): ―I have had to adapt my 

                                                 
2 The first letter identifies the TDP (P for PAC, N for NEGST, T for TCNN).  The second letter identifies 

the interview type (S for Student, T for Trainer, G for Focus Group (for TCNN only: PG for Practicum, FG 

for First Years)).  The third letter identifies gender (M or F).  A number may identify a particular person 

(not identified for focus group interviews at TCNN).  See Appendix F for the Focus Group responses.   
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teaching style to the way students learn best‖ (PTF8); ―Every student thought I was too 

theoretical, so I changed my system‖ (PTF7); ―Global approach seems to work….  I 

outlined for students what we were going to do, then refer back to the outline‖ (PTF9); 

―[I] began to give them the big picture (goal) and then details‖ (PTF5); ―Africans tend to 

be more holistic: to see how Bible translation fits into the ‗whole picture‘ of God‘s plan 

to communicate cross-culturally and enculturate the Gospel‖ (PTF1).   

One trainer ―wondered whether global learning style was a disadvantage for 

studying linguistics‖ (PTF1), while another felt that the ―issue [was] not really linear 

versus global, but rather critical thinking‖ (PTM5).   

The one PAC trainer I observed made many connections between daily topics and 

other courses and with her own life.  Significantly, this trainer was an African.   

Analytical/Linear 

PAC students felt that: ―our courses, both at PAC and NEGST, they are very 

theoretical‖ (PGF1).  The PAC trainers generally agreed that analysis was difficult for 

most students: ―Students lack skills in analysis, analogy, inductive thinking‖ (PTF5); 

―Many students struggle with analysis in general….  Weakness in English complicates 

analysis‖ (PTM2); ―[the] area of critical thinking is very neglected in their own 

background….  All trainers would agree that this is frustrating‖ (PTM6).  Many of the 

students were also frustrated by this: ―making a tree diagram [is] very analytical.‖   

Mastery (Thinking-Sensing) 

The importance and use of this learning style was clearly evident among both 

students and trainers.  Relevant examples and exercises were crucial: ―I started with 

examples and then moved to theory, which I still do today‖ (PTF7); ―Abstract concepts 

cannot be taught successfully without good concrete examples to aid their learning‖ and 
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―I needed to find ways to add more exercises that engaged students … to connect 

material to their situation‖ (PTF8).   

It was also crucial to: ―Make sure you demonstrate before having them do it 

alone‖ and ―Clear and complete instructions [are] needed, preferably same as done in 

class‖ (PTF5); ―For exercises: model process, [a] model answer [is] necessary but not 

sufficient for some students‖ (PTM2).   

Just ―lots of memorizing‖ (such as for Greek) was soon forgotten after being 

tested (―like memorizing a Swahili song, without understanding it‖).   

A strongly felt need, especially among students, was for courses to be more 

practical, and in particular, for a field practicum to be incorporated into the training 

program: ―We never had any practical training…. if anything can be done to make the 

translation course more practical, where we go and experience a situation‖ (PGF1); 

―Translation should be connected to the fieldwork‖; ―See it practically in a village….  

Gives a clear picture of expectations.‖   

Although the program has no field practicum, several more applied courses were 

added to the training program, including Orthography, Phonology Project, ALF 

(Grammar Project), Translation Project and Program Planning.   

Understanding (Thinking-Intuition) 

Recognizing the significant overlap between this learning style and the binary 

analytical learning style, there were still several comments made by students and teachers 

which were most relevant to understanding.  Students were especially appreciative of 

courses which helped them to think deeply about language: ―it was quite an eye-opener, 

because it made me see in a very deep and real way what language is all about‖ (PGF1); 

―I‘m so different after doing translation than the way I understood things before‖ and 

―Those assignments really prepared people for real work, and also grasping of the 
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issues….  There was a lot of hard material, but that was helpful‖ (PGF2); ―when we were 

required to do our assignments that needed research….  You end up learning even more‖ 

(PGM2).   

Some students expressed frustration with Phonology in particular: ―I found 

Phonology very, very challenging….  But I really can‘t put my finger on the reason, but I 

kind of didn‘t grasp it as I did many other subjects‖ (PGF1).   

Teaching inductively seemed to bring more understanding: ―Inductive method 

works best….  Introduce a problem, why is it an issue‖ (PTM6); ―mov[ing] from 

examples to theory‖ (PTF7).   

One trainer (PTF9) questioned whether most students needed to understand 

linguistic theory: ―What are we trying to do?  Create linguists?  [We] need practical, 

applied courses….  Are we trying to train respectable theoretical linguists, or good field/ 

applied/descriptive linguists?‖  I believe most PAC trainers would answer that the greater 

need is for good field linguists, while a smaller number will develop as theoreticians.   

Interpersonal (Feeling-Sensing) 

This style significantly overlapped with the Global/Relational style.  It was by far 

the students‘ expressed preferred learning style: ―tackle a problem together in class, learn 

from others, especially those with translation [field] experience‖; ―you‘ll get an education 

from your fellow students‖ (PGF1).  Learning together as a group was very motivational 

and effective: ―I remember we did a song in Hebrew we presented in chapel.  That was 

very good.  We felt like Hebrew students!‖ (PGF3).   

Students feel that trainers need to ―encourage group interaction and group work in 

their teaching method….  Because even in our setting, group work is a very good 

traditional method‖ (PGM2); ―to us in Africa, relationship is very important.  You 

become part of us, understanding you better‖; ―Not just formal, lecturer work hand-in-
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hand, analyzing together how language functions….  Associate themselves with people, 

how they think, and their attitudes, so they can work well with people.‖   

One student (PGF1) was so frustrated with one course that she asked her son, 

―Please read this and now explain it to me.‖   

Self-Expressive (Feeling-Intuition) 

There was not much evidence for this learning style being targeted by trainers.  

However, many African students were quite Self-Expressive in their responses: ―he 

taught them a song … it was very nice….  It kind of broke the mystery of the language 

and you kind of felt, ‗Ah, kumbe!‘ [a Swahili expression of surprise]  You could almost 

speak this thing and enjoy it‖ and ―we don‘t have that … a male and a female [gender]: 

that‘s a new one – funny or something!‖ (PGF1).   

Summary of Learning Styles Findings 

My research at PAC demonstrated a clear mismatch between the students‘ 

preferred learning style—Global/Interpersonal—and the primary learning styles which 

trainers were targeting—Analytical/Understanding and its fellow Thinking learning style 

Mastery.  Both trainers and students expressed a general frustration with students having 

difficulty in developing critical and analytical thinking.   

Trainers generally recognized this mismatch and sought to adjust their 

methodology in order to train more effectively, by introducing several more applied 

courses, beginning with and referring back to ―the big picture‖ and giving more local and 

African examples and less theory.   

However, the students felt that much more still needed to be done, particularly in 

trainers promoting students working and learning together and trainers learning how 

much students want and value interpersonal relationships with them.  In addition, 
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students strongly recommended that courses be made much more practical and especially 

that a field practicum be integrated into the training program.   

Multiple Intelligences 

I used the Integrated Learning model‘s matrix to analyze the presence or absence 

of H. Gardner‘s eight intelligences (including Naturalist).   

Verbal-Linguistic 

Clearly much of the content of the whole training program addressed this 

intelligence, including sounds, grammatical categories and structures, and specific 

examples from many languages.  In addition, this intelligence was the primary one used 

in the process of training, whether hearing, reading, writing or speaking.   

Students observed that linguistics courses ―opened their eyes‖ to new discoveries 

about their own languages.  Lectures were the primary method for training, and although 

well-prepared lectures can be helpful (―moving students from point A to B‖; ―good for 

introducing concepts‖), their effectiveness was greatly increased when complemented by 

other methods (―need to combine lecture with something else‖), such as reading 

assignments before lectures (―helps a lot more than just having a lecture‖) and group 

discussions (―understand better what is taught‖).  Trainers used questions, to introduce 

new topics, promote discussion and verify that students understood.   

Students wanted more relevant African examples (―I didn‘t ‗get‘ the Russian 

examples‖) and ―more on Bantu grammar, African grammars.‖   

They had difficulty understanding some trainers (―we wouldn‘t understand some 

of his jokes‖), because of their speed of speech, or accent/pronunciation, which can 

―matter to trainees.‖   
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Logical-Mathematical 

The logical part of this intelligence was evident in the training program.  As 

discussed previously, this intelligence overlaps significantly with the Analytical learning 

styles (including Understanding and Mastery).  Trainers sought to develop logical 

reasoning and critical thinking, but most students struggled greatly with analysis, 

especially with their own languages; for many students ―abstract thinking is difficult: [we 

need to] move them to look objectively at their language‖ (PTF7).   

Spatial 

This intelligence was not targeted very often, except for the use of videos in the 

presentation of cultural topics, in which case it had a powerful effect on students: ―[the 

professor] showed us the film ‗My Big Fat Greek Wedding.‘  You see and that taught in 

that hour what might take ten lectures, for you to see the difference in cross-cultural 

things (PGF1)‖; ―[in] Biblical Cultures, we watched many videos whereby we could 

actually see … how the Israelites used to do, and when you‘re seeing it in a video, you 

understand more better than just reading in a classroom‖ (PGF3).   

In addition, the use of an overhead projector in Phonology helped students to 

―see‘ and better understand.   

Bodily-Kinesthetic 

The only time this intelligence was used was when an African trainer asked 

students to write examples from their own languages up on a blackboard.   

Musical 

This intelligence was also rarely targeted, except in the case of using songs to 

teach Hebrew: ―I remember we did a song in Hebrew we presented in chapel.  That was 
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very good.  We felt like Hebrew students!‖ (PGF3); ―he taught them a song … it was 

very nice….  It kind of broke the mystery of the language and you kind of felt, ‗Ah, 

kumbe!‘  You could almost speak this thing and enjoy it‖ (PGF1).   

Interpersonal 

As discussed previously, this intelligence overlaps considerably with the 

Interpersonal (Relational) learning style.  Students expressed a strong preference to study 

and work in groups and learn from each other: ―some [lecturers] … they‘re too clever.  

Sometimes they don‘t come to our level.  But you see, if you‘re at the same level, I can 

communicate.  My limitation is your limitation‖ (PGF1).  They also want to develop 

closer relationships with trainers: ―at Nairobi University, if you‘re going to defend your 

project, your teacher sits next door, because he has been able to walk and guide [you]…. 

that‘s why [students] pray hard to get a good supervisor who has time, walks with you 

chapter by chapter‖ (PGF1).   

Regarding content, students want more opportunity to take some electives in 

―people courses‖ like Human Relations, Philosophy, Psychology and Leadership, to 

assist with teamwork and public relations.   

Intrapersonal 

There was not much evidence for the targeting of this intelligence.  However, 

students expressed an awareness of how their translation training had changed them: ―you 

kind of ask yourself, what was I doing before I did translation?  Because you wonder 

whether the people who have not done translation really understand the meaning….  So, 

I‘m so different after doing translation than the way I understood things before‖ (PGF2).   
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Naturalist 

There was no evidence of this intelligence being targeted in the training program.   

Summary of Multiple Intelligences Findings 

The two intelligences most targeted by trainers were Verbal-Linguistic and the 

Logical part of Logical-Mathematical, while the least targeted were Naturalist, Bodily-

Kinesthetic and Intrapersonal.  Meanwhile, students most expressed their appreciation 

and excitement for the other three: Interpersonal, Spatial and Musical.   

While Naturalist may not be as relevant to the study of Linguistics (except 

perhaps for extending pattern recognition to domains like Semantics), Bodily-Kinesthetic 

and Intrapersonal could be developed more.  And it is evident that Interpersonal 

intelligence should be targeted much more, along with the Spatial and Musical 

competences, which are all very motivational and effective for most African students.   

Other Findings 

Several other key factors from the PAC TDP case study do not appear to easily fit 

into the Integrated Learning model‘s Style-Intelligences matrix, including: ability in the 

language of instruction (English), previous language experience, adequate textbooks, 

time constraints, and Insider versus Outsider perspective.   

Students‘ varying ability in English greatly affected their learning: ―Weakness in 

English complicates analysis‖ (PTM2); ―Remedial English … is a vital course for many 

of the in-coming students each year‖; ―Writing papers was always a problem, [including] 

plagiarism‖ (PTF7).  Lecturers also ―pulled down the language level‖ because of the 

―students‘ level of grammatical ability‖ and ―reduced reading in Yule [a textbook]‖ 

because of ―students‘ reading ability‖ (PTM6).  English ability does intersect with the 

Verbal-Linguistic intelligence, both in terms of content and means of training, but also 
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affects analytical ability and interpersonal relationships.  Thus, it appears to represent a 

distinctive contextual factor.   

Regarding the impact of previous language experience, one student (PSM2) 

asked: ―when the program was being initiated here, was it looking more to those who 

were from the field, or those who were fresh, never having been in the field?….  I think 

practical experience is an issue.‖  And trainers agreed: ―Students coming in with some 

translation experience have a substantially better idea of what we are trying to do: 

understand the bits because they know the whole.  In contrast, others have trouble seeing 

how it all fits together‖ (PTM6).  Again, previous language experience intersects with the 

Verbal-Linguistic intelligence, but also impacts global learning.  It is also a distinctive 

contextual factor.   

Trainers mentioned difficulties with textbooks: ―[We] lacked good and easy 

textbooks for some courses‖ (PTF4) and ―another challenge: it‘s textbooks.  Hard to get 

textbooks that the students can afford to buy and keep‖ (PTF9).  This affects Verbal-

Linguistic understanding, and is also a socioeconomic and sociocultural factor.   

One trainer felt that many students, particularly men, have trouble with ―time 

management and prioritizing‖ (PTM2), while another thought the ―program was 

overloaded with too many courses‖ (PTF4).  Students agreed that they needed more time, 

especially for courses like Greek and Hebrew (PGF2: ―every language requires a lot of 

time‖), but also for studying specific topics like grammatical tone: ―not easy to get an 

informed conclusion, even after Phonetics, Phonology, Grammar and Orthography.‖  

This factor interacts with learning styles, but also cultural views regarding time.   

The most significant factor not predicted by the Integrated Learning model is the 

impact of having an Insider perspective of one‘s own language versus having an Outsider 

perspective.  One trainer wrote that we should, ―treat phonology not the way we have 

always done it at our SIL schools, from an outsider‘s perspective, but teach it from an 
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insider‘s point of view….  I suggest we do not teach them to do phonology the way we 

have been taught.  So much goes against their native intuition.  We are breaking down, 

and then building up; often not building up the correct or the best way.‖   

Another trainer ―suggests a ‗discovering your language‘ approach in the 

beginning leading into the ‗theory‘ afterward….  I feel that an inductive approach may be 

more successful than our deductive approach of teaching the theory first and then later 

asking them to apply it to their own language.‖  While this tension was most evident in 

the Phonology Project and ALF (Grammar Project), it was also relevant for other courses.   

These factors do not fit easily into the Integrated Learning model, although they 

may intersect with some learning styles/intelligences.  They appear to be primarily 

cultural and other contextual factors, which I believe also need to be considered, along 

with learning styles and intelligences, in order to have more effective training.   

Summary of Findings Using Styles-Intelligences Matrix 

Using a modified learning styles-multiple intelligences matrix from the Integrated 

Learning model has provided much insight into factors which affect the effectiveness of 

the TDP at PAC.  Regarding learning styles, trainers, at least initially, have primarily 

targeted the more analytical styles—Understanding and Mastery—while the students 

have expressed a strong preference for more global learning—especially the Interpersonal 

style—to which trainers have sought to adapt, but students still want an even stronger 

focus on the Sensing learning styles, both Interpersonal and Mastery.   

While it may be self-evident that the Verbal-Linguistic intelligence is central for 

teaching linguistics, the Logical aspect of the Logical-Mathematical is also key for 

developing necessary analytical and critical thinking skills.  These two competences have 

been rightly targeted by trainers, but the students have shown a much higher aptitude for 
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three other intelligences—Interpersonal, Musical and Spatial—which can and should be 

used much more in the linguistic training of African Bible translators.   

While this analysis using the Integrated Learning model matrix has been 

insightful, several factors do not fit so easily into learning styles or intelligences, 

especially the impact of English language ability, previous language experience, and the 

difference between studying a language as an Insider rather than as an Outsider.  These 

and other cultural and contextual factors, which interact with learning styles and 

intelligences, also need to be considered, in order to more effectively train African 

translators.   

I now turn to the second prong of my analysis, analyzing the PAC case study 

through the rubric of Ward‘s six levels.   

Analysis of Key Factors and Indicators 

In this section I first present the repeated key factors which arose from more than 

one source in the PAC case study.  Then I discuss their interaction with Ward‘s six levels.   

Repeated Key Factors and Indicators 

For each method used in the PAC case study—student focus group, student 

interviews, trainer interviews, archival documentation and participation observation—I 

gathered all of the key factors and indicators which arose.  Then I compiled the key 

factors and indicators which appeared in more than one of the sources above.  I have 

listed them in the order of how many sources they were mentioned in, with the ones 

mentioned most coming first.   

1. Analysis is difficult for the students to do, especially in Phonology and 

Semantics, and it takes a lot of time.   

2. Many African language examples are crucial, and even more are needed.   
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3. Students want to see the connection between what they are studying and its 

application to the ―real world.‖   

4. The difference between analyzing one‘s mother tongue (own language) versus 

other tongue (another language), as an insider versus outsider, is a challenge and tension 

that still needs to be addressed more effectively.   

5. The students need to see, demonstrated and repeated for them, clear and 

explicit instructions on how to do analysis.   

6. Students want integration and need an overview of how their courses (and 

skills) fit together in the overall Bible translation task.   

7. Many exercises, using African languages, are crucial (this is in addition to 

African language examples given in class).   

8. Courses that are particularly practically oriented, such as Orthography, 

Phonology Project, ALF, and Translation Project, are crucial.  Several of these were 

added to the PAC curriculum at the request of students and trainers.   

9. More interactive training, and in particular class discussions, is better.   

10. Further underlining the importance of practical training, the need for a Field 

Practicum to be added to the course was also strongly indicated.   

11. The students‘ level and ability in English affects both their overall 

performance and, in particular, their ability to do analysis.   

12. Understanding different learning styles (for Africans and adults), especially 

global learners, is essential for effective training.   

13. Students studying together and doing group work were important and helpful.   

14. Students being assigned topics to research and present in class was also good.   

15. Helping students make connections with Bible translation organizations is 

needed, for vision and motivation, as well as for future employment opportunities.   

16. Students need more time for their studies, so workloads need to be adjusted 

and/or students need help with time management.   

17. Audiovisual aids are effective in supplementing lectures.   

18. The students‘ interpersonal relationships with trainers are important.   

19. Asking questions, by both the trainer and the students, is helpful.   
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20. Students should be encouraged to apply their training to their own languages.   

21. Trainers need to have significant Africa language and culture experience.   

22. Trainers should have cross-cultural training, especially in communication.   

23. Simplifying and limiting technical terminology help students to understand 

the more crucial concepts.   

24. It is helpful to make explicit the learning/training objectives.   

25. Previous field experience in language and/or translation work makes a big 

difference in the students‘ understanding of what they learn in class.   

Interaction with Ward’s Six Levels 

Yin (2003a:10) says that ―in doing a case study, your goal will be to expand and 

generalize theories.‖  Thus, it is crucial for me to discuss how the findings of this case 

study interact with and further develop my initial theoretical framework, including 

Ward‘s six levels in adapting instructional materials.   

However, I have generally perceived this research as a ―whole‖—as a single 

multi-case study—rather than as three individual case studies.  Therefore, I reserve until 

after the cross-case analysis in Chapter 7 my discussion of how my overall findings 

interact with my theoretical framework.   

Nevertheless, I can make some initial observations on how the repeated key 

factors in the PAC case study interact with Ward‘s six levels.  Only two key factors—11 

and 23—related directly to Levels One (Translate language) and Two (Adjust 

vocabulary) respectively, while three factors (2, 7 and 21) dealt with Level Three 

(Change illustrations).  In contrast, all of the remaining factors related to Level Five 

(Recast content to reflect local worldview), Four (Restructure instructional procedures) 

and/or Six (Accommodate students‘ learning styles), with significant overlap between the 

Levels Four and Six.   



119 

 

So, although the first three levels are clearly important, it appears that Level Five 

and especially Levels Four and Six are most relevant for the majority the key factors.  

This is consistent with Hale‘s observation that compared with the final three levels, the 

problems associated with the first three levels ―are relatively easy to understand and 

address‖ (1986:23).   

Summary of the PAC Case Study 

The TDP at PAC, begun twenty years ago, has trained almost one hundred 

African students, the majority of them in the four-year B.A. program in Translation 

Studies and about twenty more in the two-year diploma program.   

Nineteen PAC students and nine PAC trainers participated in this case study, 

through a focus group and/or individual ethnographic interviews.  Archival documents 

and participant observation have also provided insights into the adoption, development 

and teaching of the PAC TDP curriculum and courses.  In particular, several more 

practical courses were added and/or made required, including Orthography, Phonology 

Project, Grammar Project (ALF) and Translation Project.   

There still remain strong felt needs for many more African examples and 

exercises, and for one or more field practicum courses to be integrated into the program.  

Other challenges also remain, especially: the need to use more diverse and interactive 

training methods, more attention to other learning styles (especially Global and 

Interpersonal) to help students with particularly analytical courses like phonology and 

semantics, and recognizing and training for the differing needs of students‘ studying their 

own languages as insiders, rather than as outsiders.  Most of the remaining challenges 

relate primarily to Ward‘s Levels Four, Five and Six, while more African examples and 

exercises certainly also relates to Level Three.   
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CASE STUDY 2: NAIROBI EVANGELICAL 

GRADUATE SCHOOL OF THEOLOGY 

My second case study was conducted between February and May 2008 at the 

TDP at Nairobi Evangelical School of Theology (NEGST), which was renamed Africa 

International University in early 2009.   

In this chapter, as with the PAC case study, I begin with an introduction to the 

NEGST study and then give an analysis of the data using the learning styles-multiple 

intelligences matrix, followed by a discussion of the interaction of the repeated key 

factors with Ward‘s six levels.  I conclude with a summary of the case study results.   

Introduction to the NEGST Case Study 

NEGST, an inter-denominational evangelical seminary, was founded in October 

1983 by the Association of Evangelicals in Africa.  It offers primarily masters degree 

programs, both M.A. and M.Div., in several areas, including pastoral studies, biblical 

studies, translation studies, missiology and Christian education.  In addition, it has 

recently begun a Ph.D. program in biblical studies and translation studies, and there are 

plans to develop a post-graduate diploma program (between B.A. and M.A.).   

As with the TDP at PAC, the TDP at NEGST began nineteen years ago, in 1989, 

with Ronnie Sim as its founder.  Most translation students participate in the two-year 

M.A. program, although a few opt for the three-year M.Div. program.  In addition, at the 

time of this study there were five students in the new Ph.D. in Translation Studies 

program.   
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Participants in the NEGST Case Study 

As in the PAC study, I begin with a summary of the participants in the NEGST 

graduates focus group and the ethnographic interviews with students and trainers.   

Former M.A. Students Focus Group 

The four participants in the NEGST focus group, all men, are from four different 

African countries.  Their ages ranged from thirty-eight to forty-seven, with a median of 

forty-three and a half.  After graduating from the NEGST TDP M.A. program, they had 

all participated in Bible translation work, as project leaders/advisors, consultants and/or 

trainers, and have now returned to NEGST, to be in the Ph.D. program.  Even though 

they are all male, they are quite representative of the translation students in the NEGST 

Ph.D. program, as there is only one other Ph.D. translation student who is also male.  In 

the focus group, I asked them to focus on their experiences in the M.A. program, rather 

than the Ph.D. program.   

Student Ethnographic Interviews 

I conducted ethnographic interviews with four current and three former NEGST 

students, for a total of seven: five of whom were men and two women.  Their ages ranged 

from thirty to forty-nine, with a median of thirty-seven years.  The majority was from 

Kenya (four out of seven), while one each came from Nigeria, Rwanda and Chad.   

Three of the students had translation experience before studying at NEGST, while 

one more graduate had begun translation work since NEGST.  Two students presently 

studying in the M.A. program at NEGST were also PAC graduates, so their comments 

have been primarily included under PAC, except for any that were specific to NEGST.   
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Trainer Ethnographic Interviews 

I interviewed a total of six people who have been trainers at NEGST, four men 

and two women: their ages ranged from thirty-eight to seventy-one, with a median of 

fifty-six and a half.  Four were British, one was American, and one was German.  Four of 

them were teaching in the M.A. program at NEGST, while the other two used to teach in 

that program.  Three of them had also taught in the PAC TDP, so their responses have 

been included primarily in the PAC case study, except for those responses that were 

specific to NEGST.   

Of the three NEGST trainers who were not included in the PAC case study, none 

had received any formal cross-cultural training, and only one had been formally trained to 

be a teacher (ESL).  Instead, as one described it, he ―learned by watching ‗African style‘‖ 

(NTM3).  He also had extensive previous experience teaching (in French) at FATEAC in 

West Africa, while one other had also taught one short course at FATEAC.   

Participant Observation 

I observed two courses at NEGST.  I attended two one-hour sessions of 

Phonology, taught by Maik Gibson, and two three-hour sessions of Morphosyntax 

(Grammar) 1, taught by Helga Schroeder.  Both courses had the same seven students: two 

Kenyans (M, F), one Chadian (M), a British married couple, and two Americans (M, F)1.   

Archival Records 

I did not have much access to NEGST archival records.  However, for both of the 

courses that I observed, Phonology and Morphosyntax, the lecturers graciously provided 

me with the course outline/syllabus.  Also, I was able to download from the NEGST web 

                                                 
1 While the majority of these first-year students were non-African, this has not generally been the 

case at the NEGST TDP.  In addition, I interviewed only African students.   
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page the description and overall curriculum (courses) for the two-year M.A. in 

Translation Studies (M.A.T.S.), as well as the NEGST catalog.  In addition, since the 

TDPs at PAC and NEGST were founded by the same person, there were some records 

relevant to the NEGST TDP that I had found in the PAC TDP archives, several of which 

are quite significant.   

Findings Using the Styles-Intelligence Matrix 

As with the PAC case study, based on my analysis using a modified matrix for 

learning styles and multiple intelligences from the Integrated Learning model, I consider 

first learning styles, then multiple intelligences, and finally other findings which were not 

necessarily predicted by the Integrated Learning model.   

Learning Styles 

As in the PAC study, I begin with the binary learning styles, and then continue 

with the four learning styles of the Integrated Learning model.   

Global/Relational 

Students expressed great appreciation for global overviews: ―I think the M.A. 

program was really well designed, because I remember when we first came, during one of 

the first sessions, Dr. ____ took time to explain to us why we were taking this course and 

that course….  I think that one was initially motivating because we knew why we were 

taking, for instance, Cultural Anthropology.  Every course was having its own objective 

in the global plan of training‖ (NGM4); ―Vernacular Scripture gives you a kind of global 

orientation on the nature and the role of Bible Translation from historical, sociological, 

cultural perspective, even theological perspective, so it just really established a context in 

which you are in for the purpose of your study as we begin the term‖ (NGM1).   
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Trainers also sought to make connections between classes and topics: ―Linking 

classes: [in] Semantics: [I] try to bring in examples from Greek and Hebrew‖ (NTM2); 

―[In Phonology] I have three sessions on Orthography: Beginning, middle, end … to 

make linkage, especially for more global learners‖ (NTM5).   

I also observed the phonology trainer doing a good job of making connections: he 

tied new topics in with previous and future topics, and even used the name of the school, 

NEGST, to demonstrate how syllable patterns vary between languages.  He also 

discussed several ties between phonology and orthography.  The morphosyntax trainer 

also effectively tied in morphophonology by discussing vowel height harmony which 

occurs with the benefactive extension in Swahili.   

One trainer felt that the courses were ―too separated: unhappy with the modern 

Western university model that these are all separate domains.‖  He preferred for students 

to ―see the integration rather than the division‖ (NTM2).   

Analytical/Linear 

Some students especially struggled with certain courses, especially Phonology, 

and trainers agreed: ―[Phonology] is quite abstract‖ and has a ―linear nature,‖ ―Some 

students haven‘t really ‗got it‘ after the course‖ and ―Some don‘t see the full relevance of 

Phonology course‖; instead, they view it ―a bit like magic or alchemy‖ (NTM2); 

―try/need to use someone‘s learning style at least part of the time….  Maybe that‘s 

trickier with Phonology than some other things‖ and ―Some students don‘t get 

[Phonology] at all, more so than any other course, only subject like it, except perhaps 

advanced mathematics‖; ―It would be interesting to see how an African would teach 

Phonology to Africans‖ (NTM5).   

The trainers also found that students are: ―not used to abstract reasoning‖ 

(NTM4), and felt there is a ―lack of ability in critical thinking and writing‖ and that an 
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―M.A. in NEGST has not brought them to the level of writing a linguistic argument 

acceptable to the west‖ (NTM3).   

Mastery (Thinking-Sensing) 

Both students and trainers underlined the crucial importance for giving and 

eliciting many practical examples from African languages, and doing many exercises: 

―Bring in practical examples, ask for their examples‖ (NTM2); ―lots of the practical side 

of doing analysis under supervision of lecturers‖; ―I was happy with the way we did 

Phonology.  It‘s something practical.  You may have a few days for lecture, but it‘s also 

good to have some real application.  It helps you to reflect on the theory practically, and 

it also gives you a chance to deal with some real data…. as a method of teaching, to do 

something practical besides lecture is also important‖ (NGM4).   

Even so, some courses (like Semantics): ―Never used African languages as 

examples … (mostly used English)‖; ―Teachers need to know more about African 

languages, so that materials are more relevant.‖   

Trainers also need to model procedures: ―going through data, processing, how it is 

done, in a consulting way‖; ―Actually doing linguistics produces learning‖; ―model it 

with them‖; ―Master-Apprentice: watching a skilled teacher‖ (NTM3).   

Students felt strongly that there needed to be a field practicum integrated into the 

curriculum: ―I kind of regret that in NEGST there is no field module, there‘s no field 

experience in the whole course‖ (NGM3); ―I think that if we did have the opportunity to 

go someplace for real technical work, practical work, it could have been very useful‖ 

(NGM4).   
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Understanding (Thinking-Intuition) 

Students felt a need to have a strong(er) theoretical foundation, but also to be able 

to apply it: ―in every area at the M.A. and Ph.D. level you have to give an opportunity to 

participate and interact with theories‖ (NGM2); ―Give a good grasp of the theory you are 

teaching in class … and then how to go about it, how to apply it‖ and ―I think we are not 

given enough opportunity to have a good grasp of the theory.  That is very, very 

important‖ (NGM2); ―toward the end of the Morphosyntax course….  The challenge 

came … at the end, many students were not sure how they would apply the course, 

because what [the professor] did was mostly taking the case of a [non-African] 

language….  How do we move from here to the practical work?‖ (NGM4).   

One trainer felt that ―the rigor of method in Phonetics and Phonology is useful 

intellectual training‖ (NTM2).   

Interpersonal (Feeling-Sensing) 

Students felt that more interactive methods were needed: ―[regarding] the 

teaching style, for example, lectures will not be really suitable for us Africans.  We are 

more visual, and kind of dynamic, in terms of interaction, we love free interaction, more 

of group discussion, those kind of things.  That‘s the way we learn….  Lectures will not 

really work as a primary method.  But more of interaction and case studies, group 

discussion‖ (NGM1); ―I had been learning other languages before….  But I think the 

main problem with that was to learn Greek without speaking it, without hearing another 

person speak it, so it was challenging.  The same for Hebrew‖ (NGM3).   

A crucial question to consider was: ―What is the relationship between teacher and 

student?‖ (NTM5).   
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Self-Expressive (Feeling-Intuition) 

There was not much evidence of this learning style being targeted, which was felt 

to be a lack: ―we don‘t have room for kind of creativity to be able to see what‘s around us 

and to integrate it in our work…. a kind of wisdom to see what you can integrate in your 

program‖ (NGM4).   

Summary of Learning Styles Findings 

Trainers generally focused on the more analytical learning styles—including 

Understanding and Mastery—but also saw the need to give overviews and make more 

connections to assist more global learners.  More abstract courses involving much 

analysis like Phonology were particularly challenging for many students to grasp.  While 

it is essential to learn both theory and procedure, students wanted even more African 

examples and exercises, and felt they needed more training and opportunity to apply what 

they had learned, particularly through a field practicum, which was missing.   

The students also felt that the Feeling learning styles—Self-Expressive and 

especially Interpersonal—should be used more, and that the use of more dynamic 

methods would be much more effective for training Africans.  

Multiple Intelligences 

The targeting of H. Gardner‘s eight intelligences was also analyzed using the 

matrix.   

Verbal-Linguistic 

As in the PAC study, this intelligence was significantly targeted, both for content 

(for too many topics to list) and as means of training.  Again, lectures were the primary 

method used for communicating theory and new concepts: ―in some cases, lecture is 
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good, at least at the theoretical level‖ (NGM1).  Students were very motivated by 

studying linguistics: ―For me, it has been an experience of discovery….  For me to start 

now to learn linguistics, and to be able to understand what I‘ve been using for many 

years, it was an excitement….  Many translators … tend not to learn much about their 

own mother tongues.  So, that‘s kind of, for me, the black hole which I needed to fill‖ 

(NGM4); another said that linguistic courses helped to ―open my eyes,‖ especially verb 

and noun structure.   

The students wanted more African language examples, and also more training in 

Tonal Analysis, Orthography and especially Literacy: ―I was very sorry that I didn‘t learn 

anything at all in Literacy.  Literacy was completely missing when I took this course 

here.  When you are in the field, you see that Literacy and Translation interface so much, 

so that the absence of skills in Literacy can really be a handicap‖ (NGM3).  Regarding 

Orthography challenges, vowels were most commonly mentioned: ―hard to identify‖; 

―more than nine‖; ―nine vowels but only five in the orthography‖; ―vowel length‖; and 

―distinguishing two a‘s,‖ while Tone was often underrepresented (if at all).   

Students mentioned a wide range of linguistic challenges, especially phonological 

issues, including aspiration (and difficulty in identifying some sounds.  In addition, 

lexically-conditioned (causative) allomorphy, discourse particles, noun derivation2 

morphology, and identifying aspects (―so many, no other materials available‖) were also 

mentioned.   

Logical-Mathematical 

The Logical part of this intelligence overlaps significantly with the analytical 

learning styles, including Understanding and Mastery, discussed above.  In addition, the 

                                                 
2 A process of word formation through a morphological process such as affixation or 

compounding (Aronoff and Fudeman 2005:235).   
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Morphosyntax trainer explicitly discussed with the students the importance of explaining, 

rather than just describing, their linguistic data, and being able to give evidence for a 

particular analysis.  However, ―many students have trouble putting their ideas down on 

paper, in essay‖ (NTM2); ―how many of us that have left NEGST have [not] been able to 

publish, though we did a lot of work back in our field…. we needed some … writing 

skills … to put into writing what we have gathered all those years of being in the field 

and being able to publish them.  Because the educational system is not the same in the 

west and in Africa.  In Africa, we are not so much used to write and publish.  We are 

more in the domain of orality.  So it‘s just following us‖ (NGM1).   

Interpersonal 

This intelligence overlaps greatly with the Interpersonal learning style.  Compared 

to PAC, there was more group work (―has its own challenges, but it‘s good‖), class 

discussions (―can express what they have learned … [leads to] better understanding‖) and 

student class presentations (―helps us to add more to what we hear from lecturers‖).   

Students were also very motivated by content in this area, and wanted even more: 

―Sociolinguistics was so much helpful there, because there is politically motivated issues 

there, hot potatoes there…. that‘s the course which I took which helped me interpret 

what‘s going on here‖; ―It would help, to be aware of social behavior, how to live with it‖ 

and ―if a translation student is interested to work in [a] church context in Africa, it‘s a 

paradox to be simply academic.  It will not work‖ (NGM2); ―make sure that [students] 

pick up electives in the area of other church ministries, particularly the pastoral 

ministries, because believe it or not, it is not so separated once you get into the field‖ 

(NGM3).   

Both students and trainers agreed that more training in cross-cultural 

communication is necessary: ―working with people from a different ethnic background.  
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For example, a Westerner working with an African, we need orientation in all these 

things, because sometimes work relations break down because of the kind of expectations 

we have in this context…. because we are different‖ (NGM3); it would be helpful to have 

―a course on training Africans and/or different educational backgrounds‖ (NTM5).   

Intrapersonal 

This intelligence did not seem to be targeted, and some students felt the lack of it: 

―It was like learning by doing, but not much reflect[ion] on what you did‖ (NGM4).   

Spatial 

Students expressed their appreciation for trainers using PowerPoint presentations, 

videos, a projector, or other multimedia tools.  There was not much other evidence for 

targeting this intelligence.   

Bodily-Kinesthetic, Musical and Naturalist 

There did not appear to be any targeting of these intelligences.   

Summary of Multiple Intelligences Findings 

As in the PAC study, the NEGST training program and trainers primarily targeted 

the Verbal-Linguistic along with the Logical(-Mathematical) intelligences.  Interpersonal 

intelligence was also important, both for content and as a means of training, but students 

wanted it to be targeted even more.  Spatial and Intrapersonal intelligences were not 

emphasized, while the Bodily-Kinesthetic, Musical and Naturalist intelligences were not 

targeted at all.   
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Other Findings 

Again, there were several (mostly contextual) factors which were not necessarily 

predicted by the Integrated Learning model.  Both trainers and students felt a much 

higher priority for theory than at PAC: ―I feel some pressure being in an M.A. program, 

to have some academic rigor and theory which is different from a workshop‖ and 

―Academic environment limits what we can do‖ (NTM5); ―Give a good grasp of the 

theory you are teaching in class … and then how to go about it, how to apply it‖ 

(NGM2).  Another student (NGM4) wanted to get an overview of other theories: ―so we 

know how to locate ourselves in the academic world of Linguistics.‖   

Due to the time constraints of a two-year M.A. program versus a four-year B.A. 

program, several courses were left out—Computer tools, Cultural Anthropology, 

Scripture Use and Literacy—all of which students expressed a great need for.  In 

addition, there were other desired courses—teacher training and consulting (NGM3: ―I 

needed to have had specific skills on consulting‖)—which were unique to NEGST.   

One trainer (NTM5) asked whether students should: ―work on their own language 

first, or on another language in a separate course, because we perceive our mother tongue 

much differently than we do other languages?‖  This underlines again the differing 

training needed for studying a language as an insider rather than as an outsider.   

The students‘ varying language ability in English impacted their understanding: 

―[the lecturer] spoke very fast … [I] didn‘t understand‖; ―We can use lots of English 

examples to show English speakers, but can‘t do that for African students‖ (NTM5).  The 

impact of varying academic and cultural backgrounds was also evident: ―Most [students] 

do not have appropriate background education for what needs to be done‖ (NTM3); they 

have had ―educational systems which encourage rote learning, repetition of facts‖ 

(NTM2).   
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The crucial need to better understand cultural differences was evident: ―lecturers 

coming into the TDP program should have at least had some African experience.  

Because the mindset, the cultural worldview is completely different.  And so they should 

have some field experience in Africa to be able to see, to perceive the cross-cultural 

communication and settings, in terms of teaching methods‖ (NGM1); ―If class was purely 

African, I would probably use different methodologies‖ (NTM5).   

One student asked two very sobering questions: ―I think this is a vital problem….  

Is this training program, which is strongly Western-influenced, productive or effective for 

African Christian training?  Or do we need another way?  And if we need another one, 

how to develop that program is still a question.  That is not a question which is raised in 

NEGST‖ (NGM2).  Hopefully this present research addresses this question.   

Summary of Findings Using Styles-Intelligences Matrix 

While trainers targeted the analytical learning styles and Verbal-Linguistic and 

Logical-Mathematical intelligences, they saw the need to target much more the Global/ 

Relational style.  Students wanted even more focus on the Interpersonal intelligence, 

especially working together and learning from each other.  They also appreciated the use 

of the Spatial intelligence, and targeting the Musical and Bodily-Kinesthetic intelligences 

might also help with motivation and understanding.   

While both students and trainers saw the students‘ understanding theory as more 

important at NEGST than at PAC, students felt that their program was still not practical 

enough, and strongly desired the integration of a field practicum external to NEGST.   

As at PAC, students‘ English ability and the difference between studying their 

own languages as insiders rather than outsiders were important contextual factors.  In 

addition, NEGST students regretted the lack of more applied training, in Literacy, 
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Computer tools, Consulting, Teaching and Anthropology.  Finally, recognizing and better 

understanding crucial cultural differences is essential for more effective training.   

Analysis of Key Factors and Indicators 

In this section I first present the repeated key factors which arose from more than 

one source in the NEGST study.  Then I discuss their interaction with Ward‘s six levels.   

Repeated Key Factors and Indicators 

For the NEGST case study, I followed the same procedure as for the PAC case 

study: for each method used—student focus group, student interviews, trainer interviews, 

archival documentation and participation observation—I gathered all of the key factors 

and indicators which arose.  Then I compiled the key factors and indicators which 

appeared in more than one of the sources above.  I have listed them in the order of how 

many sources they were mentioned in, with the ones mentioned most coming first.   

1. Formal training in computer skills and tools, for Translation and Linguistics, is 

crucial, and was missing from the NEGST program until just very recently.   

2. English level and ability greatly affects the students‘ performance, both in 

comprehension and writing, in particular academic writing.   

3. Training (and practice) in consultancy skills is crucial, and was missing from 

the NEGST program until just very recently.   

4. Linking theory to practical work in the classroom is important.   

5. More interactive training, with many questions and discussion, is most helpful  

6. Giving students topics to research and present to the class is very helpful.   

7. Making connections between various subjects is crucial, like Phonology and 

Orthography.   

8. There is a need for more training in both Literacy and Orthography, including 

Sociolinguistic factors.   
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9. Many exercises and examples from African languages should be given by the 

trainer, as well as elicited from the students.   

10. There is a concern/pressure to better understand theories, including how what 

is taught at NEGST compares with the wider academic world.   

11. Experience in Africa, particularly language experience, is crucial for trainers.   

12. Understanding African learning styles, particularly more global, is essential 

for being able to effectively train, especially for Phonology.   

13. Students want training and skills in how to teach others3.   

14. Students varying backgrounds (educational, language, culture) complicates 

the teaching process significantly, and there should be more flexibility in the program 

(regarding required courses) to take their backgrounds into account.   

15. There is a significant time constraint at NEGST with only two years for the 

M.A. program, which limits the amount of time for learning practical methodologies.   

16. Nevertheless, there is a strong felt need for a Field Practicum, off-campus, 

where students could put into practice what they have been learning in the classroom.   

17. The relationships between trainers and students, both in and out of the 

classroom, is very important, especially to the students.   

18.  Giving out handouts in classes is helpful.   

19.  Students need to apply what they are learning to their own languages.   

Interaction with Ward’s Six Levels 

As with the PAC case study, I can make some initial observations on how the 

repeated key factors in the NEGST case study interact with Ward‘s six levels.  Similar to 

the PAC study, only a few key factors—2, 9 and 11—related primarily to Levels One 

(Translate language), Two (Adjust vocabulary) or Three (Change illustrations), while a 

majority of the remaining factors related to Level Four (Restructure instructional 

procedures), Five (Recast content to reflect local worldview), or Six (Accommodate 

students‘ learning styles).   

                                                 
3 SIL International has recently added this skill to the set of learning objectives, in Appendix D.   
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However, unlike the PAC study, several factors did not appear to fit so easily into 

one of Ward‘s six levels, especially several factors dealing with training in particular 

skills, including factors 1 (computer), 3 (consultancy) and 13 (teaching).  Along with 

factor 10 (more training in other theories), these appear to be needs that are felt more by 

NEGST students, because they are in a higher level academic program (M.A.) and 

generally preparing to be consultants and/or trainers, in contrast to the B.A. students in 

the other programs.  In addition, the special time constraint of the NEGST program (two 

years instead of four) expressed in factor 15 contributed to the students‘ desire for more 

training in Literacy and Orthography (factor 8).   

Thus, the unique context and situation of the NEGST program—a two-year 

graduate program preparing students for higher level roles—contributes to there being 

several unique factors which are not necessarily predicted by one of Ward‘s six levels.   

Summary of NEGST Case Study 

The TDP at NEGST, like the one at PAC, began twenty years ago.  However, 

unlike PAC, it has only a two-year M.A. program (with an optional third year for an 

M.Div.).  Eleven NEGST students and six NEGST trainers participated in this case study, 

through a focus group or individual interviews.  As with the PAC study, archival 

documents and participant observation have also provided insights into the adoption, 

development and teaching of the NEGST TDP curriculum and courses.   

There is a strong felt need for more practical courses, particularly in: computer, 

consulting and teaching skills; literacy and orthography; and a field practicum.  However, 

the constraints of a two year program limit how much can be taught.  One option being 

considered is for M.A. students to focus on either Translation or Linguistics, depending 

on their background and their foreseen work.   
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Higher levels of English are needed, particularly for conducting research and 

academic writing.  Students also desire to have a stronger theoretical foundation, as well 

as a better understanding of how classroom theory links to practical work.   

More African language examples and exercises are needed, as well as more 

diverse and interactive methods for presenting topics and materials.  The students also 

feel that the trainers need to better understand Africans, their differing learning styles and 

the importance of strong trainer-student relationships.   

As with the PAC case study, more of the key factors relate to the final three levels 

rather than one of the first three.  However, several of the repeated key factors appear to 

be related to the NEGST TDP being a two-year graduate program for future trainers and 

consultants.   
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CHAPTER 6 

 

CASE STUDY 3: THEOLOGICAL 

COLLEGE OF NORTHERN NIGERIA 

My final case study was conducted during April 2008 of the TDP at the 

Theological College of Northern Nigeria (TCNN).  In this chapter, I begin with an 

introduction to the TCNN case study and then analyze the data using the learning styles-

multiple intelligences matrix, followed by a discussion of the interaction of the repeated 

key factors with Ward‘s six levels.  I conclude with a summary of the case study results.   

Introduction to the TCNN Case Study 

TCNN, located in Bukuru near Jos in Plateau State in northern Nigeria, was 

founded in 1959, by the Fellowship of the Churches of Christ in Nigeria (TEKAN), 

which includes eleven different denominations.  The TDP at TCNN is sponsored by 

PABTEN, a cooperative group that includes, among others, the Bible Societies, CAPRO, 

Lutheran Bible Translators, Wycliffe‘s Nigeria Group and the National Bible Translation 

Trust (NBTT).   

In 2008, the TDP was in only its third year for the four-year B.A. program and the 

second year of the three-year M.A. program.  There were a total of nineteen people, all 

Nigerian, ranging in age from twenty-three to fifty, with a median of thirty-eight years.  

Seventeen (ninety percent) of them were men, while just two (ten percent) were women, 

both in their third year, which means there were no women in the second or first year of 

the B.A. program.  The projected incoming class for 2008/09 had six men and one 

woman, continuing this strong imbalance in terms of gender.   
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The ratio of women to men was higher in the M.A. program: after two years, there 

were three (sixty percent) men and two (forty percent) women.1  All five M.A. students 

are Nigerian, with ages ranging from twenty-seven to fifty-five, with a median of forty-

two.   

As noted earlier, even though Nigeria lies just outside the Bantu language zone, 

most of its languages are Benue-Congo, like Bantu, and thirty-four are Southern Bantoid.  

Bowen and Bowen (1989) also found that Nigerian students were overwhelmingly global 

learners, like Kenyan students, with whom they share many cultural characteristics.   

Participants in the TCNN Case Study 

As in the other two case studies, I begin with a summary of the participants in the 

TCNN student focus groups and the ethnographic interviews with students and trainers.   

Practicum Students Focus Group 

Seven students participated in this focus group, including five men and two 

women.  Their ages ranged from thirty-four to fifty, with a median of forty.  They are all 

Nigerian, as are all the translation students at TCNN.  Two were in the three-year M.A. 

program, while five were in the four-year B.A. program.  Five of them were in their 

second year at TCNN while two were in their third, and all had participated in one or two 

semesters of field practicum, primarily resident away from TCNN.   

Only one of them had already been directly involved in Bible translation before 

the TCNN program, but several others had been involved in other cross-cultural work, 

and all hope/plan to be involved in Bible translation after their TCNN program.  Overall, 

                                                 
1 It was projected that there would be no incoming class for the M.A. program for 2008/09. 
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they were quite representative of the practicum/non-first year students at TCNN, 

especially since all but three of the practicum students participated in the focus group.   

First Year B.A. Students Focus Group 

All twelve of the first year B.A. students—all male—participated in this focus 

group.  Their ages ranged from twenty-eight to forty-eight, with a median of thirty-eight.  

Some had previously been directly involved in Bible translation, most had some cross-

cultural experience, and most if not all of them hope or plan to be involved in Bible 

translation after graduating from TCNN.   

These students were just finishing up their first year of the program, so had had 

limited exposure to the overall TDP program, with only two semesters of classes, few 

linguistic/translation courses, and no practicum courses.   

Trainer Ethnographic Interviews 

I interviewed a total of six people, all men, who teach at TCNN, five in the TDP.  

The sixth man was involved in the original conception of the TDP, but has not taught in 

the program.   

The TDP trainers ranged in age from thirty-eight to fifty-nine, with a median of 

fifty-three years.  Three were British, one was Canadian, and one was Nigerian.  One of 

them had also taught for one-and-a-half years in the PAC TDP, but his responses have 

been included in this case study.   

Of the five TCNN TDP trainers, only one had received any formal cross-cultural 

training (at Bible college), while the rest had received nonformal training, and only one 

had been formally trained to be a teacher (high school math), although most had previous 

teaching experience in various settings, including ICAL in Nigeria and ETP in UK.   
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Student Ethnographic Interviews 

I conducted ethnographic interviews with twelve current (there are not yet any 

former) TCNN TDP students, all Nigerians: eight were men and four women.  Their ages 

ranged from twenty-three to fifty-five, with a median of forty.   

Seven were in the B.A. program (none were first year students, who were all 

interviewed as a focus group), while five were in the M.A. program.  At least four 

students had some involvement in a language program before studying at TCNN.   

Participant Observation 

I observed, for one to three sessions each, all four of the TCNN courses that were 

being taught (Semantics, Phonology and Scripture Use for the M.A. students, and 

Semantics for the B.A. students).  Semantics and Scripture Use were taught by David 

Crozier to two M.A. students (one male, one female), while Matthew Harley taught 

Phonology to the same two M.A. students and also Semantics to twelve first year B.A. 

students, all male.   

Archival Records 

The TCNN TDP director, David Crozier, generously shared with me various 

documents regarding the overall curriculum, as well as the curriculum for certain courses.  

Mark Hopkins, a TCNN lecturer and former chair of the PABTEN training committee, 

also shared several key documents with me concerning the development of the TCNN 

TDP curriculum.  Steve Dettweiler also shared several course syllabi with me.   

Findings Using the Styles-Intelligence Matrix 

Based on my analysis using a modified matrix for learning styles and multiple 

intelligences from the Integrated Learning model, I consider first learning styles, then 
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multiple intelligences, and finally other findings which were not necessarily predicted by 

the Integrated Learning model.   

Learning Styles 

I begin again with the two binary learning styles—Global/Relational and 

Analytical/Linear—and then the four styles in the Integrated Learning model.   

Global/Relational 

There was consensus that: ―In general, more students are right-hemisphere, 

global, less analytical, so they need methodologies and examples‖ (TTM4);  ―Westerners 

wanting to work in Bible Translation in Africa need to…. model integration in our 

training…. Africans [are] more global, Westerners more linear‖ (TTM5).   

Trainers began classes with a review and ended with a preview of future topics.  

Connections were also made between topics, such as how Metonymy in Semantics 

related to Translation.   

The overall program design allowed students to focus on either Greek and New 

Testament Exegesis and Translation, or Hebrew and Old Testament.  Students saw how 

their courses fit together: ―[OT Exegesis] exposed me back to my Hebrew again ... I 

discovered, eh!…  I had to go back … to get myself seated well to finish that course‖ 

(TPGF).  There still needs to be more integration between courses, especially with 

Biblical languages: ―Students get the message that Linguistics is central and that Biblical 

languages are just an ‗add-on‘…. Africa is changing … more realistic to expect some 

translators to know Biblical languages‖ (TTM5).   

Students learn more by hearing than by reading: ―learning Biblical languages: 

[they] learn with their ears, rather than their eyes….  Begin with aural learning….  

African students do not retain as well what they read‖ (TTM5).   
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Another trainer read a chapter aloud with the students taking turns.   

Analytical/Linear 

Because students were in general not analytical, the trainers found they needed to 

make many adjustments to how they taught.  For Semantics, ―Topics which had been 

poorly understood made me re-think whether to include them or change how they are 

taught‖; needed to ―cut down on vocabulary, keep important ideas, use fewer difficult 

terms‖ (TTM2); ―On second round [of teaching Semantics], I decided to introduce those 

ideas more indirectly‖ (TTM4); ―Re-arrange topics: Some things earlier, others later on‖ 

(TTM1).  The Phonology teacher deliberately postponed theoretical topics (like 

Distinctive Features), and began instead with many examples of phonological processes 

common in Nigerian languages, including Palatalization and Vowel Harmony.   

Mastery (Thinking-Sensing) 

There was much evidence for the targeting of this learning style, with much 

problem-solving with relevant examples and doing exercises: ―you are learning by doing 

assignments‖; each person ―bringing his own experience‖; ―Whatever system makes it 

more practical … [students] don‘t like to read essays, books….  Give lots of assignments: 

they learn more‖ (TTM1).   

The most unique feature of the TCNN TDP, in response to the perceived lack at 

both PAC and NEGST, was the integration of semester-long field practicum courses in 

the second and third B.A. years (and the second year of the M.A.): ―The main distinctive 

of the course must be the practicum‖ (TTM4).  These greatly motivated the students: 

―with the Practicum, I already feel involved in Bible translation‖; ―I love it!  Practicum 

helps me to see [the] importance of lecture‖; ―I enjoy [Practicum] because it deals with 
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practical issues and brings up aspects that you can easily go and experiment in the field‖ 

(TPGM); ―you get to put it into practice‖ (TPGM).   

In addition to students having many examples and exercises in African languages, 

the Phonology trainer did a good job of showing the difference between Lexical Tone and 

Grammatical Tone, and gave the students a good procedure on how to start studying 

Tone in a particular language, first with words in isolation, then later in the context of 

other words.  He also identified, and went over with examples, the most common tonal 

processes in Nigeria (High Tone Spreading, Downdrift, and Downstep).   

One suggestion made was that, because for many students ―English is difficult, 

pre-structuring reports (templates) would help…. need robust methodology, so they don‘t 

just copy‖ (TTM4).   

Understanding (Thinking-Intuition) 

Students seemed to struggle with this learning style: ―Concepts are taught and we 

have not taken time.  I have not taken time to internalize it….  That‘s one of my greatest 

struggles‖ (TPGF); ―time given is too limited to comprehend the concepts‖; ―Particular 

students are not gaining adequate understanding of material, to be able to apply it in the 

practicum and Language Development program‖ (TTM3).  But they saw the benefit of 

―going deep‖: ―I‘m doing the research work and really enjoying discovering things that 

I‘d never learn on my own‖ (TPGF).  Students especially appreciated trainers going an 

―extra mile‖ to help students internalize difficult concepts.   

Interpersonal (Feeling-Sensing) 

Students and trainers both preferred more ―interactive teaching‖ with lots of 

discussion and questions from both the teacher and the students.  Students liked learning 

from one another: ―especially where each person has been given a different topic and 
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from there you see different ways that others approach issues or topics‖ (TPGM); ―we 

went to one of the students, who knew it very well.  He now explained the whole thing‖ 

(TPGM); ―group discussion periods, they help‖ (TPGM).   

The Practicum students were visited by a lecturer in the field, but also came in 

twice during the semester for ―consulting weeks‖ with their fellow students: ―Having 

them come in for five days: talk with them, type in data, interact together‖ (TTM4).   

Students expressed the importance of their relationships with trainers—―I also 

find it very helpful if I develop relationships with my lecturers‖ (TPGF)—and felt that 

trainers need to ―learn more about African relationships, coming together‖ and a ―basic 

orientation on African interpersonal relationships.‖  Another said, ―Lectures that I think 

are very helpful are when the lecturer becomes very friendly‖ (TPGM).  One student 

quoted a chief from the village: ―If you make friends with these people, you will lack 

nothing‖—a good proverb to remember.   

On the other hand, some trainers said that: ―students have been very reserved and 

formal with the teachers‖ (TTM4); and ―The B.A. students prefer to ‗sit there and soak it 

up‘ [from lectures], not asking many questions or discussing‖ (TTM3).  This may reflect 

the way they have learned to behave in formal training.   

Self-Expressive (Feeling-Intuition) 

This learning style did not appear to be targeted, but the students definitely used 

quite expressive language: Greek and Hebrew were described as ―jealous‖ courses which 

―will also cheat the others‖; ―Dictionary making has been beautiful‖ (TPGM).   

Summary of Learning Styles Findings 

Both trainers and students indicated that the Global/Relational learning style was 

much more prevalent among the students than the Analytical style.  Learning by doing, 
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especially through the field practicum courses, was greatly preferred to having much 

lecture or theory.  Trainers had made significant changes to how they presented material, 

but students still expressed a strong desire for closer relationships with their trainers.   

Multiple Intelligences 

The Integrated Learning model matrix indicated the targeting of most of  

H. Gardner‘s eight multiple intelligences.   

Verbal-Linguistic 

This was definitely the most targeted intelligence, both for content and as means 

of training.  Students were very motivated by linguistic topics about their own languages: 

―knowledge of your own grammar‖; ―explore the language … learning your language 

again‖; ―I love grammar.  It makes me to explore my mother tongue really well, to 

analyze it‖ (TPGM); ―I love Phonetics because of the mystery behind how people really 

articulate letters and sounds‖ (TPGM).   

Trainers sought to prioritize more relevant topics: ―Phonetics: Started with ETP‘s 

Intro to Practical Phonetics‖ but ―re-arranged, emphasized tone and other issues in 

Nigeria and West Africa‖; ―Plateau languages have lots of palatalization, labialization, 

avoided front rounded vowels (not relevant), do Vowel Harmony (ATR), Vowel Height 

Harmony‖ (TTM3).  Even so, students expressed disappointment that ―Most examples 

are from Western cultures and languages‖; ―Most illustrations and examples, they are 

more foreign to us.‖   

The linguistic challenges students encountered in their own languages were quite 

diverse, but included: difficulties in analyzing verb and noun morphology (including 

aspect, plural marking, past tense, pronoun system), analyzing certain sounds, such as 

schwa, consonant clusters, prenasalized obstruents, and Tone (lexical and grammatical).   
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In addition, orthography challenges included: vowel length, particular vowels, 

word divisions, (de-)voicing of unreleased stops, lexical tone, interference from other 

languages (―Lots of influence from Hausa on many northern languages‖) and inadequate 

representation (―writing the way the missionary man speaks‖).   

Logical-Mathematical 

This intelligence overlaps with the analytical learning style.  In addition, many 

students struggled from their lack of ―computer literacy: [due to] no opportunity in 

secondary school‖ (TTM2).  The new translation building includes a computer lab, to 

help address this deficiency.   

One trainer drew on a whiteboard to demonstrate concepts, and when one student 

struggled with a Semantic example from Math, he switched to a more physical example.   

Spatial 

Some trainers used videos, PowerPoints and computer pictures, which students 

appreciated: ―helps message to stick to one‘s mind‖; ―seeing sticks faster than just 

explaining‖; ―[a lecturer] had a video for us to watch … and then afterward … we 

discuss, and it was really helpful‖ (TPGF).   

Another trainer drew on a whiteboard, and used a ―Big Book‖ as a literacy primer 

to teach reading English words written with Hebrew letters.   

Bodily-Kinesthetic 

Although this intelligence was rarely targeted, one trainer, in order to demonstrate 

an example of a dynamic situation, acted out a firework exploding.   
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Musical 

This intelligence was targeted through the use of songs in Hebrew.  One student 

suggested: ―Have students sing the letters … [and Semantic] concepts‖!   

Interpersonal 

This overlapped with the Interpersonal learning style: Group discussion ―gives us 

room to develop our mind‖; ―Discussion more important than lecture‖; ―Helps me to 

express myself, listen to others‖; ―learn from each other, more than just reading.‖  

Students are viewed in relationship with their sending group: ―[we] want the churches 

and communities to be involved in sending their students…. [then] during long breaks, 

[students] go back their community‖ (TTM1).   

Students also appreciated courses addressing sociocultural (Biblical Cultures and 

African Traditional Religions) or interpersonal issues: ―having the ability through the 

[Language Development] course, to be able to bring [people] together to work together in 

harmony for one purpose—it‘s really very, very interesting‖ (TPGM).  In addition, they 

wanted courses in Sociology, Psychology, Human Relations/Behavior and/or Counseling: 

―help to develop relationships out in the field‖; ―because we are dealing with humans … 

the translation work where you find people, they are very hard…. help you to understand 

the situation of the human being in general and be able to get through it.‖   

Intrapersonal 

This intelligence did not appear to be targeted.  Students did not seem to reflect 

much on what they were learning: ―Concepts are taught and we have not taken time.  I 

have not taken time to internalize it….  That‘s one of my greatest struggles‖ (TPGF).   
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Naturalist 

This intelligence was not targeted.   

Summary of Multiple Intelligences Findings 

Trainers primarily targeted the Verbal-Linguistic intelligence, which students 

highly valued, but students also wanted much more Interpersonal training, including 

developing closer relationships with trainers.  They appreciated when trainers targeted the 

Spatial and Musical intelligences, and wanted more of them.  More use of Bodily-

Kinesthetic would also be helpful, and students needed help with reflecting more on what 

they learned.  Students also needed to develop more in the Logical-Mathematical area, 

including the ability to use computers to assist with their linguistic analysis and work.   

Other Findings 

Several other key factors from the TCNN study do not appear to easily fit into the 

Integrated Learning model‘s Style-Intelligences matrix, including: English language 

ability, access to relevant textbooks, time constraints and cultural issues.   

Both students and trainers were concerned about the students‘ ―level of English: 

caused by English instruction at school‖ (TTM2); ―some of us, we are from villages, so 

some of the English pronunciation is very difficult‖ (TFGM); ―I only did English in the 

Secondary School … and that in itself contributed to my not really grasping the 

Linguistic courses the way I should have done‖ (TPGM); ―what makes Semantics more 

difficult for me is because of the background I have in the English language‖; ―So many 

‗big words‘ new to me.‖   

Regarding relevant textbooks: ―we used to have difficulties in terms of the 

textbooks we were supposed to read….  We have them very few and our number were 

somehow many‖; ―most books written on Semantics, they don‘t carry African culture.  
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Most illustrations and examples, they are more foreign to us‖; ―Finding relevant African 

language data: sufficiently detailed descriptions that are useful‖ (TTM4) is a challenge.   

Time management was a problem: ―some of these courses … the time given to it 

is not enough as a beginner‖ (TPGM); ―you‘ll really be studying, struggling to cover the 

work … in order to meet the deadline, at the end of the day, you find we are choked‖ 

(TPGM).  One student recognized that part of the problem was self-discipline: ―I don‘t 

know if it is in particular of Africans, this discipline is lacking.  Somehow it works better 

for the teacher putting checks and balances around us, to really help us to reach the target.  

For us, not being particularly disciplined students, I found it helpful when I have these 

checks and balances…. [like] Tests, assignments.  It helps me‖ (TPGF).   

Trainers recognized the ―need to communicate in more African ways: orally, 

gestures, interactions, Western teachers are too dry‖ (TTM5).  One student was even 

more blunt: ―we need more indigenous lecturers‖; ―how to pass information, impart 

information: culture is part of it, sometimes black men do their own approaches, different 

from the way the Westerners will do: same lesson, same topic, present it in different 

ways, more relevant culturally….  The way they approach their lessons, they come in a 

more simple way, tell relevant stories, create a relaxing environment, not tensed, can help 

to learn.  Some white men can do so…. demands experience, demands background….  

Use cultural stories, customs, traditions, way of doing things to communicate more 

effectively‖; ―the way we organize things is different.‖   

Summary of Findings Using Styles-Intelligences Matrix 

As with the PAC and NEGST studies, using the Styles-Intelligence matrix from 

the Integrated Learning model has been insightful.  Because the students generally 

struggle with analysis, the trainers have sought to modify their presentations to target 

more the Global/Relational learning style, and the integration of the field practicum 
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courses has given the students much more ―hands-on‖ experience, seeking to put into 

practice what they have learned.  Students appreciate the structure of many assignments, 

especially ones using their own or other African languages.  They want to develop closer 

relationships with their trainers, and enjoy learning from each other.   

While Verbal-Linguistic was primarily targeted, along with Logical-Mathematical 

(including the use of computers), students desired more training in Interpersonal topics, 

and appreciated efforts at using the Spatial, Musical and Bodily-Kinesthetic intelligences.  

Students need to be helped to reflect more on what they are learning.   

As insightful as the Integrated Learning model is, various factors do not easily fit 

into it, such as the students language ability in English, time management and self-

discipline issues, having relevant and adequate textbooks, and especially the great 

differences between how Westerners and Africans generally teach.  While these factors 

may intersect with some of the learning styles and/or intelligences, they also appear to 

reflect a distinct contextual dimension.   

I now turn to the analysis of the TCNN case study through the rubric of Ward‘s 

six levels.   

Analysis of Key Factors and Indicators 

In this section I first present the repeated key factors which arose from more than 

one source in the TCNN case study.  Then I discuss their interaction with Ward‘s six 

levels.   

Repeated Key Factors and Indicators 

For the TCNN case study, I followed the same procedure as for the PAC and 

NEGST case studies: for each method used—student focus groups, student interviews, 

trainer interviews, archival documentation and participation observation—I gathered all 
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of the key factors and indicators which arose.  Then I compiled the key factors and 

indicators which appeared in more than one of the sources above.  I have listed them in 

the order of how many sources they were mentioned in.   

1. Nigerians‘ learning style is primarily global.   

2. Audiovisual tools, including videos, are important supplements to lectures.   

3. Strong interpersonal relationships are valued highly, both between students and 

lectures, and ―in the field.‖   

4. Lecture is not enough: more practical and interactive teaching methods are 

needed, including asking many questions, class discussions, exercises, handouts, and 

student presentations.   

5. The Field Practicum courses are central to the design of the TCNN programs, 

even though there are many challenges in organizing and coordinating them.   

6. Students‘ English level and ability affects their comprehension (vocabulary, 

accents) and performance (referencing, plagiarism).   

7. Many new concepts are particularly challenging to understand and internalize, 

especially in Semantics.   

8. Relevant examples from African, especially Nigerian/West African, languages 

are essential, and more are needed, both given by trainers and elicited from students, 

especially for Semantics.   

9. Nigerians learn more aurally than by reading, so reading aloud, including for 

learning/using Biblical languages, is important.   

10. Showing the overall ―big picture‖ and making connections between subjects, 

such as Phonology-Morphology, Scripture Use-Literacy, Semantics-Translation, and 

Bible Translation-Bible and Theology, helps students to better integrate what they are 

learning.   

11. Reviewing from the previous session and giving a preview of the next session 

helps students to remember and also tie topics together.   

12. The three-year generalist M.A. has many drawbacks, so is being replaced.   

13. Trainers need to have cross-cultural Africa training and experience.   

14. Teacher/student roles and expectations are important to understand, and to 

revise or clarify as necessary for more effective training.   
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15. Most courses after being taught once needed to be revised significantly, both 

in having less covered and being taught differently in terms of method, such as presenting 

many more examples before introducing theory.   

16. Similarly, the organization of the Practicum courses was changed significantly 

after the first year (to come in twice for a consultation week), and continues to be revised 

in the coming year, in order to provide better supervision for the students.   

Interaction with Ward’s Six Levels 

As with the PAC and NEGST case studies, I can make some initial observations 

on how the key factors in the TCNN case study interact with Ward‘s six levels.  Only two 

factors (6 and 8) related directly to Levels One (Translate language), Two (Adjust 

vocabulary), or Three (Change illustrations).  In contrast, all of the remaining factors 

related to Levels Four (Restructure instructional procedures), Five (Recast content to 

reflect local worldview), and/or Six (Accommodate students‘ learning styles).   

So, as with both the PAC and NEGST case studies, although the first three levels 

remain important, it appears that Ward‘s final three levels are most significant for the 

majority the key factors.   

Summary of TCNN Case Study 

The TDP at TCNN, unlike those at PAC and NEGST, began only five years ago.  

Like PAC, it has a four-year B.A. program, and like NEGST it had an M.A. program; 

however, it was a three-year (instead of two) program that has since been suspended.   

As a more recently developed program, the TCNN TDP has received input from 

the PAC and NEGST TDPs, but has also been more influenced by more recent 

developments in the ETP UK training program.   

I was privileged to interview (individually and/or in focus groups) all twenty-four 

of the students who have been in the TCNN TDP, as well as the five TCNN trainers.  As 

with the PAC and NEGST studies, archival documents and participant observation 
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provided insights into the adoption, development and teaching of the TCNN TDP 

curriculum and courses.  I was also able to observe one student‘s field practicum.   

The two semester-long field practicum courses (with intermittent gatherings to 

consult with lecturers) for the B.A. students (during the second half of their second and 

third years) are the key element of the TCNN TDP.  Both the acceptance of students and 

the order of courses taught before and after are deeply impacted by the field practicum 

courses, which help students to put into practice what they have been learning.   

All of the students come from the same country, Nigeria, but from many different 

language groups.  Recognizing and accommodating their (predominantly global) learning 

styles and the importance of trainer-student relationships are very important to them.   

There needs to be many more African examples and exercises, especially in more 

analytical courses like semantics, as well as more diverse methods (such as audiovisual) 

for presenting information and material.   

Many students need a higher level of English before entering the program, while 

the trainers need to have both cross-cultural training and experience in Africa.   

As was true with the other two case studies, and especially for the PAC study, 

most of the remaining challenges relate primarily to Ward‘s Levels Four, Five and Six, 

while the need for more African examples and exercises certainly also relates to Level 

Three.   

In Chapter 7, I compare and contrast the findings from the three case studies.   
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CHAPTER 7 

 

CROSS-CASE COMPARISONS  

Up until now, I have analyzed separately the data from the three case studies, for 

the TDPs at PAC, NEGST and TCNN respectively.  I now compare and contrast the 

results across the three case studies.   

I first make some initial comparisons between the three case studies, including the 

participants, the classes which were observed and the archival documentation.  Then I 

compare and contrast the findings in Chapters 4, 5 and 6 from using the Integrated 

Learning model‘s Learning Style-Multiple Intelligences matrix, and identify which key 

factors and indicators were found in more than one case study and which were unique to 

one study.  Finally, I discuss three particularly significant contextual factors which arise 

from these studies.   

Comparison of Case Study Participants 

In Table 6, I present a summary, for each case study, of the participants in the 

student focus groups and the students and trainers who were interviewed, including their 

gender and nationality.  In addition, information on all of the students (including former 

students) who have been in the PAC and TCNN programs is presented.   

A few initial general observations can be made about the participants.  Both the 

PAC and NEGST TDPs have had more gender diversity, for both students and trainers, 

than TCNN.  The TCNN TDP has also had students from only one country, Nigeria, 

while the PAC and NEGST students have come from many different countries.   
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TABLE 6 

 

SUMMARY OF CASE STUDY PARTICIPANTS 

 
School & Group Tot M F Ken Sud Tanz Eth DRC Nig UK USA Other 

             

PAC             
Total TDP Students 85 69 16 19 21 14 8 4 1 0 0 18 

B.A. Focus Group 5 2 3 5 0 0 0 0 0 0 0 0 

Student Interviews 16 13 3 10 4 0 0 0 0 0 0 2 

Trainer Interviews 9 2 7 0 0 0 0 0 0 3 4 2 

             
NEGST             
M.A. Focus Group 4 4 0 0 0 0 1 1 0 0 0 2 

Student Interviews 7 5 2 4 0 0 0 0 1 0 0 2 

Trainer Interviews 6 4 2 0 0 0 0 0 0 4 1 1 

             
TCNN             
Total TDP Students 24 20 4 0 0 0 0 0 24 0 0 0 

Practicum Students 
         Focus Group 

7 5 2 0 0 0 0 0 7 0 0 0 

1st year B.A.  
         Focus Group 

12 12 0 0 0 0 0 0 12 0 0 0 

Student Interviews 12 8 4 0 0 0 0 0 12 0 0 0 

Trainer Interviews 5 5 0 0 0 0 0 0 1 3 0 1 

 

Focus Groups 

I conducted four student focus groups, one each at PAC and NEGST with former 

students, and two at TCNN, one with the more advanced students (Practicum) students 

and the other with the first year B.A. students.  The PAC focus group had a majority of 

women (sixty percent), which accurately reflects that the PAC program has more women 

than the other programs (both as students and as trainers).   

Student Ethnographic Interviews 

I interviewed individually eight current (7 M, 1 F) and eight former (6 M, 2 F) 

B.A. students at PAC, four current (3 M, 1 F) and three former (2 M, 1 F) M.A. students 

at NEGST, and five current M.A. (3 M, 2 F) and seven current B.A. (5 M, 2 F) students 
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at TCNN1.  From all three schools, the majority of students interviewed were male, 

which reflects the situation of the overall student composition at each school.   

Trainer Ethnographic Interviews 

I interviewed four current trainers (3 F, 1 M) and five former trainers (4 F, 1 M) at 

PAC, four current trainers (3 M, 1 F) and two former trainers (1 F, 1 M) at NEGST, and 

five current trainers (all male) at TCNN.   

NEGST and TCNN both have many more male trainers than female trainers; in 

fact, all of the TCNN trainers so far have been male.  This may be because a Ph.D. is 

required for all (new) teachers at both NEGST and TCNN, which significantly limits the 

pool of potential trainers.  Also, PAC and TCNN TDPs have each had an African as a 

trainer: a Rwandan graduate from NEGST at PAC, and a Nigerian teaching at TCNN, 

who had also been a visiting lecturer at PAC for eighteen months.   

One distinctive of the PAC trainers is that a high majority of them have been 

female.  In contrast to NEGST and TCNN, an M.A., not a Ph.D., is required to teach at 

PAC, which broadens the pool of potential trainers, including many more women.   

Although the majority of NEGST faculty overall is African, there has not yet been 

an African trainer in the NEGST TDP.  Again, the Ph.D. requirement severely limits the 

pool of potential candidates, which is a major part of the motivation for NEGST 

developing a Ph.D. program.   

Courses Observed 

I observed one B.A. course (Grammar 2) at PAC three times, two M.A. courses 

(Phonology and Morphosyntax 1) at NEGST twice each, and three M.A. courses 

                                                 
1 TCNN does not yet have any former students. 
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(Semantics, Phonology and Scripture Use) and one B.A. course (Semantics) at TCNN 

one to three times each.  It is challenging to compare what I observed at the three schools, 

because I did not observe any one course at all three schools.  However, I did observe a 

Grammar course at both PAC and NEGST, and a Phonology course at both NEGST and 

TCNN.   

In all three schools, the trainers were quite friendly with the students, and the 

presentations were generally quite interactive, with lots of questions and discussion.  

They all sought to make connections (between previous, current and future topics or 

subjects) and gave and elicited many examples.  NEGST and TCNN use the same 

primary Phonology textbook (Burquest 2001), which is also the secondary textbook for 

PAC.  The same is true for Semantics: the primary textbook at NEGST and TCNN is the 

same (Saeed 2003), that is also used at PAC.   

At all three schools, there was a clear effort to apply what they were learning, 

particularly in Grammar and Phonology, to their own (or other) African languages.  The 

trainers gave and elicited African examples, and students were given exercises and/or 

projects to do in African languages.  The trainers at both NEGST and TCNN used 

handouts, although it seemed that NEGST used them for summaries, while TCNN used 

them more for students to prepare for a new topic.   

I noted that while many examples were given in the TCNN Semantics courses, 

including from the Bible, most of them were from English, and almost none from African 

languages.  This appears to be a weakness in the course, which the TCNN students 

indicated in their interviews.   

The NEGST M.A. students were uniquely preparing major projects, on a 

Morphosyntax topic applied to an African language, to present to the class.   
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Archival Records 

It is difficult to compare what I learned from the archival records from the three 

schools, especially since I had more of such information from PAC and TCNN.  As noted 

previously, the founder and many of the foundational documents and original program 

design were the same for PAC and NEGST.  Thus, the organization of the programs 

(such as courses and sequencing) is still very similar.   

TCNN‘s program is quite unique in several ways, especially in the central role of 

the field practicum courses (two semesters for B.A. students, one for M.A.).  In addition, 

the organization of the program (courses, sequencing), although it received significant 

original input from PAC, is quite different from that of PAC and NEGST.  This is so 

primarily for two reasons: (1) the TCNN program has received more, and more recent, 

input (such as course content and textbooks) from the UK ETP2, and (2) the TCNN 

program has been able to benefit from observing the strengths and the weaknesses of the 

PAC and NEGST programs, and has been revised accordingly, most significantly by the 

addition of the field practicum courses.   

The three-year M.A. at TCNN is also unique (the one at NEGST takes two years), 

although it has already been decided to replace it with a two-year M.A.   

Comparison Using the Integrated Learning Model 

There are many similarities and some differences between the case studies in the 

findings from using the modified Learning Style-Multiple Intelligences matrix.   

Similarities 

I discuss the similarities found between the case studies with regard to learning 

styles, intelligences and other factors.   

                                                 
2 The TCNN TDP director was formerly the SIL-UK director. 
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Learning Styles 

In all three case studies, the trainers primarily targeted the two Thinking learning 

styles—Understanding and Mastery—while the students preferred the two Sensing 

learning styles—Interpersonal and Mastery.  This was described explicitly with 

comments like ―African students are more global and less analytical‖ and ―Western 

trainers need to understand more about the importance of relationships to Africans,‖ and 

it was also demonstrated by many other comments and actions.  The trainers generally 

recognized this difference, and sought to make some adjustments, such as giving more 

overviews, supplementing lectures with more interactive methods (question and answer, 

discussions, videos), rearranging material (with more examples and exercises coming 

before theory) and introducing more applied courses.  Even so, students desired the 

opportunity to develop closer relationships with their trainers, wanted to do more group 

work and asked for more courses which deal with interpersonal relationships.   

The Self-Expressive style was not targeted in any of the case studies, and the 

students did not appear to value it as highly as they did Interpersonal and Mastery.   

Intelligences 

In all three case studies, the Verbal-Linguistic was the primary intelligence (both 

for content and as means of training) targeted by the programs and the trainers, followed 

by Logical (-Mathematical), which students still needed to develop more.  In addition, 

students highly valued, for both means and content, the Interpersonal intelligence, and 

appreciated when Spatial intelligence was targeted.  In two of the case studies the 

Musical intelligence was effectively used in Greek and Hebrew courses.  Although 

Intrapersonal and Bodily-Kinesthetic did not appear to be targeted much, greater use of 

them would likely contribute to more effectiveness.  The Naturalist intelligence (not one 

of H. Gardner‘s original intelligences) was not mentioned in any of the case studies.   
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Other Factors 

All three case studies identified several factors not readily predicted by the 

Integrated Learning model.  All three showed the impact of students‘ varying abilities in 

the language of instruction (English) on their understanding, ability to analyze, and 

writing skills.  The impact of time constraints was also evident in all three studies.   

The availability of adequate and relevant textbooks was important at PAC and 

TCNN.  The difference between studying one‘s own language as from an Insider rather 

than an Outsider perspective was a factor at PAC and NEGST.  And the crucial need to 

recognize and understand cultural differences between Africans and Westerners was 

expressed explicitly at NEGST and TCNN.   

Differences 

I found several differences between the case studies.  Probably the most 

significant was the central role played by the Field Practicum courses at TCNN, which 

had the advantage of learning from the absence of such courses at PAC and NEGST.   

Understanding explicit theory was more important for NEGST students than at 

PAC and TCNN, probably because NEGST has only graduate students who are generally 

preparing to be consultants and/or trainers.  NEGST students also expressed a strong 

desire for courses in computer tools, anthropology, Scripture use and literacy, which they 

missed out on because of the time constraints of a two-year program.   

NEGST was the only study which did not show any evidence for targeting the 

Musical or Bodily-Kinesthetic intelligences.  Based on the positive response PAC and 

TCNN students expressed toward Music being used, especially for learning Greek and 

Hebrew, I recommend that at least the Musical intelligence be used more at NEGST.   
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Comparison of Repeated Key Factors and Indicators 

For this section, I have compared the lists of ―Repeated Key Factors and 

Indicators‖ from the case studies for PAC, NEGST, and TCNN, in order to identify the 

overall similarities and differences between the key factors and indicators that I identified 

from each school.   

Similarities 

These key factors and indicators were identified in all three case studies:  

1. Many African language examples, both those given by trainers and those 

elicited from students, are crucial, and even more are needed, specifically for Semantics.   

2. Many exercises, especially using African languages, are crucial for learning 

(these are distinct and in addition to African language examples given in class).   

3. Students want integration and an overview of how their courses fit together in 

the overall Bible translation task.   

4. More practical and interactive training, in particular class discussions and 

asking questions (by trainers and students) is more effective than just lecturing.   

5. Each TDP should have a Field Practicum component, even though this 

introduces many challenges (including orientation, scheduling and travel).   

6. The students‘ level and ability in English affect their comprehension, ability to 

do analysis and their overall performance.   

7. Understanding African learning styles, especially more global, is essential for 

being able to train effectively, in particular for Phonology.   

8. Students being assigned topics to research and present to class (―students 

teaching students‖) was very helpful for learning.   

9. The students‘ interpersonal relationships with trainers are very important and 

are especially valued by African students.   

10. Trainers need to have African cross-cultural training and experience, as well 

as African language experience.   

In addition, PAC and NEGST shared the following key factors and indicators:  
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11. Students want to see how what they are studying in the classroom connects 

and can be applied to the ―real world.‖   

12. Students need to apply their training to their own languages.   

13. Students need more time for the studies, so may need adjustments to their 

workload and/or help with time management.   

PAC and TCNN shared these additional key factors and indicators:  

14. Analysis is especially difficult for many students and takes much time, 

particularly in courses like Phonology and Semantics.   

15. The use of audiovisual aids, such as videos, greatly supplements lectures.   

16. Because many new concepts are difficult to understand and internalize, 

simplifying and limiting technical terminology help students to understand certain more 

crucial concepts.   

Finally, NEGST and TCNN share this key factor:  

17. Giving out handouts in classes can assist students‘ learning.   

Differences 

The PAC case study uniquely identified the following key factors:  

18. The difference between analyzing one‘s own language and another language, 

as an insider versus an outsider, is a challenge and tension that still needs to be addressed 

more effectively. 

19. The students need to see, demonstrated and repeated for them, clear and 

explicit instructions on how to do analysis.   

20. Several courses that are particularly practically oriented needed to be added to 

the PAC curriculum, at the request of students and trainers.   

21. Students studying together and doing group work were important and helpful.   

22. Helping students make connections with Bible translation organizations is 

needed, for vision and motivation, as well as for future employment opportunities.   

23. It is helpful to make explicit the learning/training objectives for courses and 

lectures.   
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24. Previous field experience in language and/or translation work makes a big 

difference in the students‘ understanding of what they learn in class.   

Although these factors were not included in the summary of repeated factors for 

NEGST or TCNN, I do not think that any of them are truly unique to PAC, and most of 

them had been mentioned (though not repeated) in the NEGST and/or TCNN case study.   

The NEGST case study uniquely identified the following key factors:  

25. (More) formal training in several areas is needed, including: (a) computer 

skills and tools, (b) consultancy skills, (c) academic writing, and (d) teaching,  

26. There is a need for more training in both Literacy and Orthography, including 

Sociolinguistic factors.   

27. There is a concern/pressure to better understand theories, including how what 

is taught at NEGST compares with the wider academic world.   

28. Students‘ varying backgrounds (educational, language, culture) significantly 

complicates the training process.   

29. There should be more flexibility in the program (in the required courses), to 

take into account students‘ backgrounds, possibly leaving some room for electives.   

As I have discussed above, most of these key factors (such as #25, 27, 28, 29) are 

unique to NEGST, because many (perhaps most) NEGST students are training to become 

consultants, or because the NEGST two-year program does not have room for as much 

more practical training.   

The TCNN case study uniquely identified the following key factors:  

30. Nigerians learn more aurally than by reading, so reading aloud can be helpful, 

including for learning/using Biblical languages.   

31. Reviewing from previous sessions and previewing the next session helps 

students to remember and also tie topics together.  

32. The three-year generalist M.A. has many drawbacks, so is being replaced.   

33. Teacher/student roles and expectations are important to understand, and to 

revise or clarify as necessary for more effective training.   
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34. Most courses after being taught once needed to be revised significantly, both 

in terms of the amount of content covered, and also taught differently in terms of method, 

such as presenting more examples before introducing theory.   

Only one of these factors (#32) is truly unique to TCNN, while the rest were 

mentioned either explicitly or implied in the case study for PAC and/or NEGST.   

Three Contextual Factors 

Among the many factors listed above, three contextual factors are particularly 

significant for the African students in these case studies, especially the first two.   

Insiders Instead of Outsiders 

Typically, SIL linguistic training was designed for (Western) outsiders to learn, 

analyze and describe a language that was not their own mother tongue.  In contrast, most 

of the students in these case studies, especially those in the B.A. programs, are or will be 

working in language programs as insiders.  Thus, they already have many insights into 

the linguistic systems (phonological, grammatical and semantic) of their mother tongues, 

but most of those insights are implicit (―emic‖) rather than explicit (―etic‖).  As a result, 

they need different training than outsiders do to help make their insights explicit.  

Therefore, some of the recommended learning objectives will need to be changed for 

students studying their own mother tongues.   

Significantly, the original PAC TDP curriculum proposal (Sim 1990) included 

two distinct field methods courses: (1) ALF (Grammar Project)—for ―undertaking field 

research in linguistics, including collecting data, working with a language helper,‖ that is, 

studying a language as an outsider—and (2) Language Analysis Project—for ―Personal 

research on the student‘s first language, analysing chosen sub-systems,‖ that is, for 

mother tongue research.  However, in actual practice, these were combined into one 
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course, ALF, in which students generally studied their own language as if they were 

outsiders, with themselves acting as both the linguist and the language assistant.   

This confusion carries on into other content areas, as one of the trainers wrote: 

―[we should] treat phonology not the way we have always done it at our SIL schools, 

from an outsider‘s perspective, but teach it from an insider‘s point of view….  I suggest 

we do not teach them to do phonology the way we have been taught.  So much goes 

against their native intuition.  We are breaking down, and then building up; often not 

building up the correct or the best way.‖   

The Discover Your Language and Participatory Research methods of Wiesemann 

and Kutsch Lojenga, and more recently Kroeger and others, have much to contribute in 

this area of training MTTs to analyze their own languages, in particular by helping them 

work in groups to make explicit their implicit insider understanding.   

Trainer Roles 

Most Western trainers prefer to be viewed as Facilitators, and often come to 

Africa expecting to play that role in their relationships with students.  Instead, trainers 

need to be prepared to become mentors (or even patrons) to their students (or clients), 

like master craftsmen training apprentices.  As one PAC student (PGF1) described it: 

―[students] pray hard to get a good supervisor who has time, walks with you.‖   

Requiring reading the works of Chinchen (1994), Lave and Wenger (1991) and 

others that address this topic is a helpful start, but in addition, expatriate trainers should 

be mentored by African trainers who have themselves functioned well as mentors in 

formal training, in order to function better as mentors for African students.   
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African Learning Styles 

Since African students, including Bantu language speakers, are in general more 

global/relational learners, this affects not only how individual topics are taught, but also 

how the overall curriculum is designed.  As Archbishop Tutu noted: ―The African may be 

good at seeing the woods, but most often will miss the significance of the individual 

trees‖ (Bowen and Bowen 1989:270).  Too often, linguistics courses have been organized 

and taught separately so that many students (Africans or others) end up not perceiving 

how the pieces fit together into a unified whole.   

Another helpful insight comes from the training of tailors in West Africa as 

described by Lave and Wenger (1991).  The tailors learn ―in-reverse‖: they first get the 

―big picture‖ and then the details by beginning with the ―finishing stages‖ to gain the 

―broad outlines of garment construction‖ (1991:72).  This method also needs to be used 

more in teaching linguistics to African students (and probably contemporary Westerners 

as well), such as considering phonology in its larger context, for example, with phonetics, 

orthography and sociolinguistics, and morphology and syntax in the overall context of 

discourse structure.   

In contrast, linguistic training programs usually begin from the ―other end‖—by 

looking at the small pieces, like phones and phonemes and morphemes, and building up 

to syllables and words and sentences and eventually the discourse analysis of texts, while 

somewhere along the way considering domains like sociolinguistics.  I propose ―turning 

this on its head‖ by instead learning in-reverse like the West African tailors, beginning 

with the analysis of sentences and meaningful texts.   

In this radical reorganization of the presentation of linguistic domains, students 

need an overall orientation, both to ―The Big Picture‖ and how the various linguistic 

―pieces fit together.‖  Courses need to be much more integrated, for example, making ties 

between phonology and other domains, especially orthography, but also phonetics, 
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morphology and sociolinguistics.  In fact, I do not think that phonology and orthography 

should be separated.  Also, more connections need to be made between the training 

program and the language community and/or project.   

Summary 

In this chapter I have done a cross-case analysis of the three TDPs, by comparing 

and contrasting the findings of each case study.  An overwhelming majority of the 

findings were shared by at least two of the case studies.  Only a few were unique to their 

context, especially the specific concerns of the NEGST graduate students, for more 

training in academic English and in computer, consulting and training skills, as well as 

their desire for a stronger theoretical foundation, which was not a strongly felt need for 

the B.A. students at PAC or TCNN.   

TCNN uniquely has field practicum courses well integrated into its program.  

This was intentionally designed to be so, based on previous feedback from PAC and 

NEGST.  Both the PAC and NEGST case studies demonstrated the continuing need and 

desire for such field practicum courses.   

Both NEGST and TCNN are in the process of revising their M.A. programs to be 

more specialized (in either translation or linguistics), depending on students‘ differing 

backgrounds and foreseen roles.  PAC was also in a major revision of its B.A. program.   

All of the case studies have underlined the need for major changes in what and 

how material should be presented, in order to more effectively train African students.  

Two particular factors indicated in these case studies need to be addressed: the differing 

training needs for Africans who are studying their own languages as insiders rather than 

outsiders, and the differing expectations for trainer-student roles and relationships (such 

as patron-client).  The impact of the majority of African students having a global/ 

relational (rather than analytical/linear) learning style also needs to be considered.   



 

 

 

 

PART III 

 

MODEL DEVELOPMENT AND ITS IMPLICATIONS 

FOR TRAINING MOTHER TONGUE TRANSLATORS 

In this third part, based on the background research and the overall findings from 

the multi-case study, I present the theoretical model I am developing, the implications of 

the findings and the theory for linguistics training for MTTs of African languages 

(especially Bantu), and conclusions and recommendations for further research.   
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CHAPTER 8 

 

DEVELOPING MY THEORETICAL MODEL 

In order to reach my overall goal ―to facilitate and accelerate the process and 

increase the quality of mother tongue Bible translation and literacy in Bantu languages,‖ 

in my research I have been primarily seeking to answer my final two research questions:  

How does the intercultural training of linguistics impact mother tongue Scripture 

programs, in African languages? 

What training methods and content in morphology, phonology and orthography 

are needed to enable more effective mother tongue programs in Bantu languages? 

More specifically, I have sought to answer these four questions:  

1. How has the original curriculum for overall translation degree programs in 

Africa, as well as for particular courses, been chosen and developed? 

2. How have the overall translation training programs been revised, and why? 

3. How has the curriculum for particular courses been revised, and why? 

4. What additional modifications (in content and methods) are still needed/ 

recommended by lecturers and students for improved effectiveness? 

To address these questions, I have conducted case studies of three translation 

degree programs in Africa.  My theoretical framework for this research has been two-

pronged: (1) Silver, Strong and Perini‘s (2000) Integrated Learning model and (2) Ward‘s 

(1973:5) six levels for adapting instructional material.  

In this chapter I first discuss the reliability and validity of my research.  I then 

review the findings from using the two models, including the areas of major factors and 

indicators predicted by Ward‘s levels, indicating which key factors and indicators 
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identified by my research were consistent with the predicted areas, as well as those that 

were not predicted.   

I also discuss the implications of my findings for the Integrated Learning model 

and the internal relationships between Ward‘s levels.  Finally, building upon the 

theoretical foundation and the findings from my case studies, I develop my theoretical 

model for transcultural training.   

Reliability and Validity 

Case study methodology can bring: (1) increased reliability by triangulation, that 

is, data collected by more than one method, and (2) increased validity, for example by 

doing three case studies of training programs in similar but varying contexts (such as 

geographic or level of instruction).   

Regarding reliability, the use of various methods of gathering data for the case 

study, in order to identify key factors, has definitely contributed to a higher degree of 

reliability.  For the summary for each individual case study, as well as for the cross-case 

analysis, I have given priority to those key factors that were identified in more than one 

part of the case study, including the focus group(s), ethnographic interviews (of students 

and trainers), participant observation and archival documentation.   

In addition, doing multiple case studies at three different TDPs in two different 

countries in Africa has provided more data and also contributed to its reliability.   

At the same time, I recognize that there are some limitations to the validity of my 

study.  For example, all three case studies were conducted at formal (degree-granting) 

training programs in Anglophone Africa.  However, there was enough diversity in the 

case studies (including both B.A. and M.A. programs, long established and newer 

programs, in Kenya and Nigeria, with and without a field practicum) for the results to 

have validity beyond just these three schools.   
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Using the Integrated Learning Model 

As discussed in Chapter 7, using the Learning Styles-Intelligence matrix to 

analyze the three case studies has been insightful.  While the trainers have initially 

targeted primarily the two Thinking learning styles—Understanding/Analytical and 

Mastery—the students have preferred the two Sensing styles—Interpersonal/Global and 

Mastery.  In terms of intelligences, the training programs primarily target the Verbal-

Linguistic, along with the Logical(-Mathematical).  Students have highly valued the 

Interpersonal, but also appreciated the Spatial, Musical and Bodily-Kinesthetic, while 

needing to be stretched more in Intrapersonal reflection.  It appears that the Self-

Expressive (Feeling-Intuition) learning style and the Naturalist intelligence were neither 

targeted nor explicitly missed in the training.   

In response to the needs of students, trainers have sought to adapt their training to 

be more effective with their generally more global students, but the students still want a 

stronger targeting of the Interpersonal, both as a learning style and as a content area.   

In addition, several contextual factors have not easily fit into the Integrated 

Learning model, including: English language ability; the differing training needs for 

studying one‘s own language as an insider rather than an outsider; and significant cultural 

differences regarding relationships, training roles and predominant learning styles.  

Clearly some of these interact with one or more learning styles and/or intelligences, but 

they appear to be distinct factors themselves.   

These contextual factors indicate the need for consideration of another dimension, 

in addition to the learning styles and multiple intelligences already included in the 

Integrated Learning model.   
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Using Ward’s Six Levels 

Before analyzing my data based on Ward‘s six levels, I expected to find most of 

the following indicators and major factors in these six general areas: 

I. Students‘ (and teachers?) fluency and ability in the language of instruction 

(whether English or French or another language) 

II. Vocabulary issues (for example, too difficult or too technical) 

III. Relevant examples and exercises, preferably from local/African context 

IV. Pedagogical methods and student/teacher expectations of Africans 

V. Content connects with/relevant to local/African cultures/worldviews 

VI. African students‘ learning styles (generally more global/wholistic) 

These are six general areas, into which most of the key factors and indicators 

identified by my research fit.  I also expected my data analysis to reveal other indicators.   

Results Consistent with Predicted Factors 

In the results of the cross-case analysis in Chapter 7, ten key factors and 

indicators were identified in all three case studies, as well as an additional seven factors 

that were identified as appearing in two out of the three case studies, for a total of 

seventeen factors.  All of these seventeen factors are predicted by the six general areas 

derived from Ward‘s six levels for adapting instructional material.   

Seventeen more factors were also identified in only one of the case studies 

(numbered 18-34 in the previous chapter).  Most of these also relate to one or more of the 

general areas predicted by Ward‘s six levels.  Since they were not as strongly supported 

by the overall case study, I have included only four of them here: factor 19, covered by 

areas IV and VI (learning methods); factor 25c (academic English), under area I; factor 

30, covered by area VI (learning styles); and factor 33, under area IV (teacher/student 

roles).   
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In Table 7, I present all these factors (1-17, 19, 25c, 30 and 33) organized by area.  

Several of them appear under more than one area and are so indicated.   

TABLE 7 

 

KEY INDICATORS ORGANIZED BY AREA 

 

 

Area I: Students’ fluency and ability in the language of instruction (English) 

6. The students‘ level and ability in English affect their comprehension, ability to do 

analysis and their overall performance. (also Area II)  

25c. (More) formal training is needed in academic writing (NEGST). 

 

 

Area II: Vocabulary issues (for example, too difficult or too technical) 

6. The students‘ level and ability in English affect their comprehension, ability to do 

analysis and their overall performance. (also Area I) 

16. Because many new concepts are difficult to understand and internalize, simplifying 

and limiting technical terminology help students to understand more crucial concepts.  

 

 

Area III: Relevant examples and exercises, preferably from local/African context 

1. Many African language examples, both those given by trainers and those elicited from 

students, are crucial, and even more are needed, specifically for Semantics.   

2. Many exercises, especially using African languages, are crucial for learning (these are 

distinct and in addition to African language examples given in class).   

10. Trainers need to have African cross-cultural training and experience, as well as 

African language experience. (also Areas IV, V and VI) 
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Area IV: Pedagogical methods and student/teacher expectations of Africans 

4. More practical and interactive training—class discussions and asking questions (by 

trainers and students)—is more effective than just lecturing. (also Area VI) 

5. Each TDP should have a Field Practicum component, even though this introduces 

many challenges (including orientation, scheduling and travel). (also Area VI) 

8. Students being assigned topics to research and present to class (―students teaching 

students‖) was very helpful for learning. (also Area VI) 

9. The students‘ interpersonal relationships with trainers are very important and are 

especially valued by African students.   

10. Trainers need to have African cross-cultural training and experience, as well as 

African language experience. (also Areas III, V and VI) 

13. Students need more time for the studies, so may need adjustments to their workload 

and/or help with time management. (also Area VI) 

15. The use of audiovisual aids, such as videos, greatly supplements lectures.   

17. Giving out handouts in classes can assist students‘ learning.   

19. The students need to see, demonstrated and repeated for them, clear and explicit 

instructions on how to do analysis (PAC). (also Area VI) 

33. Teacher/student roles and expectations are important to understand, and to revise or 

clarify as necessary for more effective training (TCNN).   

 

 

Area V: Content connects with/relevant to local/African cultures/worldviews 

10. Trainers need to have African cross-cultural training and experience, as well as 

African language experience. (also Areas III, IV and VI) 

11. Students want to see the connection between what they are studying in the classroom 

and its application to the ―real world.‖ (also Area VI) 

12. Students need to apply their training to their own languages. (also Area VI) 
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Area VI: African students’ learning styles (generally more global/wholistic) 

3. Students want integration and an overview of how their courses fit together in the 

overall Bible translation task.   

4. More practical and interactive training—class discussions and asking questions (by 

trainers and students)—is more effective than just lecturing. (also Area IV) 

5. Each TDP should have a Field Practicum component, even though this introduces 

many challenges (including orientation, scheduling and travel). (also Area IV) 

7. Understanding African learning styles, especially more global, is essential for being 

able to train effectively, in particular for Phonology.   

8. Students being assigned topics to research and present to class (―students teaching 

students‖) was very helpful for learning. (also Area IV) 

10. Trainers need to have African cross-cultural training and experience, as well as 

African language experience. (also Areas III, IV and V) 

11. Students want to see the connection between what they are studying in the classroom 

and its application to the ―real world.‖ (also Area V) 

12. Students need to apply their training to their own languages. (also Area V) 

13. Students need more time for the studies, so may need adjustments to their workload 

and/or help with time management. (also Area IV) 

14. Analysis is especially difficult for many students and takes much time, particularly in 

courses like Phonology and Semantics.   

15. The use of audiovisual aids/videos greatly supplements lectures. (also Area IV) 

19. The students need to see, demonstrated and repeated for them, clear and explicit 

instructions on how to do analysis (PAC). (also Area IV)  

30. Nigerians learn more aurally than by reading, so reading aloud can be helpful, 

including for learning/using Biblical languages (TCNN). 

 

In Figure 4, I use a Venn diagram to re-present how the factors (1-17, 19, 25c, 30 

and 33) relate to the areas, demonstrating the overlap of factors between the areas.   
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FIGURE 4 

 

RELATIONSHIPS BETWEEN AREAS AND FACTORS 

 

Several observations can be made from Figure 4.  First, Areas I and II appear 

separated from the other areas, while only one factor (10) under Area III overlaps with 

any other area.  In contrast, there is much overlap between Areas IV, V and VI; in fact, 

all of the factors listed under Area V are also included in Area VI, while most (seventy 

percent) of the factors under Area IV also appear under Area VI.   

This gives an initial indication that Areas I, II and III are distinct from the other 

areas, while Areas IV, V and VI appear to be very interrelated, with both Areas IV and V 
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being closely related with Area VI.  I have indicated this separation between the first 

three areas and the latter three with a dotted line in Figure 4.   

In addition, it is important to note there are many more factors in the bottom half 

of the figure (especially in Areas IV and VI) than in the top half (Areas I, II and III).  

This indicates that the vast majority (15/20 = 75 percent) of the key factors arising from 

the case studies are most relevant to the last three of Ward‘s six levels, a significant 

finding, which I discuss more below.   

Other Results 

One key factor identified by only one case study was not necessarily predicted by 

Ward‘s six general areas: factor 25: The NEGST (M.A.) students wanted more formal 

training in computer, consulting, and teaching skills.  A fourth area, academic writing 

(noted above), does relate to area I (English fluency and ability), but also requires a 

higher level of language ability than needed for B.A. students.  These concerns seem to 

be particularly relevant for M.A. students (rather than B.A. students), because most of 

them will be consulting and/or teaching others.  This rather unique context needs to be 

more adequately addressed, in order to more effectively train graduate students in Africa.   

Bringing Them Together in Transcultural Training 

Both the Integrated Learning model and Ward‘s six levels have been insightful for 

analyzing these case studies.  Although it does not provide an over-arching theory, 

Ward‘s six levels for adapting curriculum do helpfully identify steps still needed for more 

effective training, especially relating to Levels 4, 5 and 6.  There also still remains room 

to better address needs in specific contexts, such as M.A. (and Ph.D.) level training.   

Similarly, the Integrated Learning model‘s styles-intelligences matrix has 

identified learning styles and intelligences which need to be targeted more, especially 
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Interpersonal factors.  However, there are also contextual factors which do not easily fit 

into learning styles and/or multiple intelligences; instead, an additional dimension is 

needed to incorporate these contextual factors into a truly Integrated Learning model.   

Although not explicitly identified in my initial theoretical foundation, the case 

study findings from both models also indicate the crucial need to better understand the 

relationships between trainers and students.  Many of the frustrations that both trainers 

and students experience (as demonstrated in the case studies) come from a mismatch in 

expectations concerning these roles.  Recognizing and better understanding the patron-

client model that Chinchen describes, along with similar models, such as master 

craftsman and apprentice, can help address this mismatch.   

How to bring these various models together?  I propose that what is needed is to 

add a third dimension—contextual factors—to the two dimensions of the Integrated 

Learning model—learning styles and intelligences, as demonstrated in Figure 5.  These 

contextual factors will include, among others: cultural (including insider versus outsider 

perspective, predominant learning styles and culturally-appropriate student/trainer roles), 

linguistic (including language of instruction and mother tongue) and socioeconomic 

factors (including textbook availability).  Other contextual factors include the level of 

instruction (B.A., M.A. or other?), students‘ previous language work experience, and the 

foreseen roles for graduates (as consultants, trainers, or translators).   

Many of this third dimension‘s factors interact with the other two dimensions.  

For example, the students‘ mother tongues and the language(s) of instruction are clearly 

relevant to the Verbal-Linguistic intelligence.  The preferences of particular cultures for 

learning style(s) and intelligence(s), such as Global and Interpersonal by most Africans, 

or Analytical, Verbal-Linguistic and Logical-Mathematical by Western ―school‖ culture, 

have a tremendous impact, and present a great opportunity for mismatch.   
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FIGURE 5 

 

TRANSCULTURAL TRAINING 

(Adapted from Silver, Strong and Perini (2000:50)) 

 

Another angle for viewing this revision is as an extension of Shaw‘s transcultural 

factor, from translating literature from one context to another to translating training to 

another context.  Therefore, I have called this three-dimensional extension of the 

Integrated Learning model ―Transcultural Training.‖   

I have noted Hale‘s observation that ―[t]he problems associated with [Ward‘s] 

levels one through three are relatively easy to understand and address‖ (1986:23), while 

the final three are much more challenging to accomplish.  It is significant that all three 

final levels involve accommodating to the learners‘ culture, whether in their pedagogical 

expectations, their worldviews, or their learning styles.   

To successfully achieve these levels requires a significant understanding of each 

of these domains, all of which are aspects of culture that are usually implicit and not 

readily observable.  Thus, in order to effectively adapt training curriculum, much more 
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study and greater understanding of the receptor culture, as well as the source culture, is 

needed.  That is exactly what Shaw‘s transcultural factor in translation is all about.   

In Chapter 2, I discussed how, in order to translate effectively, more is needed 

than: (1) translating the words to another language, (2) verifying that the vocabulary is 

understandable, and (3) adjusting illustrations and other figurative language as needed1.  

Instead, a much greater awareness is needed of the relevant cultural factors involved in 

the: (1) the original audience‘s context, (2) the recipients‘ context, and (3) the translator‘s 

context.   

In a similar way, in order to have more effective linguistic training programs for 

African translators, what is needed is more than just to improve the present training 

programs.  Instead, there needs to be truly transcultural training, which is appropriately 

contextualized in order to communicate as effectively as possible.   

Although the concepts in all of Ward‘s six levels need to be addressed in order to 

have a truly transcultural training curriculum, the levels themselves need to be drastically 

re-conceived.  Ward‘s six levels, especially the last three, are not actually linear.  While it 

may be possible to proceed from Level One (Translate language) to Level Two (Adjust 

vocabulary) to Level Three (Change illustrations), the gap between the first three levels 

and the final three levels cannot be covered incrementally.  Instead, it requires a vast 

reworking, not just further revision.   

It appears that Levels Four, Five and Six are not actually ordered with respect to 

each other.  As the relationship between their corresponding areas in Figure 4 indicate, 

these levels are very interrelated, with Level Six (Accommodate students‘ learning styles) 

closely tied to Level Four (Restructure instructional procedures), while Level Five 

(Recast content to reflect local worldviews) is also closely related to Level Six.  All three 

levels require a deeper understanding of the receptor culture.   

                                                 
1 These three steps in traditional translation correspond closely to Ward‘s first three levels.  
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Significantly, while the first three levels deal primarily with language or linguistic 

factors, the final three levels all deal with cultural factors.  In Figure 4, seventy-five 

percent of the key factors arising from the case studies came under Areas IV, V and/or 

VI, which correspond with Wards final three levels.  This supports Hale‘s claim above 

that most of the remaining challenges in adapting curriculum for effective training arise 

in these  three levels, and is also consistent with Shaw‘s contention that cultural factors 

are key for effective communication in translation.   

Based on the findings of my case studies, I include under Contextual Factors 

those that I perceive to be the most significant for training Africans: (1) Student learning 

styles (predominantly global), (2) Trainer-student roles (especially Master-Apprentice), 

and (3) Having the perspective of an insider to one‘s own language rather than an 

outsider.   

The already existing training curricula, adapted from a Western culture, may have 

adequately addressed most of the language issues (although clearly some remain), and 

thus have had moderate success with at least some students.  But rather than just 

improving those ―reasonably good‖ curricula, in order to have more effective training for 

many more African students, it is necessary to begin again, starting with researching and 

better understanding the culture: the worldview, especially the values and beliefs, the 

predominant learning styles, training roles and pedagogical expectations that already 

exist.  Then based on this greater cultural understanding of African students, along with 

insider-appropriate learning objectives and desired outcomes, a truly transcultural 

linguistic training program can be developed for Bantu language translators.   

Summary 

In this chapter, based on those findings of my case study research, I have 

developed my theoretical framework, which seeks to bring together various models into 
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the concept of Transcultural Training, with contextual and especially cultural factors 

needing to be adequately addressed as a third dimension, in addition to the learning styles 

and multiple intelligences of the Integrated Learning model.   

It may initially seem that what I am proposing is self-evident: that there needs to 

be more contextually-appropriate training in linguistics for African Bible translators.  In 

some linguistic domains, such as pragmatics, there has already been much progress in 

this direction2.  On the other hand, based on the findings of my three case studies, it does 

not appear that formal training in other linguistic areas, including phonology, grammar 

and semantics, has seriously addressed many of these contextual and cultural factors.   

It is imperative for this situation to change: contextual factors must be more 

deliberately recognized and addressed, in order for future training to be more relevant and 

become truly effective transcultural training.   

 

                                                 
2 Such as the Introductory Course in Communication and Translation (Hill 2008), which builds 

upon principles developed in Hill‘s Fuller dissertation (2002).   
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CHAPTER 9 

 

IMPLICATIONS FOR LINGUISTICS TRAINING 

FOR BANTU MOTHER TONGUE TRANSLATORS 

This could be called the ―So what?‖ chapter.  Based on insights gained from the 

background literature and from the findings of my case study research, I have proposed a 

three-dimensional model of transcultural training that needs to be applied in particular 

contexts.  Now, what difference can or should these insights and this model make in how 

to train MTTs of Bantu languages in morphology, phonology and orthography?   

I begin with some general issues to be considered in revising curriculum for such 

training, and then make some specific recommendations for morphology, phonology and 

orthography development.  Then, I give a proposal for radical changes that are necessary 

in order for the training programs to become truly transcultural.   

General Issues 

As important as the content of any training program is, the results from the three 

case studies of translation degree programs underline that how we teach and train is at 

least as important as what we teach.   

Some changes can be made, if not easily, at least relatively straightforwardly.  

Many of these suggestions are general, while others apply to specific domains.   

Changes or concerns that apply generally include:  

 Requiring students to have an adequate level of competence in the language of 

instruction (English, French, Portuguese or Swahili), before beginning 

linguistics training.  This will require determining specific competencies that 

are needed (including a culturally relevant understanding of plagiarism) and a 
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good diagnostic exam to test for those competencies.  It is probable that 

different minimum levels will be required for B.A., M.A. and Ph.D. students.   

 Having adequate textbooks readily accessible (for sale and/or borrowing), in 

the language of instruction and with appropriate reading level and vocabulary.   

 Giving and reviewing (explicit) learning objectives, and making ties back into 

them.   

 Developing and using many more examples and exercises from Bantu and 

other African languages.   

 Using more varied methods to supplement lecturing, including audiovisual 

presentations, question and answer, group discussion and projects, and so on.  

 Encouraging students to do at least some work in groups, in class, on 

homework assignments, and ideally on at least some quizzes or exams.   

 Ensuring that all trainers have at least some initial training in cross-cultural 

studies and intercultural education, as well as the training of adults (such as a 

course like Learning that LASTS).   

 Requiring all trainers to have some previous experience living in Africa and 

hopefully studying the language and/or culture of a particular African group.   

 Incorporating one or more practicum sessions (during either one term or the 

longest interterm) into the formal training programs, where students need to 

apply what they have been learning in a field situation.   

 Giving students clear written procedures for finding distribution and contrast 

(whether of sounds or morphemes), which also need to be demonstrated for 

them several times, before they follow them, first with assistance and 

eventually by themselves.   

 Training more inductively, beginning with many examples, exercises and 

analogies, before introducing theory to explain.   

 Be more learner-centered rather than just trainer-centered or content-centered.   

 Building strong relationships between trainers and students, using Master-

Apprentice model, so that students will be able to train/mentor others, too.   

 Implementing other recommendations from the Bowens in Appendix C for 

training ―Relational Learning Style African Students.‖   
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Morphology 

I recommend that all training in morphology for MTTs of Bantu languages 

incorporate as much as possible the methodology in Wiesemann‘s Discover Your 

Language method and Kroeger‘s Discover workshops.  The great similarities between 

Bantu languages in their nominal and verbal morphology, in conjunction with the SIL 

recommended learning objectives, can provide guidance in the topics which are of 

particular importance and relevance for Bantu languages as well as the methodology and 

tools that can be used.   

I have included in Appendix G an outline of the topics covered in the Discovery 

workshops, summarized here: (1) Nouns: Structure, classes, agreement and prefixes;  

(2) Verbs: Formula, subject, tense, object marking, extensions; (3) Other inflecting1 

words: Adjectives, qualifiers, demonstratives, numerals, possessives and associative 

particles; and (4) Non-inflecting words: Conjunctions and adverbs.   

Kroeger also included a lesson on analyzing the parts of speech in a sample text 

and another on orthography and national languages, including rules for writing, both of 

which help to make ties between morphology and real language data.   

For morphology, trainers must give to, and model repeatedly for, students clear 

and practical procedures for marking morpheme breaks (―parsing‖) to identify 

morphemes.  Since analysis can be very challenging for many students, it is crucial to 

move from the bigger picture (sentences and words) to the details, rather than vice-versa.   

In order to assist with understanding different lexical levels (as in Lexical 

Phonology), it may be helpful to teach more advanced Bantu language students the 

distinction between inflection and derivation.  However, this should be done only after 

students have already seen and discovered many examples of derivation (such as verb 

extensions) and inflection (such as noun class prefixes and verb agreement) in their own 

                                                 
1 Inflection is the formation of grammatical forms of a single lexeme (or word) (Aronoff and 

Fudeman 2005:238).   
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languages, rather than beforehand.  When this distinction is presented to students before 

they have seen and worked with a significant quantity of language data (both examples 

and exercises), I have found that the distinction between inflection and derivation ends up 

being just one more item to memorize, rather than a helpful concept.   

Phonology 

The methodology and topics included in Global Phonology (also in Appendix G), 

in conjunction with SIL‘s recommended learning objectives (in Appendix D), provide a 

good starting point for teaching phonology to African students.   

However, several changes need to be made.  For example, distinctive tone and 

tonal processes need to be addressed much sooner, rather than near the end after all the 

segmental studies.  The distinction between lexical and grammatical tone should also be 

made, especially since in Bantu languages, the latter is usually more crucial to represent 

orthographically.   

Because of the strong preference in Bantu languages for open syllables (usually 

CV, with potentially complex onsets), and the impact of syllable structure on 

phonological processes (such as glide formation), study of the syllabic structure needs to 

be done closer to the beginning of the study of the sounds and sound system.   

Making explicit and repeated ties between phonology and other domains 

(including morphology, phonetics and especially orthography) are particularly important 

for African students.  For this reason, I recommend revising, at least for African students, 

the ranking of two of the SIL recommended learning objectives for Introduction to 

Phonology (in Appendix D)—―Apply phonological principles to the development of an 

appropriate orthography for a given sound system‖ and ―Describe how phonological 

principles inform orthography design‖—from ―3‖ (Optional—good to include but not 

essential) to ―1‖ (Essential).   
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Although as an analytical thinker myself, I am able to study phonology apart from 

orthography development, most students with global learning styles need to see those 

links more explicitly, both for motivation and for better understanding.   

Students need to understand the distinction between phonology and phonetics, as 

well as their relatedness.  While this distinction is often challenging for Westerners, for 

Africans who are studying their own languages as insiders rather than outsiders, this is 

even more difficult to grasp.  Brian O‘Herin (2009) has suggested that giving examples 

of sounds that are allophones in some languages (like [t] and [t
h
] in English) but separate 

phonemes in others (like Makhuwa) may help to demonstrate this distinction.  Similar 

examples from Bantu languages would reinforce this distinction.   

Regarding the place of theory in teaching phonology, the revisions that Matthew 

Harley (2008) made in successive years to the order in which he presented phonology 

topics to students at TCNN, are especially insightful.  For example, the first time he 

taught phonology at TCNN, he introduced Distinctive Features early on, in weeks 2 and 

3, while Palatalization came in week 7 (out of 14 weeks).  He also introduced the topic 

Morphophonemics in week 9, before Vowel Harmony in week 12.   

However, the second time he taught the course at TCNN, Harley postponed the 

topic Distinctive Features until weeks 9 and 10, while he moved Palatalization up to the 

second week.  Similarly, he moved Vowel Harmony ahead of Morphophonemics.  Harley 

made these changes in order to better accommodate the Nigerian students‘ learning 

styles.  Through the use of many African language examples, basic concepts like 

grouping together sounds which are similar can be introduced early, while formalism like 

distinctive features can come later.   

Therefore, since Bowen and Bowen (1989) found that the vast majority of African 

students have more global learning styles than Western students, I recommend following 

Harley‘s example, by introducing more African language examples and exercises to the 
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students before giving them explicit theory.  Thus, examples of Palatalization and other 

modifications will come before Distinctive Features, and Vowel Harmony introduced 

before discussing relevant theories, such as Lexical and Autosegmental Phonology.   

Orthography Development 

For orthography development, two specific areas need to be addressed with a 

higher priority.  First of all, the orthographic representation (or the lack thereof) of 

distinctive tone and tonal processes needs to be discussed thoroughly.  This is not a 

simple topic, and thus often is not represented orthographically in many Bantu languages.  

However, indicating tone can be crucial for reading understanding.   

Another crucial topic to be given higher priority in Bantu languages is the issue of 

word division, and especially how to represent clitics.   

Transcultural Linguistic Training 

As helpful as the above suggestions by themselves will be for making training 

more effective, they still represent only an improvement on the present training.  A more 

radical revision is needed, in order to have a training program that explicitly considers 

contextual and cultural factors, learning styles and intelligences, achieves all six of 

Ward‘s levels and becomes truly transcultural training.  

There is a need to start over, by looking again at the desired outcomes and 

considering the students‘ various contexts (including cultural, educational and 

socioeconomic).  Regarding the desired outcomes, SIL‘s recommended ―course learning 

objectives‖ can be a good starting place for this, but only as a beginning, for several 

reasons: (1) Bantu MTTs are insiders rather than outsiders to their own languages, (2) the 

students are usually expecting their teachers to have very different roles from what the 

teachers are expecting and/or are comfortable with, and (3) in general, they are more 
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likely to be more global/relational in their learning styles than Western students.  These 

are the same three areas which I have discussed at the end of Chapter 7.   

Because African students are more global learners, linguistic training programs 

need to be more integrated than they usually are at present.  Rather than having students 

study each subject separately, which contributes to their not making connections between 

subjects, instead they could be studied in various clusters.  For example, phonetics, 

phonology, phonology project and orthography could be integrated together in ―Studying 

and Representing Sound Systems.‖   

Similarly, morphology, syntax, discourse analysis and field methods could be 

brought together in ―Studying and Describing Grammar Systems‖; cultural anthropology, 

sociolinguistics and Biblical cultures could come together in ―Understanding Your Own 

and Other Cultures‖; while semantics, pragmatics, and translation could be taught in an 

―Understanding and Transferring Meaning‖ stream.   

One such ―mega-course‖ is already available in SIL training, for Literacy, which 

brings together: (1) Community-based Literacy, (2) Literacy Program Planning and 

Management, (3) Materials and Methods in Literacy and (4) Introduction to Writing 

Systems (UND-SIL 2010).  Its existence is not surprising, since literacy specialists are 

generally more global/relational than most linguists are.   

These proposed mega-courses would be taught over several terms.  These four 

streams are not intended to cover everything that MTTs need to learn (for example, they 

do not include Biblical languages and exegesis, that could be taught together in another 

stream), nor are they completely separate (as there is much interaction between grammar 

and semantics, and between discourse and translation).  Instead, they are intended to give 

an idea of how several related subjects could and should be treated together, in order to 

increase students‘ understanding and motivation.   
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In my present research, I have focused on the first stream (on sound systems) 

along with one part (morphology) of the second one (on grammatical systems).   

Studying and Representing Sound Systems 

Because of the strong tendency among Africans to be more global learners, 

phonology should not be taught separately from orthography, nor from phonetics.  

Instead, a training program should integrate all of them, beginning with an introduction to 

orthography, so that students will have the motivation for studying both phonetics and 

phonology.  This will also help them to better understand what phonology is ―all about‖ 

and remove some of the mystery of phonology.   

With orthography design in view, students can use various Bantu tools that have 

been developed to help them investigate, describe and represent the sound system of their 

own languages, especially the Bantu Orthography Manual (L. Schroeder 2008).  A list 

from the BOM of phonological topics to be researched is included in Appendix G, which 

covers most of the areas that need to be researched for Bantu languages, such as vowel 

lengthening, coalescence, assimilation, and elision; consonant prenasalization, 

palatalization, labialization, and velarization; word boundary issues and tone and tonal 

processes.   

In addition, I have previously recommended that Kutsch Lojenga‘s Participatory 

Research methodology be adapted for use in formal training.  In particular, the group 

learning should be maintained and developed, as this is an important aspect of the way 

most Africans learn.   

This stream would include a phonology project on each student‘s own Bantu 

language.  However, this would not be postponed until the latter part of the course; 

instead, students would work on assignments related to their own language throughout 
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the course, that would then be synthesized and drawn together, in conjunction with an 

orthography proposal, at the end of the course.   

A field practicum on sound systems could include options related to orthography 

development, such as proposing an initial orthography (if needed), evaluating an existing 

orthography, or researching particular orthography problems in the language, such as 

particular symbols, under- or over-differentiation, word boundaries, or tone.   

Studying and Describing Grammatical Systems 

Grammatical analysis has not been the major focus of this study, except for where 

morphology interacts with phonology.  Here are some thoughts on the implications of 

transcultural training for teaching grammatical analysis to Africans.   

At first glance, since Bantu languages are agglutinative, it seems to make sense 

(at least to non-native speakers of Bantu languages) to begin with morphemes and then 

build up to words, phrases, clauses, sentences and so on.  However, in my experience, 

African students are much more aware of what a whole word or phrase means rather than 

the meaning of its individual parts.   

For example, trying to parse Greek verbs, especially participles, was a big 

challenge for almost all of my students, while diagramming sentences was an absolute 

mystery.  Instead, I found that teaching Greek and Hebrew using a text-based method 

such as the one developed by John Dobson (2005a, 2005b) was very effective.   

Dobson begins right away with using sentences and short texts and as soon as 

possible actual Bible verses and passages.  This helps students to see that the Greek and 

Hebrew words and phrases have meaning, and it provides a strong motivation for them as 

well.  Dobson also uses songs and word games extensively for teaching Hebrew, a 

technique that could also be helpful in teaching linguistic concepts to African students.   
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Similarly, I recommend that, after a short introduction to words and morphemes 

(but not initially addressing phrases and clauses), Bantu language speakers begin their 

training in grammar with sentences from short natural texts in Bantu languages.  Then, in 

the context of real sentences and texts that have meaning, other crucial concepts can be 

taught, by moving down the grammatical hierarchy, from sentences to clauses to phrases 

to words to morphemes, rather than starting with the small pieces (morphemes) which are 

perceived by many students as meaningless in themselves.   

I have previously recommended that the methodology used in Wiesemann‘s 

Discover Your Language and Kroeger‘s Discover Bantu grammar workshops be adapted 

for use in formal training, so that students can discover and describe how their own 

languages are organized.  Accordingly, instead of being taught as a separate course, Field 

Methods should be integrated into the study of grammar, as well as a Field Practicum 

away from campus (during either a term or perhaps the longest interterm), where the 

students put into practice what they have learned in their initial training, and also become 

aware of what they still need to learn, both in terms of skills and knowledge.  After the 

practicum, students would continue to study (advanced) grammar, and at that time begin 

to learn more explicitly one or more helpful grammatical theories.   

Summary 

In this chapter, I have discussed some implications of transcultural training for 

linguistics programs for mother tongue speakers of Bantu languages, both generally and 

specifically for morphology, phonology and orthography development.  I have made 

some recommendations, both for general principles as well as for more radical proposals 

that seek to address, in particular, various cultural and other contextual factors, including 

African students being insiders rather than outsiders to their language and culture, as well 

as their dominant learning styles and expectations for the roles of trainers.   
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CONCLUSIONS AND RECOMMENDATIONS 

I began this research with two major concerns: (1) hundreds of African languages 

(and Bantu languages in particular) still remain to be studied and have resources 

developed for mother tongue literacy and Bible translation, and (2) linguistic training 

programs for African translators were falling short in preparing students for linguistic 

research in their own languages.   

Through this research I have sought to address these concerns.  In this chapter I 

summarize my research and findings, make recommendations for further research, and 

conclude with some final remarks.   

Summary of Research and Findings 

A significant component of the remaining Bible translation task in Africa (and 

beyond) is to analyze, describe and represent the sound systems of hundreds of 

languages.  Many of the challenges in this task involve phonological processes that occur 

when morphemes come together, and how to analyze and represent the resulting sounds, 

both the segments (consonants and vowels) and the tones.  On-going research in African 

languages, and in particular Bantu languages, is increasing understanding of these 

languages, including various aspects of their sound systems.   

For my overall research, I addressed these research questions: 

1. What phonological processes occur, in Bantu languages in particular, and how 

are they best analyzed and represented? 

2. Which key principles for intercultural training are most relevant for Scripture 

programs in Bantu languages? 
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3. How does the intercultural training of linguistics impact mother tongue 

Scripture programs, in African languages? 

4. What training methods and content in morphology, phonology and orthography 

are needed to enable more effective mother tongue translation in Bantu languages? 

Phonemics provided useful field methodologies for the initial identification of 

phonemes and allophones, which newer theories continue to use.  Generative Phonology 

provides a strong foundation for better understanding phonological processes in Bantu 

languages.  Subsequent phonological theories have built upon and extended Generative 

Phonology.  Lexical Phonology helps particularly with explaining processes which occur 

only with certain affixes (such as vowel height harmony with extension suffixes).  

Autosegmental Phonology has shown its effectiveness in explaining tonal processes such 

as High tone spread and shift in Bantu languages, as well as with vowel ATR harmony.  

Tiers representing the syllable and prosodic structure also fit well with Autosegmental 

Phonology, and give insight into various processes in Bantu languages, such as glide 

formation, vowel lengthening, and syllabic nasals.   

Finding a theoretical model for orthography development has proved challenging, 

since it has been treated like a neglected step-child of applied linguistics.  However, 

building on the work of many others, various principles for orthography development 

gathered by Kutsch Lojenga (1996a) and others, particularly in dealing with word 

boundaries (Van Dyken and Kutsch Lojenga 1993), are quite useful.   

The task for linguistic analysis, description and representation, as well as Bible 

translation, for African languages remains great.  Therefore, it is fortunate that an ever-

increasing part of the translation and linguistic work in Africa is being done by Africans 

themselves, especially mother tongue speakers, as part of National Bible Translation 

Organizations, Bible societies, SIL entities, churches and other organizations.  This 

means there is an ever-increasing need for training for these African translators, in 

various areas, including linguistics.   
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I agree with Silver, Strong and Perini (2000) that it is crucial to recognize and 

then target different learning styles and areas of competence (or intelligences), in order to 

more effectively train learners.  In addition, researchers have found that various factors 

contribute to the effectiveness of training, particularly training that has been developed in 

one cultural context and then transferred to another context.  When considering such 

intercultural training, in particular formal training, I found Ward‘s six levels in adapting 

instructional material to be especially insightful, so that along with the Integrated 

Learning model, these formed the initial foundation for my own research.   

Among the many factors to be considered are differences in language and 

language ability, learning styles and teacher-student roles.  Still other cultural differences, 

such as worldview and values, are even harder to see.  And a particular challenge that 

arises when training people to study their own languages is that they are insiders rather 

than outsiders; therefore, they already have much implicit understanding about how their 

languages ―work‖ of which they are not explicitly aware.  Thus, in addition to responding 

differently to training methods because of their learning styles, they likely need some 

different content in their training than an outsider would need.   

I found several training models that seek to address the specific linguistic training 

needs for Africans.  These include Wiesemann‘s Discover Your Language methodology, 

which was further developed by Kutsch Lojenga in her Participatory Research method 

and more recently by Kroeger in his Discover workshops designed specifically for 

training Bantu language speakers to study and describe the grammar (and especially 

morphology) of their own languages.   

A formal training model that sought to address the varying learning styles of 

students was the Global Phonology course taught for several years at the SIL-UK 

program, which included initial phonemic analysis followed by an introduction to 
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Generative Phonology, as well as indicating links between phonology and other domains, 

including orthography, phonetics and language learning.   

Another significant trend for Bantu and other African languages has been the 

cluster model, used with languages which are usually closely related linguistically.  

Adapt It has proved very useful in the area of translation.   

Other computer linguistic tools have been developed specifically for Bantu 

languages, to take advantage of their many similarities.  For studying and representing 

sound systems, the Bantu phonology tool (PTEST) and especially the Bantu Orthography 

Manual are useful resources that also provide an outline of areas (including sounds, 

sounds systems and sound processes) to research in particular Bantu languages.   

Building upon the foundational work of others, in my field research, I looked at 

how training programs have been adopted and adapted, from the primarily Western SIL 

content and methods, into African contexts, specifically addressing these four questions:  

1. How has the original curriculum for overall translation degree programs in 

Africa, as well as for particular courses, been chosen and developed? 

2. How have the overall translation training programs been revised, and why? 

3. How has the curriculum for particular courses been revised, and why? 

4. What additional modifications (in content and methods) are still needed/ 

recommended by lecturers and students for improved effectiveness? 

For this research, I used multiple case study methodology, and conducted case 

studies at three Anglophone formal training degree programs for Bible translators in 

Africa.  Two of these were in Nairobi, Kenya, while the third was in northern Nigeria.  

Two of them had B.A. programs, while two had M.A. programs (and one also has a Ph.D. 

program).  Two of them were founded twenty years ago, while the third program is now 

in its fifth year and uniquely has field practicum courses as an essential component.   
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For each of the three case studies, I gathered information through ethnographic 

interviews of current and former students and trainers, participant observation of classes, 

archival research and student focus groups.  Through these various methods and sources, 

I collected many responses, comments and observations.   

I analyzed each case study using a learning style-multiple intelligence matrix 

from the Integrated Learning model.  This helped to identify learning styles and 

intelligences which needed to be targeted more, especially Interpersonal.  Several other 

contextual factors, including ability in the language of instruction (English), differing 

needs for insiders versus outsiders studying a language, and strongly differing cultural 

expectations for student-trainer relationships, did not fit easily into the Integrated 

Learning model, even though they interacted with learning styles and/or intelligences.   

For the second part of my analysis, I expected to find the following general 

indicators and major factors in these six areas based on Ward‘s six levels: 

I. Students‘ (and teachers?) fluency and ability in the language of instruction 

(English or French or another language) 

II. Vocabulary issues (such as too difficult or too technical) 

III. Relevant examples and exercises, preferably from local/African context 

IV. Pedagogical methods and student/teacher expectations of Africans 

V. Content connects with/relevant to Local/African Cultures/worldviews 

VI. African students‘ learning styles (generally more global/wholistic) 

In addition to these general areas, I expected my data analysis to reveal other 

indicators.  I then analyzed the data by looking for the factors and indicators that were 

repeated, both within each case study as well as between the case studies.   

Overall, I found seventeen factors that were findings in at least two of the three 

case studies.  In addition, seventeen other factors were found in just one of the case 

studies.  I found that almost all of these factors fit under the six areas predicted by Ward‘s 
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six levels.  Those which were not predicted (such as the need for more training in 

computer tools, consulting skills and academic writing) were mostly associated with the 

M.A. training at NEGST, which has higher level students, most of whom are being 

trained to eventually become trainers and consultants.   

Three contextual factors were particularly significant, especially the first two:  

(1) differing training needs for language insiders than for outsiders, (2) differing 

expectations for trainer roles and trainer-student relationships, and (3) most African 

students having a global/relational, rather than linear/analytical, learning style.  African 

students in a B.A. training program will usually be working with their own language, as 

insiders, while students in M.A. programs are more likely to work with other languages, 

so they also need ―outsider‖ training, as well as a stronger understanding of theoretical 

foundations.  And in general, African students are also looking for mentors to ―walk with 

them‖ through the process of analyzing languages.   

I found that, although both models in my theoretical foundation—the Integrated 

Learning model and Ward‘s six levels—were insightful, neither of them adequately 

explained the results of the case studies.  Instead, in addition to the two dimensions of the 

Integrated Learning model—for learning styles and multiple intelligences—a third 

dimension—for cultural and other contextual factors—needs to be integrated into the 

model.  Many of these contextual factors interact with learning styles and intelligences.   

This model can also be viewed as an extension of Shaw‘s Transcultural factor, 

from transcultural translation to transcultural translation training.  Into this Transcultural 

Training, Ward‘s six levels also fit, along with insights from other models that address 

important issues such as trainer roles.  The specific challenges that arise from training 

African students in linguistics as insiders of their own languages are also crucial to 

recognize.   
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Finally, in Chapter 9, I addressed some implications of Transcultural Training for 

formal training programs in linguistics for African MTTs, especially for speakers of 

Bantu languages.  Most of these require a much greater understanding of and 

accommodation to several aspects of the students‘ contexts and cultures, including 

learning styles, pedagogical expectations and training roles, and world view.  Some of 

these principles (such as using varying training methods and many more examples and 

exercises with Bantu and other African languages) can be addressed to improve present 

programs, but others will require more drastic changes involving a more integrated and 

insider-oriented presentation of the material.   

Recommendations for Further Research 

I have indicated various directions for future research in this study.  First, 

stemming from the implications of transcultural training, there is a need to research more 

in-depth those African cultural beliefs and values which interact with formal training, 

including learning styles, pedagogical expectations, trainer-student roles and valued 

competencies.   

Second, I have referred to the difference between training to study a language as 

an insider in contrast to an outsider.  Although I have discussed some methodologies that 

have definitely made some progress in helping mother tongue speakers to discover and 

describe their own languages, more focused research in this area would be helpful, 

especially as an increasing number of mother tongue speakers need to be trained.   

In addition, since the SIL International recommended learning objectives have 

been developed primarily for linguistic outsiders, this means that distinct learning 

objectives for language insiders should also be developed.   

I have also suggested the need to determine the competencies and levels of ability 

in the language of instruction (whether English, French, Portuguese or Swahili) to be 
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required before students begin receiving formal training in linguistics.  Although there 

are general ideas and anecdotes about this issue, more focused research is needed to 

address this need, for B.A. students and also for M.A. students, and probably for Ph.D. 

programs as well.  For the M.A. and especially Ph.D. students, this would include 

(possibly concurrent) training needed for academic writing.   

A recurring problem in training programs at all levels has been plagiarism, 

whether intentional or not.  Rather than looking at the solution being just more training 

about and against plagiarism, further research into African cultural understanding(s) 

about giving credit to others‘ work is needed to assist students in their academic writing.   

Since all three case studies were conducted in translation training programs in 

Africa, conducting a similar case study at a North American-based translation training 

program and comparing the findings could be insightful, particularly in identifying which 

factors are more general for improving training, rather than Africa-specific.   

I have not referred much to Relevance Theory (RT) in my research, except to note 

that various students said they had trouble understanding it or seeing its relevance to their 

translation studies.  However, RT may be quite relevant to Transcultural Training, since 

through linguistic and other training we are seeking to transfer from one cultural context 

to another the knowledge, skills and attitudes that are needed for Bible translation and 

Scripture use and impact.  The lack of a shared cultural context for much of formal 

training (as in the understanding of plagiarism) contributes greatly to a lack of 

understanding and/or misunderstanding.  Therefore, it may be that RT could contribute to 

a better understanding and development of Transcultural Training.   

Finally, cognitive research, specifically on the learning processes of African 

students, would clearly contribute to more effective linguistic training of Bantu mother 

tongue translators.   
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Final Remarks 

I began this study thinking that a better understanding of phonological processes 

in Bantu languages would contribute to Bible translation and Scripture use and impact.  

While I still believe this to be true, I am reminded of the proverbial camel that first snuck 

its head into the tent and then its neck and eventually its whole body.  In my case, 

intercultural training has been that camel.   

My hope is that a clearer understanding of transcultural training will prove helpful 

for me and many others, in more effectively mentoring and training many mother tongue 

translators of Bantu and other African languages.  And although this study has focused on 

African students and languages, I trust that its insights can be applied beyond Africa, 

especially the need to consider the differing training needs for language insiders (versus 

outsiders) and the impact of differing expectations for trainer roles, especially as mentors 

rather than as facilitators.   
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APPENDIX A 

 

NOMINAL PREFIXES FOR 

SELECTED BANTU LANGUAGES 

 

Class Zulu Ganda Zezuru Cewa Lingala Sotho Swahili 

 S42 JE15 S12 N31 C36d S33 G42 

        

1 u-mu- o-mu- mu- mu- mo- mo- m(w)- 

2 a-ba- a-ba- va a- ba- ba- wa- 

3 u-mu- o-mu- mu- mu- mo- mo- m(w)- 

4 i-mi- e-mi- mi- mi- mi- me- mi- 

5 i-li- e-ri- (ri-) - li- le- -/ji- 

6 a-ma- a-ma- ma- ma- ma- ma- ma- 

7 i-si- e-ki- chi- chi- e- se- ki-/ch- 

8 i-zi- e-bi- zvi- zi- bi- di- vi- 

9 i-N- e-N- N- - N- N- N- 

10 i-zi-/N- e-N-/zi- N- - N- diN- N- 

11 u-lu- o-lu- ru-  lo-  u- 

12  a-ka- ka- ka-    

13  o-tu- tu- ti-    

14 u-bu- o-bu- u- u- bo- bo- u- 

15 u-ku- o-ku- ku- ku- ko- ho- ku- 

16 pha- wa- pa- pa-   (pa-) 

17 gu- ku- ku- ku-  ho- (ku-) 

18  mu- mu- mu-   (m-) 

20  o-gu-      

22  a-ga-      

23  e-      

 

Adapted from Katamba (2003:109) and Maho (1999:61,101). 
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APPENDIX B 

 

NOUN CLASS PREFIXES FOR NDAU (S15) 

 

Class Prefix for Nouns  

and Adjectives 

Prefix for 

Enumeratives 

Prefix for 

Quantifiers 

    

1 mu- mu- w- 

2 va- va- v- 

3 mu- mu- w- 

4 mi- mi- y- 

5 --- ri- r- 

6 ma- ma- --- 

7 chi- chi- ch- 

8 zvi- zvi- zv- 

9 (N-) i- y- 

10 (N-) dzi- dz- 

11 ru- ru- rw- 

12 ka- ka- k- 

13 tu- tu- t- 

14 (h)u- hu- hw- 

15 ku- ku- kw- 

16 pa- pa- p- 

17 ku- ku- k- 

18 mu- mu- mw- 

19    

20 ku- ku- kw- 

21 zi-   

 

Adapted from Mkanganwi (1973:84). 
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APPENDIX C 

 

AFRICAN STUDENTS’ LEARNING STYLES 

Here are presented findings from the Bowens‘ research regarding the learning 

styles of African students: the preferences of field-dependent/global/relational and field-

independent/analytical students, and suggestions for more effectively teaching African 

students whose preferred learning style is relational/global.   

Preferences of Field-dependent and Field-independent Students 

(Bowen 1984:10; Bowen and Bowen 1989:273) 

Field-dependent (Global/Relational) Students 

 

1. Display of physical and verbal expressions of approval and warmth 

2. Use of personalized rewards 

3. Expressions of confidence in student‘s ability 

4. Teacher who gives guidance; makes purpose and main principles of lesson obvious 

5. Teacher who encourages learning through modeling 

6. Teacher who encourages cooperation and development of group feeling 

7. Informal class discussions relating concepts to students‘ experiences 

8. Global aspects of concepts: clearly explained performance objectives 

9. Personalized and humanized curriculum 

10. Class discussion 

11. Intergroup interaction 

12. Small group tasks 

13. Use of outline 

14. Close supervision and direction 

15. Planned questioning; prefers not to have to express ideas ―on his feet‖ 

16. Feedback to improve performance 

17. Organization in order to aid performance; lack of organization hinders performance 

18. Field experiences 
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Field-independent (Analytical) Students 

 

1. Formal student-teacher relationships 

2. Instructional objectives; social atmosphere secondary 

3. Teacher who encourages independent student achievement 

4. Teacher who encourages competition between students 

5. Teacher as consultant 

6. Trial and error learning 

7. Task orientation 

8. Details, facts and principles 

9. Graphs, charts and formulas 

10. Inductive learning and discovery approach 

11. Lecture and learning through discovery 

12. Working alone; dislikes small group tasks 

13. Freedom to create own structure and or/outline 

14. Distant supervision and less direction 

15. Impromptu questioning; can express ideas ―on his feet‖ 

16. Teacher as subject authority 

17. Not dependent on feedback 

18. Minimum amount of time in discussion; dislikes discussion 

Suggestions for More Effectively Teaching 

Relational Learning Style African Students 

(Bowen and Bowen 1989:272-274; Lingenfelter and Lingenfelter 2003:68) 

 

1. Make course outlines 

2. Give an overview of the entire course 

3. Preview the material to be learned in each lesson 

4. Identify the important points in a lesson 

5. Encourage frequent feedback and give frequent reinforcement. 

6. Work with small rather than large units 

7. Give strong correction and support  

8. Emphasize group projects, group discussion, and working in pairs 

9. Give adequate structure and direction for projects 

10. Provide textbooks or duplicated notes 

11. Use numerous visual aids—pictures, charts, posters, models 

12. Give grades, praise and criticism, as external rather than internal motivators 

13. Be a model and an example 

14. Be clear and precise in your instructions 

15. Avoid lecture alone: give hand-outs, pictures, examples and illustrations 

16. Relate your material to people, to real-life situations 

17. Use criterion-referenced grading, not in competition with others 
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APPENDIX D 

 

COURSE LEARNING OBJECTIVES 

RECOMMENDED BY SIL INTERNATIONAL 

On this and the following pages are the standard learning objectives which have 

been recommended by SIL (2010), for Articulatory Phonetics, Introduction to Phonology, 

Morphology and Syntax, and Literacy Principles (including Orthography).   

For Articulatory Phonetics 

Upon completion of the course, the student will be able to: 
 

Objectives type rank 

1. Describe the physical mechanisms of speech sound production K 1 

2. Classify and describe speech sounds in terms of their articulatory 

properties (parameters) 
K 1 

3. Identify and distinguish the major topics in phonetics, incl. articulatory, 

acoustic, and instrumental phonetics 
K 2 

4. Discriminate and identify a broad range of normal human speech 

sounds 
S 1 

5. Transcribe a broad range of normal human speech sounds and 

prosodies using the International Phonetic Alphabet 
S 1 

6. Mimic and produce a broad range of normal human speech sounds S 1 

7. Perform basic acoustic analysis S 3 

8. Express and explain basic phonetic principles and concepts to a non-

specialist 
S/K 1 

 

K: knowledge, S: skill, A: attitude 

1: Essential, 2: Strongly suggested, but not essential, 3: Optional – good to include, but not essential 
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For Introduction to Phonology 

Upon completion of the course, the student will be able to: 
 

Objectives type rank 

1. Describe the difference between phonology and phonetics K 1 

2. Understand that each language has its own distinct phonological patterns K/A 1 

3. Describe the principle levels of the phonological hierarchy in relation to 

each other and to non-phonological units 
K 1 

4. Describe major sound systems and phonological processes K 1 

5. Describe how phonological principles inform orthography design K 3 

6. Recognize major phonological processes and common conditioning 

environments 
S 1 

7. Use phonological features to describe sound systems and phonological 

processes 
S 1 

Analyze language data for the following areas: 

8. - segmental contrast, complementary distribution and free variation S 1 

9. - interpretation of ambiguous segments and sequences of segments S 1 

10. - syllable structure, word structure, and phonotactic restrictions S 1 

11. - morphophonemic and suppletive variation S 2 

12. - neutralization, deletion, epenthesis, and other syllable-related 

processes 
S 1 

13. - tonal contrasts S 1 

14. - stress placement S 1 

15. Write a brief description of a phonological topic S 1 

16. Constructively comment on peer papers on a phonological topic S 2 

17. Express and explain basic phonological principles and concepts to a 

non-specialist 
S/K 1 

18. Apply phonological principles to the development of an appropriate 

orthography for a given sound system 
S 3 

 

K: knowledge, S: skill, A: attitude 

1: Essential, 2: Strongly suggested, but not essential, 3: Optional – good to include, but not essential 
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For Morphology and Syntax 

Upon completion of the course, the student will be able to: 
 

Objectives type rank 

1. Understand that each language has its own distinct morphological and 

syntactic patterns 
K/A 1 

2. Divide words into constituent morphemes S 2 

3. Distinguish between inflectional and derivational morphemes  S 2 

4. Analyze morphological compounding constructions S 1 

5. Identify constituent structure within a sentence  S 1 

6. Distinguish between syntactic categories and grammatical relations  S 2 

7. Distinguish indicative, imperative and interrogative sentences S 1 

8. Analyze data in terms of a set of phrase structure rules and a lexicon S 3 

9. Analyze the structure of noun phrases, verb phrases, and minor phrase 

types 
S 1 

10. Analyze case and agreement systems  S 2 

11. Distinguish different grammatical voices S 2 

12. Distinguish different types of clause combining S 1 

13. Recognize serial verb constructions S 2 

14. Distinguish tense, aspect and mood, and describe their functions S 1 

15. Distinguish between locutionary and illocutionary force S 3 

16. Identify recursive structures S 3 

17. Write a brief description of a grammatical topic S 1 

18. Utilize the Leipzig Glossing Rules when writing grammatical examples S/K 1 

19. Constructively comment on peer papers on grammatical topics S 2 

20. Express and explain basic morphological and syntactic principles and 

concepts to a non-specialist 
S/K 1 

 

K – knowledge, S – skill, A – attitude 

1: Essential, 2: Strongly suggested, but not essential, 3: Optional – good to include, but not essential 
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For Literacy Principles (Including Orthography) 

Upon completion of the course, the student will be able to: 

 
Objectives type rank 

 identify major issues for literacy initiatives in an ethnic-minority 

population 

K 1 

 explain worldwide factors which influence illiteracy K 1 

 identify and explain the major trends and movements in literacy and 

development 

K 2 

 discuss issues of language policy and language planning, and give a 

range of examples from around the world 

K 2 / 3 

 explain the challenges in developing a written system for a language S 1 

 write up and evaluate proposals for a writing system for a language, 

including orthographic issues beyond the representation of 

segmental features 

S 2 

 define and discuss the basic principles of adult learning K/S 2 

 define and discuss the major approaches to reading theory K/S 2 

 define and discuss the major theoretical models to teaching reading 

and writing 

K/S 2 

 draft/develop instructional materials based on the Gudschinsky 

method 

K/S 1 / 2 

 train local teachers to use a Gudschinsky primer K/S 2 

 explain the philosophy and application of whole language K 2 

 explain the general features of a literacy program and factors 

influencing its implementation 

K 1 

 explain the general process of developing a funding proposal K/S 2 

 explain at least two possible processes for program evaluation K/S 2 

 draft plans for evaluating literacy materials and a literacy program K/S 2 

 draft plans for testing new readers K/S 2 / 3 

 explain the general purpose of a transitional/bridging literacy 

program 

K/S 1 

 develop transitional (or bridging) materials K/S 1 

 draft a distribution plan K/S 2 

 organize and/or facilitate a writers‘ workshop S 1 

 explain the role of literacy within a language development program K/S 1 

 list major literacy resources available to a language program 

fieldworker 

S 1 

 explain the socio-cultural context of literacy S 1 / 2 

 

K: knowledge, S: skill, A: attitude 

1: Essential, 2: Strongly suggested, but not essential, 3: Optional – good to include, but not essential 
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APPENDIX E 

 

CASE STUDY INTERVIEW GUIDES 

Included on the following pages are the various interview guides which were used 

in this research.   

First comes the ―Student Ethnographic Interview Guide,‖ followed by the 

―Student Focus Group Interview Guide.‖   

Next comes the ―Trainer Ethnographic Interview Guide,‖ which was used with all 

of the trainers.   

Finally, the ―Supplementary Interview Guide for Developers of Original 

Curriculum‖ was used only with those trainers who were involved in developing the 

original curriculum, for whole programs and/or individual courses.   

For the sake of space and length, I have removed from the interview guides the 

blank lines.  I have also not included the informed consent forms, which were, however, 

approved by the Fuller SIS Human Subject Research Committee.   
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Student Ethnographic Interview Guide 

 

Date: ______________________ Time: ______________________ 

Location:  ______________________________________________ 

 

Interviewer: ______________________________________ 

Interviewee: ______________________________________ 

 

I appreciate your meeting with me today. I want to find out from you about your 

experiences in being trained as a student in a translation degree program.  So, I‘d like to 

begin by asking you some general questions about where you have lived and worked, and 

what kind of training you have been involved with, especially cross-culturally. 

 

1.  Places/Countries lived in:  

 

1a. Place/Country: _____________________________________________________ 

When/How long: ______________________________________________________ 

Work/Study?  ______________________________________________________ 

 

1b. Place/Country: _____________________________________________________ 

When/How long: ______________________________________________________ 

Work/Study?  ______________________________________________________ 

 

1c. Place/Country: ____________________________________________________ 

When/How long: ______________________________________________________ 

Work/Study?  ______________________________________________________ 

 

(If more places, use back of sheet) 

 

2a.  Are you presently or were you previously a student in a Translator Degree 

Program? ___ 

2b. If so, when and where? (Note: a few people may have been in more than one 

TDP.) __________________________________________________________________ 

 

3. Did/will you graduate from one or more TDP? _____  

If so, when did/will you graduate? __ And what degree(s)/level did/will you receive? ___ 

________________________________________________________________________ 

 

4.  Have you been involved in a Bible translation and/or language development 

project? ___ If so, which language have you been involved with? ________________  

And where? ________________  Is it your mother tongue? __________ 
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5. Have you taken any of the following courses as part of a TDP? 

Introduction to Language? ____  Applied Lg Fieldwork ___ 

Grammar (or Morphosyntax) I ____  Grammar (or Morphosyntax) II _____  

Phonetics ______ Phonology ______ Phonology Project ____  

Orthography ____ OR Literacy & Orthography ____ 

 

6. Have you found any particular TDP courses to be especially helpful, particularly 

in regards to any work with language (whether in the past, present or future)? _____ 

If so, which course(s) did you find to be especially helpful, and why? 

________________________________________________________________________ 

 

7. Were there any particular TDP courses you took which you found to be especially 

challenging or difficult? _____  

If so, which course(s) did you find to be especially challenging, and why? 

________________________________________________________________________ 

 

8. Were there any particular courses you took which you have found to NOT be very 

useful, particularly in regard to language work? _____ 

If so, which course(s) have you found to NOT be very useful, and why? 

________________________________________________________________________ 

 

9. Do you feel there any particular courses missing from the TDP which should be 

added to make the overall training more effective? _____ 

If so, which course(s) do you think should be added to the TDP, and why? 

________________________________________________________________________ 

 

10a. There are many different methods for teaching and training, including: lectures, 

workshops, group discussions, audiovisual presentations, question-answer, modular, 

intensive, role-playing, internships, etc. In your TDP courses, did you find certain 

methods of training to be more effective for helping you and other students to learn? 

______ If so, which methods were more helpful, and why? 

________________________________________________________________________ 

 

10b. On the other hand, in your TDP courses, did you find certain methods of training 

to be less helpful for learning? ______ If so, which methods were less helpful, and why? 

________________________________________________________________________ 

 

11a. Have you been involved in the analysis of the grammar or phonology of a 

language? ___  

If so, are there any specific challenges/difficulties that you have encountered?  ____ 

Could you describe some of these challenges?  

________________________________________________________________________ 
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11b. Have you been involved in the development of an orthography for a language? 

_____   

If so, are there any specific challenges/difficulties that you have encountered?  ____ 

Could you describe some of these challenges?  

________________________________________________________________________ 

 

12. Do you feel that your TDP training adequately equipped you for these challenges? 

____  Why or why not?  

________________________________________________________________________ 

 

13a. Is there any training which your TDP lecturers could have received which would 

have improved their ability to train African students in applied linguistics for Bible 

translation? ____ 

13b. If so, what kind of training (content and/or method, e.g. formal/informal/ 

nonformal, modular, intensive, etc.) would you recommend that future trainers receive, in 

order to train African students more effectively in Bible translation? 

________________________________________________________________________ 

 

14. Are you in contact with any former TDP students or trainers, who you think 

would be willing to be interviewed? ____ If so, can you give me their names and any 

contact information? _______ 

________________________________________________________________________ 

 

15. Is there anything else that you would like to say or add? 

________________________________________________________________________ 

 

Would you be willing to also participate, at a later time, in a focus group interview (about 

one hour) with your peers (i.e. other students), which will discuss some of the same 

topics which we have discussed today? Yes _____ No  _____ 

 

Thank you very much for your time and for your willingness to contribute to my 

research. 
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Student Focus Group Interview Guide 

 

Date: ______________________ Time: ______________________ 

Location:  ______________________________________________ 

 

Interviewer: ______________________________________ 

Interviewees: School(s)? ___________________ Degree Program(s)? ____________ 

 

I appreciate your meeting with me today. I want to find out from you about your 

experiences in being trained as a student in a translation degree program. 

 

So, I‘d like to begin by asking each of you which country you are from and which 

language group(s) you have been working with (and/or hope to work with). 

 

1.  Name:  ______________________________________________________ 

Country:   ______________________________________________________ 

Language Group(s): ______________________________________________________ 

 

(Note: Lines were originally included for each student who participated.) 

 

2.  You took (are taking) various courses you as part of the Translator Degree 

Program. Which courses were (are) your favorite, and why?  

________________________________________________________________________ 

 

3. Did you find (have you found) any particular TDP courses to be especially 

helpful, particularly in regards to any language work (whether in the past, present or 

future)? ___  Which course(s) did you find to be especially helpful, and why? 

________________________________________________________________________ 

 

4. Were there any particular TDP courses you took which you found to be especially 

challenging or difficult? _____  

Which course(s) did you find to be especially challenging, and why? 

________________________________________________________________________ 

 

5. Were there any particular courses you took which you have found to NOT be very 

useful, particularly in regard to language work? _____ 

Which course(s) have you found to NOT be very useful, and why? 

________________________________________________________________________ 

 

6. Do you feel there any particular courses missing from the TDP which should be 

added to make the overall training more effective? _____ 

Which course(s) or course content do you think should be added to the TDP, and why? 

________________________________________________________________________ 
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7. There are many different methods for teaching and training, including: lectures, 

workshops, group discussions, audiovisual presentations, question-answer, modular, 

intensive, role-playing, internships, etc. In your TDP courses, did you find certain 

methods of training to be more effective for helping you and other students to learn? ___  

Which methods were more helpful, and why? 

________________________________________________________________________ 

 

8. On the other hand, in your TDP courses, did you find certain methods of training 

to be less helpful for learning? ______  Which methods were less helpful, and why? 

________________________________________________________________________ 

 

9. Have any of you encountered any specific challenges/difficulties in the analysis of 

the grammar of your language? _____  

Could you describe some of these challenges/difficulties you have encountered?  

________________________________________________________________________ 

 

10. Have you encountered any specific challenges/difficulties in the analysis of the 

phonology of your language?  Could you describe some of these challenges/difficulties 

you have encountered?  

________________________________________________________________________ 

 

11. Have you encountered any specific challenges in the development of an 

orthography for your language?  

Could you describe some of these challenges/difficulties you have encountered?  

________________________________________________________________________ 

 

12. How well do you feel that your TDP training adequately equipped you for these 

challenges? 

_______________________________________________________________ 

 

13. Is there any training which your TDP lecturers could have received which would 

have improved their ability to train you in for Bible translation? What kind of training (in 

content and/or method, e.g. formal/informal/nonformal, modular, intensive, etc.) would 

you recommend that future trainers receive, in order to train African students more 

effectively in Bible translation? 

________________________________________________________________________ 

 

Thank you very much for your time and for your willingness to contribute to my research. 
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Trainer Ethnographic Interview Guide 

 

Date: ______________________ Time: ______________________ 

Location:  ______________________________________________ 

Interviewer: ______________________________________________ 

Interviewee: ______________________________________________ 

 

I appreciate your meeting with me today. I want to find out from you about your 

experiences in training students in a translation degree program. So, I‘d like to begin by 

asking you some general questions about where you have lived and worked, and what 

kind of training you have been involved with, especially cross-culturally. 

 

1.  Places/Countries lived in:  

 

1a. Place/Country: _____________________________________________________ 

When/How long: ______________________________________________________ 

Work/Study?  ______________________________________________________ 

 

1b. Place/Country: _____________________________________________________ 

When/How long: ______________________________________________________ 

Work/Study?  ______________________________________________________ 

 

1c. Place/Country: _____________________________________________________ 

When/How long: ______________________________________________________ 

Work/Study?  ______________________________________________________ 

 

(If more places, use back of sheet) 

 

2a.  Have you receive any training specifically in cross-cultural communication? __ 

2b. If so, what kind of training and where/how did you receive such training?  

________________________________________________________________________ 

 

3a. Have you received any training (cross-cultural or otherwise) in how to teach or 

train others? ____ 

3b. If so, please describe such training and where/how you received it:  

________________________________________________________________________ 

 

4a. Have you taught in a WFO-associated Translator Degree Program in Africa? ____ 

4b. If so, where have you taught and when? (if more than one TDP, use a separate 

sheet)___________________________________________________________________ 

 

5a. What were the primary courses you taught in the TDP (e.g. more than one time)? 

________________________________________________________________________ 
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5b. Which other courses have you taught in the TDP (e.g. one time)? 

________________________________________________________________________ 

 

Note:  For questions 6-10, if you taught any courses involving Phonetics, Phonology, 

Morphology and/or Orthography, please focus on them, without excluding other courses. 

 

6. Were you involved in the original choice and/or development of curriculum for an 

overall TDP or for one or more particular courses? ____  

(If so, refer to ―Supplementary Interview Guide.‖) 

 

7a. While you were teaching at the TDP, were there any significant revisions, 

developments or changes in the curriculum (e.g. in content, methods or sequencing), 

whether for the overall program, or for specific courses? ___ 

7b. If so, what changes were made, and why? (use more pages, if needed) 

________________________________________________________________________ 

 

8a. Do you think there are any significant revisions, developments or changes to the 

TDP curriculum (e.g. content, methods or sequencing) which you feel still need to be 

made, whether for the overall program or for specific courses, in order for the training to 

be more effective? ____ 

8b. If so, what changes would you recommend, and why? (use more pages, if needed) 

________________________________________________________________________ 

 

9a. In your training of African students in applied linguistics for Bible translation, 

have there been any particular areas of difficulty/challenge that you have found in 

training? _____ 

9b. If so, what are some of the specific challenges/difficulties that you have 

encountered? ____________________________________________________________ 

9c. What do you think may have caused or contributed to these difficulties or 

challenges?_____________________________________________________________ 

 

10a. Did you find any methods or approaches which were more effective than others in 

training African students in applied linguistics for Bible translation? _____  

10b. If so, could you please describe some of those methods or approaches? 

________________________________________________________________________ 

 

11a. Do you think there is any training that you could have received which would have 

improved your own ability to train African students in applied linguistics for Bible 

translation? _______ 

11b. If so, what kind of training (in terms of content and/or method, e.g. 

formal/informal/nonformal, modular, intensive, etc.) would you recommend that other 

trainers receive, in order to train African students more effectively in applied linguistics 

for Bible translation? 

________________________________________________________________________ 
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12. Are you in contact with any former TDP students or trainers, who you think 

would be willing to be interviewed? ____ If so, can you give me their names and any 

contact information? _______ 

________________________________________________________________________ 

 

13. Is there anything else that you would like to say about the intercultural training of 

African students in applied linguistics for Bible translation? 

________________________________________________________________________ 

 

Would you be willing to also participate, at a later time, in a focus group interview (about 

one hour) with your peers (i.e. other trainers), which will discuss some of the same topics 

which we have discussed today? Yes ____ No _____ 

 

Thank you very much for your time and for your willingness to contribute to my research. 
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Supplementary Guide for Developers of Original Curriculum 

(to be attached to the ―Trainer Interview Guide‖) 

 

Name of Interviewee: _____________________________ 

 

6. Were you involved in the original choice and/or development of curriculum for an 

overall TDP, or for one or more particular courses? ____  

(Note: same as question 6 in ―Trainer Interview Guide.‖) 

With which TDP program(s) were you involved in developing curriculum? ___________ 

 

6a. Did you help to develop the original curriculum for an overall TDP? ____  

If so, How and why was the original curriculum chosen?  

(Please address content, method and course sequence) 

________________________________________________________________________ 

 

Were you involved with any revisions made to the overall curriculum during the first 

three years? ____ If so, what revisions were made, and why?  

________________________________________________________________________ 

 

Were you involved with any revisions made to the overall curriculum after the first three 

years? ____ If so, what revisions were made, and why?  

________________________________________________________________________ 

 

6b. Did you help to develop the original curriculum for one or more particular courses 

in a TDP? ___  If so, please answer the following questions: 

 

For which course(s) were you involved in helping to develop the original curriculum?  

________________________________________________________________________ 

 

How and why was the original course curriculum chosen? (Please address both content 

and method, and, if relevant, course sequencing) 

________________________________________________________________________ 

 

Were you involved with any revisions made to the curriculum of specific courses during 

the first three years? ____ If so, what revisions were made, and why?  

________________________________________________________________________ 

 

Were you involved with any revisions made to the curriculum of specific courses after 

the first three years? ____ If so, what revisions were made, and why?  

________________________________________________________________________ 

 

Please return to ―Trainer Interview Guide‖ starting with Question 8 (can skip Question 7). 
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APPENDIX F 

 

FOCUS GROUPS 

This appendix includes the transcriptions of each of the four focus groups: one 

each at PAC and NEGST and two at TCNN.1   

For the sake of anonymity, I have replaced the respondents‘ names with F or M, 

followed by a number in the cases of PAC of NEGST (such as F3 or M2).  For TCNN, I 

was not able to distinguish the respondents except for gender.   

In the body of the dissertation, focus group responses begin with PG, NG, TPG or 

TFG, referring to the PAC, NEGST, TCNN Practicum or TCNN First Year focus group 

respectively.  (Similarly, PT, NT and TT identify PAC, NEGST and TCNN trainers, 

while PS, NS and TS are for PAC, NEGST and TCNN students.) 

The numbers in brackets (such as 5:00) refer to the location on the voice 

recording, to assist in verifying what was said.   

In all of the focus groups, I asked the questions and led the discussion.   

 

 

 

 

 

                                                 
1 My wife Lori Peterson Gardner graciously transcribed each of these focus groups, from audio 

recordings and, in the case of PAC and NEGST, video recordings which she also recorded.   
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PAC Former Student Focus Group Transcription 

 

Date: 2 June 2008 Time: 3:00 pm 

Location:   PAC Kroeker Hall, Roysambu, Nairobi, Kenya  

Interviewer:  William (Bill) Gardner 

Interviewees:  School? PAC  Degree Program? B.A. in Translation Studies 

 

[Bill]: I appreciate your meeting with me today. I want to find out from you about your 

experiences in being trained as a student in a translation degree program. 

So, I‘d like to begin by asking each of you which country you are from and which 

language group(s) you have been working with (and/or hope to work with). 

 

1.  There were five participants—three female, two male.  All were Kenyan and 

Kikuyu.2   

 

2.  [Bill]: You took various courses you as part of the Translator Degree Program.  

Which courses were your favorite, and why?  

 

[F1]: I think one of them was Introduction to Language, because it laid a foundation and I 

understood what language is all about, the different kinds of languages people speak, 

(1:00) and so forth. And I think after I understood that, the next one which was 

interesting, though hard, was Discourse Analysis. But it was quite an eye-opener, because 

it made one see in a very deep and real way what language is all about—the hidden 

meaning, or also the meaning in little words, like conjunctions and prepositions, and 

especially in Translation the BIG, big, big, big difference it would make. The three 

courses then in translation itself, again was (2:00) a pleasant surprise, because we have 

words in English that could have five different meanings and how would you capture 

that, like in Kikuyu there were a number of equivalences that came up, say this phrase, or 

this word that is in the Bible. I remember like when we were doing about the building of 

the Temple and there were words like an axle, spokes, you know harp, and then with the 

elderly people there we wonder, how do we do this? And thank God because I had this 

training. I told them, we don‘t have to have one word for the word in English, we can 

even use a sentence, a descriptive phrase, and being elderly people, they would say, 

―Well, you‘re the one who came from school. So we‘ll take it for that. So they gave me a 

lot of support. (3:00) I think the Translation I and II itself was very good and they have 

come in very handy, because recently I was just editing, as I was telling the consultant, it 

came because when I was here and at NEGST, they translated a lot of work, when I was 

not there and as we were editing it came as if we were translating it all over again, 

because I could see those things that I had learnt and they had not been applied and 

therefore, I would tell them, you know, it‘s as if I was in a classroom, I was saying, ―It 

must be accurate, it must be natural and it must be clear,‖ so I would tell them, ―You see 

this, for a Kikuyu, what does it mean? It is not clear. So let‘s put it in Kikuyu.‖ ―But we 

                                                 
2 I had invited several non-Kikuyu speakers who canceled at the last minute. Understandably, this 

limits the validity of the findings for this case study, as I noted in Chapter 5.   
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are adding words,‖ and I would say, ―No, we are making it clear. (4:00) You know? 

Making it explicit.‖ And so I found though they had done a lot of the work by the time I 

finished my two degrees, I was able to put in a lot of what I had learnt. 

 

[F3]: My most interesting one was Grammar. I thought I knew Kikuyu, but when I did 

that course I was like, okay, this is why we say this, that is why we talk like this. And 

actually after graduation, I taught a school English, and I was actually able to tell them, to 

deliver that topic very well, because at least I had learned in translation about grammar 

and discourse and all that (5:00). 

 

[M1]: It‘s like what F3 has just said, like those of us, well I think I have met all of us and 

have told you people what I have been doing. I have been doing translation with the 

Lutheran Heritage Foundation, Africa, and we major in translating Lutheran literature. 

Though I‘m doing literature and currently I‘m doing from English to Swahili, Grammar, 

indeed, has been of great help to me, the Grammar that we learned in class, because for 

sure it has helped me. (6:00) You know translation, I have realized when you‘re doing it 

practically, it‘s not just translators just looking at whatever the source language, just 

putting it straight into the receptor language. You have to get into the very meaning the 

author intended it to be and bring it to the reading. Grammar indeed has been handy to 

me and indeed, if there is any course I have, that has helped me this far, it is Grammar. 

Just as much even the other courses have really helped me. 

 

[F2]: I must admit that (7:00) before I came to PAC, I had been to other schools, and my 

doing translation in PAC really changed my way of understanding things, because when 

you do things like Grammar, like trying to analyze a discourse, trying to really look at a 

sentence to get meaning out of it, it makes all difference, and you realize, you kind of ask 

yourself, What was I doing before I did translation? Because you wonder whether the 

people who have not done translation really understand the meaning. And what I find is 

that everywhere I go these days, I always notice that, whatever people are trying, like the 

other day I was at UBS and they‘re doing a Kikuyu—is it, I don‘t know whether it‘s 

another edition (8:00) they are reviewing or something and they are completing, the Bible 

is complete and actually the first copies are out of print and I could go through and I 

could point out that, here I don‘t think the meaning is brought out as clear as it should be. 

Yeah, and when you discuss with them, they see the sense and point. I‘m also on the 

board of Life Words, they do translation. They translate the Christian materials. And 

most of the work that is already translated, when you look at it, you can already, you can 

point out, that wow, this meaning, I don‘t think this is what you meant to say here. And 

as you discuss with them, the person will say, ―Yeah!‖ So, I‘m so different after doing 

translation than the way I understood (9:00) things before. And so it is important. In fact, 

I was wondering, we had done grammar in school, maybe even in secondary school and 

even some in primary school, but it did not come so clearly that was that diversity of the 

way you capture things. That has really helped me to see things in a very different way. 

 

[M2]: For me, I enjoyed Exegesis, in the sense that I intended to, like, bring all that I had 

gone through in the other translation courses, intended to bring a sort of (10:00) a 
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richness to that text, but I felt the interaction was a bit more deep. I enjoyed that class. 

[Bill]: Did you take it with ___? [M2]: Yes. [Bill]: Did you do Ruth in translation project 

later on? [M2]: No, I focused on the New Testament passages. It was different from other 

students who were in the same class. I think I brought a richness, which was 

accumulative, and that was really enjoyable. (11:00) 

 

3. [Bill]: Did you find (have you found) any particular TDP courses to be especially 

helpful, particularly in regards to any language work (whether in the past, present or 

future)? _____ Which course(s) did you find to be especially helpful, and why? 

 

[M2]: In the language work which we were doing here, the courses starting from 

Phonetics, to Phonology through Orthography, that was very helpful. I‘ve been working 

(12:00) with a language that has never been written or in the initial stages, whereby you 

try to give an input on that. I found that quite handy now. And especially the excitement 

was also shared with the team, since you know they are participating in the making of 

their language. They really enjoyed that also. That was quite helpful for that setting. 

 

[M1]: Just to add on to Grammar, I‘m sure that Computer has been of great help. When I 

was going back, one of the things (13:00) that made me hired in that job was Computer, 

because my other colleague, who we are sharing the office with, there is a secretary who 

has been employed to be doing his typing work and all that, and when I came in, I do, 

like, the translation part, those other computer work, myself. Besides it being of help, as 

in maybe helping the company reduce the amount of money to hire the manpower, it has 

been of help also to me in my work, in that I find it far much more easier when I translate 

straight away to the screen, or rather to the computer, because it helps me, like rectifying 

something, (14:00) I can do it there and then, unlike whereby I can have a lot of 

paperwork, filing and sometimes I can mess up and you miss this, or the other. So in my 

opinion, Computer has been of great help to me and should be a priority. 

 

4. [Bill]: Were there any particular TDP courses you took which you found to be 

especially challenging or difficult? _____ Which course(s) did you find to be especially 

challenging, and why? 

 

(15:00) [F2]: I think I struggled a bit with Greek, and yet it‘s a very important course to 

take, when you‘re going to do translation work, and probably because we are not exposed 

to many languages, it‘s just English, which is also. [Bill]: You already speak three or four 

languages. We Americans only have the English. But your point—what is it that‘s unique 

about Greek? You‘re living in three languages every day. What is it about Greek that‘s 

different? (16:00) [F2]: The grammar. 

 

[F1]: Those things—I looked at it and said, ―We don‘t have that. To find a language 

which has a male and a female. That‘s a new one—funny or something.‖ 

 

[F2]: And then, also, of course, because every language requires a lot of time and if you 

have no time to practice with, it‘s going to be challenging. And considering now, the 
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work was too much here. So having enough time to just sit and do that really was a 

challenge. So time was another factor when doing Greek. 

 

[F1]: I came here to teach Program Planning (17:00) and there was another gentleman, he 

was teaching Greek. [Bill]: It was probably ____. [F1]: Yes. And he was teaching 

Hebrew at that time, and you know he would … there were tapes, there were, he would 

teach them songs, you know and his approach was very, very, very good in his classes, 

you know, in the mornings when I was waiting for my class to come. I wanted to say that 

what made Greek hard in our time was that we didn‘t have a lot of support for the 

learning, you know, like those tapes or somebody, you know me, you people, that I can‘t 

avoid saying, you know, ―You speak the language—pronounce the things so that we 

hear.‖ (18:00) And then, I don‘t remember his name, but he would not! Of course, I 

remember one time [Bill]: Was that ______? [F1]: ____! And it was while (?) and he is a 

_____, he would just go to watch the football, I‘m sorry to say this, and leave us a lot of 

work to struggle with, so it became harder and almost a burden, because you don‘t have 

somebody to guide you, you‘re just getting homework. 

 

[Bill]: You mentioned something else about wanting him to speak it. Isn‘t that one of the 

big challenges of Greek and Hebrew? You learn all sorts of languages, speaking them, 

but Greek and Hebrew, they‘re on this page. So hearing it with Abernathy helped a lot. 

 

[F1]: Yes. I remember he taught them a song, isn‘t it, F3? It was very nice, you know. It 

kind of broke the mystery (19:00) of the language and you kind of felt, ―Ah! Kumbe!‖ 

You could almost speak this thing and enjoy it. It was very good. But that was F2, I will 

just say whatever. I found Phonology very, very challenging. I think the Kikuyu have 

problems with their own pronunciations. When somebody‘s telling you to click your 

tongue to say something … We used to be in a room, you know, with F2. I don‘t know 

why, but it was really a challenge to me—Phonology. Actually, I was surprised that that 

was also the thing which would have floored me at NEGST when I went because we did 

the Phonetics and then the Phonology and did so well on Phonetics (20:00) and then the 

second term, you know. You talk about GPA, that just went my whatever there because it 

was still very hard. But I really can‘t put my finger on the reason, but I kind of didn‘t 

grasp it as I did many other subjects that I went through. 

 

5. [Bill]: Were there any particular courses you took which you have found to NOT 

be very useful, particularly in regard to language work? _____ 

Which course(s) have you found to NOT be very useful, and why? 

 

[M1]: There were some courses I did that were just introduced by the college for some 

convenience, like Choir. Then there was another course, I think Health Issues or 

something. (22:00) You know, the whole thing was so, I would say basic, and … 

 

[F1]: Was that the one that was still with the Science? My son, my last born, was in high 

school and I told him, ―Read this book and tell me what this means about it,‖ you know, 

soap, because there are three formulas, and I‘m supposed to understand how that soap 
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gets into the water and removes the dirt. So I told him, ―Please read this and now explain 

it to me.‖ After I passed my science through their help. 

 

[Bill]: So your son had to interpret it for you. [F1]: Oh, yes, you know. There were some 

formulas in that Science book I could not understand. I left Form 4 in [19]68, that was the 

end of the Science, now I come here so many years (23:00) I can‘t remember anything.  

[B]: Just so you know, next year they‘re going to replace Science with Environmental 

Studies. 

 

[F1]: I think that‘s better. It‘s relevant to the country. 

 

[Bill]: And Health Issues has been replaced with HIV/AIDS. 

 

[F1]: Yes, because again, you see that‘s very, very relevant to the situation, contemporary 

issues, that‘s what they should be tackling. And by the way, people can even get jobs if 

they do that. I know a lady who did a course in that, Kasi na moja, you know, counseling 

in HIV/AIDS, and she got a very, very good job. 

 

[M2]: Weren‘t we supposed to do Maths? 

 

[F1]: In translation, the compulsory one was Science and Health Issues, but the Bible 

people had to do Maths. 

 

[F3]: It was, I think, for one month. (24:00) 

 

[F1]: And, it‘s a modern one, not the one….  I‘m glad I didn‘t have to do that. If Science 

and Health Issues, if that would help me with health issues … 

 

[Bill]: The Senate wants us to add Maths as a required course. We‘re going to try to 

exempt it, say, well, we take Computer 2. 

 

6. [Bill]: Do you feel there any particular courses missing from the TDP which 

should be added to make the overall training more effective? _____ 

Which course(s) or course content do you think should be added to the TDP, and why? 

 

[F1]: I think so. I think our courses, both at PAC and even at NEGST, they are very 

theoretical. That‘s my opinion. (25:00) I think there should be things, you see like, when 

I was teaching here, I would see students going to Kamiti Prison, so I asked them, ―Why 

are you going there?‖ They would say, ―For practicums. You know we are interviewing 

people.‖ So here we get the theory, but we never went out, and you know, I think we 

should have gone to Boni, you know where ___ and ____ had gone, to see, you know, 

and experience something. Or go and teach a literacy class in the language, because 

you‘re telling us, ―Yes, you‘re going to listen to a language (template?) and determine 

what sound that is, but we never had any practical training, so, in fact, I‘m sent, like, 

_____ had gone there before, and gotten that orthography, but I wonder how he managed. 
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So I think if anything can be done to make the translation (26:00) course more practical, 

where we go and experience a situation. We go to northeastern Kenya, we listen to those 

Somalis with a tape, and then someone tells us, ―You listen carefully. What sound is 

that?‖ And we determine, and then if we wanted, we can ask, ―Is this right?‖ So me, I 

think the program needs to be more practical. People need to go there with their teachers, 

live in those tents, listen and even as we are being told about …, there‘s support. These 

people are so poor, you want them to contribute something. In this situation, what can we 

start? What can we encourage them? Then when you go on your own, you can always fall 

back on your actual experience and it can make your landing a little bit softer. 

 

[M2]: Possibly, (27:00) I don‘t know, but I think I should ask you, when the program was 

being initiated here, was it looking more to those who were from the field, or those who 

are fresh, never been in the field, and then come. 

 

[Bill]: Very good question. When Ronnie Sim developed the course for PAC and 

NEGST, which were essentially the same course, although NEGST was a higher level 

student. He developed both courses in ‘89. The primary target was people who were 

working in a translation project. So most of you are not the primary target. But for most 

of the Kenyans in the course, it was Kikuyus. People who had a Bible, appreciated having 

a Bible, and wanted other people to have a Bible (28:00). Needed a new Bible. But that‘s 

a very good point. So that really deals with the issue of the practical, that the people who 

hadn‘t already been in, and she‘d been in a project, but still felt the need for the practical. 

 

[M2]: Because looked at from that aspect, which she‘s suggesting, because my now 

taking courses at NEGST is very different, because even those issues which relate to 

PAC, because you can just recall back, you see things that could have been very different, 

so if that can be offered, especially for those who are new, just a taste of it, possibly 

(29:00) like sometimes there are students, language workers who come to BTL, possibly 

even for 2 days or so, then those sounds, listen to them and say, Yeah. But I think the 

practical experience is an issue. 

 

[F1]: I also feel, Mr. Gardner, that SIL and whoever else, they say they are people who 

have been to other countries, to come and start projects, so you find it running when you 

get into it, so that‘s why I‘m emphasizing on that practical, so that if you have to start a 

project from the word go. We are told go and visit all the important people of that area, 

the chief and so forth. Maybe they‘re listening to the white skin and so they‘re expecting 

so much from this muzungu, (30:00) so they give whatever, but what about you when you 

go now and you want to do it, so that‘s what I‘m saying. I taught, I think there were four 

Tanzanians in your class for Program Planning and so forth. My goodness, you would see 

a real big need, because even understanding about setting up a program. Of course, I was 

advantaged, because we were using English, and it was hard for them, but I was just 

thinking, Well, if they had been identified and they started a project, whoever wazungus 

who were there, it is good, because there again after here would be the ones to help 

another group somewhere to start that kind of thing.  
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[Bill]: A couple comments on that, just (31:00) for your information. That‘s part of the 

thinking of the Africa Training Program, is that people will be in the field, have some 

experience, then go get theoretical and practical training, then go back. Also, I did some 

research in northern Nigeria at the Theological College of Northern Nigeria in Jos, 

actually Bukuru, and they take a whole semester field practicum, where after 3 semesters, 

they go out and they are collecting words, they‘re collecting texts, they‘re trying to make 

contact with people in the community and all of them say that‘s very significant. It seems 

to be a missing point from PAC and NEGST. One thing that‘s interesting, though, in that 

situation, is that the men tend to do better in the field situations than the women (32:00), 

‘cause the men go into these situations, the families go, oh, these men need to be helped, 

so they‘ve got people cooking meals for them, and washing their clothes, and they‘re able 

to do the translation work. The women, they go, and they put the women to work, 

cleaning, washing, so that‘s something they have to work on. You said it was easier for 

the wazungu. Maybe the men are a little closer to the wazungu, being helpless. That 

means placing women in situations that are….  A lot of missionary wazungu women are 

treated like men. (33:00) So I‘m hearing this practical, practical, practical. 

 

[F2]: Another thing which is still on the grammar. When I did the project, grammar 

project, that‘s Grammar 3 ([Bill]: Applied Language Fieldwork), but what I found out 

from them was that, the lecturer, who was with me, there are some aspects that were 

missing in the practicals that she was giving me, that had been in other, the previous that 

were taught by translators, and so I found that a disadvantage, because somebody who 

has done translation (34:00) would instruct a student better than somebody from other 

departments, so that‘s something I noted. 

 

[Bill]: Yeah, that was very challenging. 

 

[F2]: It was hard to understand what she was supposed to do. It was a struggle. 

 

[Bill]: I wish you had been able to take it with me and F1 the next year. You can‘t always 

read the future. 

 

[F2]: Another thing is that I found that the translation student, by the time I was here not 

it wasn‘t compulsory to take Missiology or missions, which I think is really very 

important for translation students, not as an option, but … 

 

[Bill]: Well, you‘re preaching to the choir, because my wife is the missiology teacher. 

You know that expression ―preaching to the choir,‖ don‘t you? (35:00) preaching to 

people already … 

 

[F2]: I struggled to pick some time to do Missiology, because I knew it was important, 

but I couldn‘t get time to, because every time she was doing Missiology, I had another 

class that was compulsory. 
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[Bill]: Did you have Missiology? (to M2) Yeah, you see it was dropped after him, when 

Computer II and Computer I were made compulsory, ‘cause they were all second term, so 

that‘s why Missiology was dropped and that‘s why Lori and I want to add it back in. It is 

in the Theology, so I strongly agree.  

 

[M2]: A bit more of (?) We‘re pleading a certain other approach as translators, when 

you‘re talking of research. I felt, I‘m still struggling (36:00), even at NEGST, to apply, 

the research is taught generally, without possibly putting into consideration the papers we 

will be writing are more linguistic papers, so to an extent, at least even the courses that 

are there, the teacher might be required one or two sessions to possibly consider, other 

interests from the other departments that can be taught in that. I think the translation 

department might need to give the teacher it, our people might be required to do more 

writing of this kind and that can help. So even some of the classes we sat in, we think 

might be beneficial (37:00) with the name itself, but the caution is, you feel like it didn‘t 

adapt to what you expected it to help you to do. 

 

[F1]: Mr. Gardner, backing up what M2 has said, when I was doing my linguistic project 

at NEGST, we had a visiting prof, the ______s, who caused us a lot of pain. And I‘m 

struggling with this project, and I would go home and I would actually sit down and cry, 

until my husband said, ―I‘m going to NEGST, because I‘m always supervising projects, 

you know, theses and so forth, and you walk through‖, that‘s the word he used. Because, 

actually, at Nairobi University (38:00), if you‘re going to defend your project, your 

teacher sits next door, because he has been able to walk and guide, and it‘s almost him 

being marked, because it‘s a hallow thing, it means your supervisor is also wanting, so he 

will ask me, What is happening? What is the teacher saying? So she said I do this, now 

that was ______, and she then would go, and you would think it was a nursery school 

work, there were all these black marks. And I was just, I remember telling the vice 

chancellor, I said, I don‘t think I‘m graduating because I don‘t know what. The proposal 

was accepted, I‘m doing what Mrs. _____ had said is okay, now it‘s being turned upside 

down. So I don‘t know, because that‘s exactly what F2 was saying. She‘s a very qualified 

lady, you know, especially in the Bantu languages (39:00), but somehow we were not 

clicking or understanding and you can imagine she left when I had about a month to 

submit everything and then I went and talked to Mrs. _____, I don‘t know what to do 

with this project, and she said you have to start all over. So I would do a chapter, I‘d give 

it to her, as she‘s marking that, I‘d do it. So I don‘t know about, as Wafula said, about 

Christian universities, but in the other universities, really your supervisor. And that‘s why 

they pray hard to get a good supervisor who has time, walks with you chapter by chapter, 

chapter by chapter, so that by the time you finish, you can defend your work beautifully, 

knowing that, yes, even the person who had gone through it, and they have a lot of 

confidence that you‘ll go through it, even if it is an external examiner. So, I don‘t know if 

it‘s the number of people, you don‘t have enough to supervise (40:00) or something. 

 

[Bill]: That might be partly that, but I think that leads into my next question. 
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7. [Bill]: There are many different methods for teaching and training, including: 

lectures, workshops, group discussions, audiovisual presentations, question-answer, 

modular, intensive, role-playing, internships, etc. In your TDP courses, did you find 

certain methods of training to be more effective for helping you and other students to 

learn? ______  Which methods were more helpful, and why? 

 

[F1]: Okay, like when we were doing cross-cultural things with the vice chancellor at the 

place, he showed us the film ―My Big Fat Greek Wedding.‖ You see and that taught 

within that hour what might take ten lectures, for you to see the difference in cross-

cultural things. So that was very practical. The other thing that Dr. _________ made us 

do a few times at NEGST was where you are given a passage and you come and present. 

I‘m talking about (42:00) a student being given some work, you present it in class and 

your classmates critique it, you know, interact, evaluate, you know, put in. Why do I say 

so? Because some people like Dr. ______ and Dr. ____, they‘re too clever. Sometimes 

they don‘t come to our level. But you see, if you‘re at the same level, I can communicate. 

My limitation is your limitation. So even where you don‘t understand, the teacher says, 

okay, you‘re not being very clear, and so forth. I don‘t know whether you call it 

workshop or whatever, but they‘re very useful, whenever we had those things, one, we‘d 

cover a lot of ground, because we‘d present maybe three people (43:00), you know 

different things and it‘s a different area than you‘re researching and coming at, teaching 

and what have you, so it went quicker and I think we learned more than whatever. 

 

[F3]: I remember when we were doing Biblical Cultures, we watched many videos 

whereby we could actually see, like, the Standing Stones, how the Israelites used to do it, 

and when you‘re seeing it in a video, you understand more better than just reading it in a 

classroom. The Biblical Cultures was actually very helpful and all those videos. And it 

was not just one, but a series of them. It was very helpful. And also in Hebrew, those 

songs. (44:00) They helped us. And the tapes, so we could listen. Actually, even the 

pronunciation from the tapes, and that part. 

 

[Bill]: Dobson has more lessons on the CDs in the new editions. 

 

[F3]: And actually, I remember we did a song in Hebrew we presented in chapel. That 

was very good. We felt like Hebrew students! 

 

[M2]: Also, opportunities to ourselves, when we were required to do our assignments that 

needed research (45:00) I did find that a bit helpful also. You tend to end up 

strengthening your mechanism toward what you want to be understanding. Going by how 

the research was phrased, some of those things were really helpful. You end up learning 

even more or strengthening more from what you heard in class.  

[Bill]: So were those ones that you presented in class?  

[M2]: No, those were ones when I was here, those ones were just assignments, possibly a 

paper, a term paper, especially. 
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[M1]: Actually, I want to concur with what they are saying. I think I raised the same in 

the interview. As a student, you are given that room to do a lot of research on your own. 

(46:00) You get in touch with the contents and you grasp more than when it‘s all spoon 

fed. 

 

[F1]: You know, especially the Hebrew people—was it the Hebrew or the Greek? Yeah, 

we were forced, or it was a must to be in a group, and so you are standing with M1 or 

M2, and you‘re actually given marks for that, they were checking. And I remember one 

phrase that was used by the VC when we got there. He said, ―This college will give you a 

piece of paper, but you‘ll get an education from your fellow students.‖ So he said, 

―Please get into study groups.‖ And I do remember, unfortunately, I was the only lady in 

my class there, and so it was hard, but there was a Cameroonian who came very late, and 

because he had not done any translation work, and I had done it here, and we had done 

that test for Phonetics, I was able to take him through the lessons, so we became study 

partners. And we aimed very high and actually both of us had high honors. I believe in 

what was said. So if you are teaching and you give people group work, and they discuss 

and whatever they do, you learn more, so again it‘s the same thing, and as Dr. ______ 

said, the college can give you a piece of paper, but the real education, your experience, 

his experience and mine, and so forth, it gives us the real education, and the real (48:00) 

what you‘re looking for. 

 

[F2]: One thing I can say about the translation program here was the number of 

assignments. There were many, of course, people almost got to the wall, but that really 

helped. Those assignments really prepared people for real work, and also grasping of the 

issues that people needed to grasp. That really helped. It was a lot of work, but really 

helpful. 

 

[M2]: And of course, sometimes, the one-to-one (___?) ( 49:00) Possibly it‘s because you 

were few, but the issue is, students sometimes have personal struggles, which might be 

different from, in the same subject, so sometimes when I would sit with ____ in the 

office, and raise my own issue, I felt like….  When not as a group, but a teacher takes 

time with you. 

 

[F1]: Tutorials. They are very important. 

 

[F3]: When you‘re doing your translation and taking it. 

 

[F2]: One more challenge I faced is having a computer. Most of the people had 

computers, and it was (50:00) a real struggle to try to use the computer in the lab. My 

advice would be that the translation department have a set of computers somewhere for 

the translation students to use. Because that common lab was a real nuisance. Every time 

we went.…  [Bill]: And there were certain computers that were supposed to be reserved 

for Translators Workplace, but …  

 

(Questions 8-12 were skipped due to lack of time.) 
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13. [Bill]: Is there any training which your TDP lecturers could have received which 

would have improved their ability to train you in for Bible translation? What kind of 

training (in content and/or method, e.g. formal/informal/nonformal, modular, intensive, 

etc.) would you recommend that future trainers receive, in order to train African students 

more effectively in Bible translation? 

 

[M1]: To me, it‘s like what F1 has said about the issue of practicums, and actually it‘s the 

same, and it‘s something I wanted to add on to that, although I didn‘t say it before. The 

whole thing of getting to practicals and getting to the field, in-between the course, as 

much as it helps you in attaining what you want to attain in translation course, it also 

helps you to get in touch with the people out there, the organizations, because it is really 

frustrating, when you‘ve had a four-year course, and you go out there, you can‘t get the 

head or the tail of what‘s happening out there, because you‘re completely detached, 

unlike people like F1, who were there before, maybe other people. You just go out there, 

(53:00) it‘s just like a desert, on your own, which I think if you had that semester or so, 

you would get to know this or the other organization, this and the other individual. 

Because I believe in our era, the more properly connected you are, the more you‘re going 

to whatever you‘re doing. So I think the issue of practicum, with the course, as you do the 

course, and your future. 

 

[F1]: As M1 says, we did feel sometimes as if the college should have either said no to 

us, but they should not have said yes and then they don‘t care a hoot what happens to us 

when we leave this college. (54:00) Because in four years, it‘s enough to know whether 

there‘s a project somewhere, if the SIL or this college was real interested, where F2 could 

have gone, where M1 could have gone or somebody else, either in Kenya or elsewhere, 

just to help in translation, but just to train people and some of us, were you here when I 

graduated? Yes, you were. Where you cannot even get one term scholarship. So you 

struggle with your fees, you finish, and nobody cares what happens. So, if this African 

thing, even if we are starting it, you start it, but please, don‘t waste people‘s time, by 

training them, if there‘s no project they‘re going to work, just tell them, no, (55:00) you 

look for something else, so they can use their time and their whatever in a better way. 

Because even as I finished, although I was in a program, now it‘s finished. I keep on 

asking myself, if I had done a master‘s in another field, I would not just be home, like I 

am right now, you know. Maybe I would be teaching in Kenyatta University, or many 

other places and so forth. But you see, to me, I just feel, if I can help, whether it‘s Chewa 

or whatever, maybe that‘s the purpose I have for. But the rest of you are really young 

people, and to have done a degree and maybe you are not really assured of, you know, 

work, and therefore a gainful employment, I think it‘s not good. (56:00) 

 

[Bill]: This is a very important issue. It‘s interesting, because it‘s an issue where Kikuyus 

are disadvantaged. Do you know why? You were disadvantaged with BTL. Why? 

Because they don‘t need a Kikuyu Bible. 

 

[M2]: But it‘s still a concern. 
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[Bill]: Oh, it‘s a big concern. I agree. 

 

[M2]: We felt (___?) And the point comes in that even as you were asking about how our 

lecturers can be even more helpful, I think the issue of connection. You know we have to 

work with an organization. You can‘t have your own Bible. [Bill]: More connections. 

 

[F1]: The person who translated the Kikuyu Bible is not a Kikuyu, he was a mzungu. 

[Bill]: Oh, I know. [F1]: Our IBS consultant (57:00) was a man. And he was the one 

overseeing the Kikuyu, the Luo, the (Ganda?) and the Kiswahili. Okay, they have gone at 

a different level, and that‘s what I was saying, even if it is not to work with the Kikuyu, 

there should have been, you know, you say, okay, he has a good grasp of things. We‘ll 

sponsor him, maybe he could be a consultant somewhere. But no, you leave here and 

nobody is interested. 

 

[Bill]: I assure you, we really felt for all of you, and worked hard in that, trying to get 

people in touch with BTL, Uganda/Tanzania, Congo and stuff like that. Now Wycliffe 

Africa is starting. _____ is the guinea pig. He‘s down there working in Mbeya now. He‘s 

___. [F1]: He‘s in Mbeya? [B]: ___, just graduated, and he‘s a ___, don‘t need a _ Bible, 

so he‘s, but he‘s in a similar situation (58:00) in that regard. But he‘s being sponsored 

partly by the Karen church there, and Seed Company and I don‘t know who else. 

 

[M2]: I think those kinds of exposure, I mean. 

 

[Bill]: Connections. It wasn‘t easy, though. 

 

[M2]: Yeah, it wasn‘t easy. And then the other thing, of course, that lecturers could help 

even more, I think is to encourage group interactions and group work in their teaching 

method. Because I‘ve been realizing the others had come from projects. So it was, you 

know, but to some extent, I didn‘t find, I don‘t want to mention names, but if a lecturer 

(___?), you are competing among yourselves. I think it‘s good if there are weaknesses in 

the group (59:00) that might force one student possibly to copy or do some other, it‘s 

good to still encourage the positiveness of group work, because even in our setting, group 

work is really a very good traditional method of …, but if it wasn‘t encouraged, I kind of 

felt like we were more competing among ourselves. [F1]: Instead of complementing. 

 

[Bill]: You said, if I remember, in an interview that at PAC there was a lot of problem 

with that, and part of that was plagiarism and stuff like that, but at NEGST group work 

worked a lot better. 

 

[M2]: Yeah, that one works, in that, I think the sense of the teacher coming in handy to 

say, this is what I expect from a group work. This is what is called plagiarism, even 

though you‘re doing a group work, this is how far a group work can go. (1:00:00) But 

even crashing the thing, in the four years you are known. 
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[M1]: Can I throw out a challenge? 

 

[Bill]: You can throw out a challenge and I will hopefully accept it. 

 

[M1]: What I was saying about how you can interact and get connected with where work 

is and with which individuals to work with. I think in the course that we took of 

translation, the course in itself was so holistic, in that, they didn‘t limit us to the Bible. 

Calendar, My Daily Bread, or something else, doing literature work, but translation. In 

our place, at least once or twice or thrice, I‘ve gotten other side work, which I would 

translate as a contract or something, even as I do, and I believe there‘s so many 

organizations out there who want translation, and you know these jobs get to Nairobi 

University, they get to the other universities just because they really do not know that 

there are people who have specialized in translation (1:02:00) itself. And I‘m thinking, 

wondering if the faculty here was aggressive enough to market us, you know they would 

go to the UN and let them know, we have qualified people, should you ever need 

translation into Kiswahili, or into each of our languages that we could handle, here are 

the people to work with, you know, who can work on a contract basis, or something of 

the sort. So I think, even as you are around, I think, I‘m sure you can get some of these 

people, maybe you can introduce us, now that we are a university, and thereafter you can 

look, just as you called us today, you can let us know, okay, there is this-and-this work 

here, maybe you can do it. I‘m sure it would be such a morale booster and it would be of 

great help. (1:03:00) 

 

[F2]: The thing is the component of raising support. And I remember the few times I met 

people in the Bible and translation organizations. They told us, that there is work— raise 

your own support, come and we‘ll give you work and they tell you to go back to your 

church and try to raise support. That‘s a real need for us and maybe such a component in 

the course was given, so that you know, where do I start raising support, how? You know 

you‘re telling somebody who is not exposed to that. It may sound polite to the person 

telling you, but to you it‘s very rude. 

 

[M2]: Let‘s all go raising support. We need to learn how to write proposals, budgeting. 

 

[Bill]: Thank you very much for your time and for your willingness to contribute to my 

research. 
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NEGST Student Focus Group Transcription 

 

Date: 30 April 2008  Time: 11:15 am 

Location:    NEGST cafeteria seminar room, Karen, Nairobi, Kenya 

Interviewer:   William (Bill) Gardner 

Interviewees: NEGST  Degree Program? M.A.T.S. graduates in PhD program 

 

[Bill]: I appreciate your meeting with me today. I want to find out from you about your 

experiences in being trained as a student in a translation degree program. 

So, I‘d like to begin by asking each of you which country you are from and which 

language group(s) you have been working with (and/or hope to work with). 

 

1.  Name:   M1 Country:   (West Africa)  

Language Group(s): Niger-Congo 

 

1.  Name:   M4 Country:   (Central Africa) 

Language Group(s): Central Sudanic, Nilo-Saharan 

 

1.  Name:   M3 Country:   (Central Africa) 

Language Group(s): Grassfields Bantu 

 

1.  Name:   M2 Country:   (Northeast Africa) 

Language Group(s): Cushitic 

 

2.  [Bill]: You took various courses you as part of the Translator Degree Program.  

Which courses were your favorite, and why?  

 

[M1]—I have two. One is Vernacular Scripture TS501. The second is TS511 Program 

Planning. Those were the two main courses that I really enjoyed.  

[Bill]: Why did you enjoy them so much?  

[M1] Well, Vernacular Scripture gives you a kind of global orientation on the nature and 

the role of Bible Translation from historical, sociological, cultural perspective, even 

theological perspective, so it just really established a context in which you are in for the 

purpose of your study as we begin the term. Program Planning is a kind of practical tool, 

thinking of what you will be doing, how to manage your project, (3:00) so preparing 

yourself to go to the field and have something to take with you as you finish your course. 

So those were the two main courses I really enjoyed. 

 

[M2]—One is Vernacular Scripture, which he has explained. The second one is Hebrew 

and Greek. These are very helpful for the translation work I have been doing as a 

translation consultant. Because you are already there with the original language, 

understanding its message and how to get, especially in some translation issues that are 

crucially relevant to the old ancient languages, so it‘s very helpful for me, those two 

courses. 
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[M3]—For me, it was such a long time ago that I probably can‘t recall anything 

interesting, but I recall that I think I enjoyed Contextualization, well the course was 

called Contextualization and I enjoyed it very much because it was all about adapting 

what you were doing, in terms of Christian work, to suit the people among whom you 

were working, whether this was in terms of learning their language, (5:00) or living the 

way they lived, or anything in order to facilitate the communication of your message to 

them. This was a very interesting course to me. I think I enjoyed Linguistics courses as 

well. 

 

[M4]—I found all the courses interesting, but Phonology and Morphosyntax, those were 

the two courses I really enjoyed. For me it has been an experience of discovery. I‘ve been 

speaking African languages for many, many years, but I didn‘t have any knowledge in 

terms of how they are structured, what are their natures. During all my primary and 

secondary and first degree studies, I was studying French and a bit of English, but for me 

to start now to learn Linguistics, and to be able to (6:00) understand what I‘ve been using 

for many years, it was an excitement, and also I think it was this view of thinking how 

I‘m going to use it in the field, that was also part of the excitement, because I realized 

that many translators, they know something about the biblical languages if they did a bit 

of theology, they know about the Bible, but they tend not to know much about their own 

mother tongues. So that‘s kind of, for me, the black hole which I needed to fill. 

 

[M2]—Can I add something? [B] Of course. [M2] It‘s important if there is actual 

expectation and a demand in the work. (7:00) Like Phonology, I was involved in teaching 

once at the Bible school, Phonology, and M4 mentioned Morphology, and the 

grammatical course introduction. It was helpful, because if I had not had a chance here at 

NEGST to attend those classes, I could not teach in those classes. So those classes, which 

I had here, especially we did with Mrs. _____, she was very good in Phonology, and it 

was very helpful. That‘s why I was able to teach. So what I‘m trying to say is, if there is 

an area where you are involved directly in the field, that you have taken here will 

contribute, it will help you. (8:00) So it depends what you are going to do with it. 

 

[M4]—In addition to that, I think the MA programs was really well designed, because I 

remember when we first came, during one of the first sessions, Dr. Sim took time to 

explain to us why we were taking this course and that course. He had the kind of star with 

the six branches showing what would be the contribution of the Linguistics courses, the 

biblical courses, Program Planning, etc. I think that one was initially motivating because 

we knew why we were taking, for instance, Cultural Anthropology. Every course was 

having its own objective in the global plan of training. (9:00) 

 

3. [Bill]: Did you find (have you found) any particular TDP courses to be especially 

helpful, particularly in regards to any language work (whether in the past, present or 

future)? _____ Which course(s) did you find to be especially helpful, and why? 

 

[M3]: I think Grammar and Syntax, and just the fact of understanding the language 

structure was very useful to me when I went back to the field, because as I trained people, 
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I always told them that in order for you to be natural in your translation, you didn‘t have 

to say (10:00) exactly what English had said, you said it according to how your language 

could handle it. I think we came up with exercises in this that actually motivated learners, 

not only from the point of view of the fact that this makes the translation effective, but 

from the fact that every language is different but expresses the same ideas, so this is 

actually motivating for learners, when they see the difference in structures of languages, 

which comes from Grammar and Syntax. 

 

[M4]: As I said in my expectations, linguistic courses like Phonology and Morphology/ 

Syntax, Discourse Analysis, (11:00) they were very helpful, though in the field, I think 

we were so busy that we didn‘t have enough time consecrated to language study, so we 

went into the translation and we did not take the entire opportunity of making use of the 

knowledge we have in Linguistics. That‘s what happens in the field, as opposed to your 

expectation when you finish your courses. But the courses were useful and I have 

sometimes some opportunity for doing some linguistic analysis using what I‘ve learned 

through this program, but it wasn‘t as frequent as I expected because we are to meet some 

deadlines of translation to be achieved, but I think that was the limitation of the field 

reality, not the training program. (12:00) 

 

[M1]: For me I would mention maybe three, Discourse Analysis, New Testament and Old 

Testament Theology. I came to NEGST with an MA in Linguistics already, so the 

Linguistics part of the course itself was not, it was a kind of revision for me, but it was 

not too much in what I was expecting, because I had Linguistics before coming.  

[Bill]: Was that in French? [M1]: In French, yeah. So I was more expecting on biblical 

languages and Theology, and also some aspect of Discourse Analysis (13:00), so biblical 

studies helped me to kind of look into different language and try to find out to apply 

some tools from translation. I had an idea, because my background is not Theology, it‘s 

just coming from a secular background, so it‘s good to have a formal setting on the Bible, 

the book you‘re going to translate. For me it was very useful, the Old Testament and NT 

Theology, biblical cultural world. 

 

[M2]: I‘m involved in teaching, (14:00) and consultant work, and I was also involved 

once in the government organized translation program, which was giving training for 

government educational materials translation. [Bill]: Was this for the primary education?  

[M2] Yes, primary education. So in translation courses which were offered in one of the 

Bible Theological schools in Addis Ababa, I taught Phonology, Morphology, Discourse 

at this introductory level, and translation, so those courses which I took here—

Phonology, Morphology and Grammar, (15:00) and translation work—all of them were 

helpful, Translation Principles. The teaching program which I worked in the government, 

was highly related to the social aspects of it. So Sociolinguistics was so much helpful 

there, because there is politically motivated issues there, hot potatoes there. So some 

people who were participating in the program, about five language groups, all of them 

strongly related languages. So because of this social identity, each language group says, 

―I want material (16:00) in my language‖ and they want materials to be translated in their 

language. So for the government, it‘s expensive, the government wants all the languages 
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crushed, and produce one material. And it was serious. But the problem as we 

investigated was when you asked one group some questions and asked this language 

group representative, ―Do you know what it means?‖ they say, ―I don‘t know,‖ but he 

knows it. Now it‘s not a linguistic problem, it‘s a sociolinguistic problem. So that‘s the 

course which I took which helped me interpret what‘s going on here. So the social aspect 

is very helpful if you are (17:00) involved in a wider area of translation ministries. So 

that course was very helpful for that training program. And Greek/Hebrew was very 

helpful, as I was involved in translation. It‘s obvious. Those are some of the courses. I 

think if you are involved in translation, everything is there. You cannot say this one thing 

is very important. You see everything at the same time. 

 

4. [Bill]: Were there any particular TDP courses you took which you found to be 

especially challenging or difficult? _____ Which course(s) did you find to be especially 

challenging, and why? 

 

[M1]: What I found difficult was Translation. There are two reasons for that. One is that 

myself, I grew up outside my own community, so I was not really conversant with my 

own language and what people knew to be confidently able to work throughout my 

translation here at NEGST. The second challenge also was, at that time, (19:00) the 

school, the TDP was trying to introduce Speech Act and the Relevance Theory into 

Translation somehow and those two theories, actually Relevance Theory was at its early 

stages, so it was kind of confusing to me how to get these pieces together into translation. 

That‘s one of my major challenges in translation.  

 

[Bill]: How RT and speech act fit into translation. (20:19)  

 

[M3]: I think Greek eventually became a bit challenging for me once I went beyond the 

first three courses, because when language that you learn without having to try to speak it 

could be very challenging. I think I found that challenging. I had been learning other 

languages before, but I found learning just by memorizing a little bit difficult. I suppose 

the kind of delivery that was given in terms of how it was taught was a problem once I 

got beyond level three. (21:00) But I think the main problem with that was to learn Greek 

without speaking it, without hearing another person speak it, so it was challenging. The 

same for Hebrew. [Bill]: You may speak five languages, but you didn‘t study them. You 

studied languages that you don‘t speak. [M3]: Picking up from hearing people speak it. 

 

[M2]: For me, I thought Relevance Theory was a bit difficult, not only in the class 

context here, as M1 mentioned, it was in the early stages, some of the concepts were not 

developed like we are having them now, interpreting them in terms of language and ad 

hoc concepts, (22:00) all those things, these are new developments of this theory. At the 

early stage level, I think many things were not addressed to the translation level, it was 

difficult to apply to the translation context.  

 

[Bill]: not applied to the translation context. 
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[M4]: One day I remember it was toward the end of the Morphosyntax course, which Dr. 

Huttar was teaching. The challenge came, not that we were not able to do our 

assignments, but at the end, many students were not sure how they would apply that 

course, because what he did was mostly taking the case of a Caribbean language, Juka, 

and analyzing it. The goal was to help the other students pick another language and 

analyze it the same way. (23:00) So what we realized was that, what I realized is that 

when we start some of the courses, we don‘t start with the theory, we just go into the 

analysis, so that you don‘t know which type of grammar or syntax you are doing, because 

when you go to the library, you know there is Structuralist Grammar, Generative 

Grammar, etc., but here it was not clarified, so we come and do Syntax as if there is only 

one way of analyzing a language, so that creates a type of challenge to see, how do we 

move from here to the practical work? I think it would have been better if right from the 

beginning, we tell the students, these are the different currents of grammar, the one we‘re 

going to use, it‘s this one (24:00), so we know how to locate ourselves in the academic 

world of Linguistics, rather than just doing it and when you discover another book talking 

about your grammar, and it‘s a completely different analysis, and you‘re like, now what 

we did, is it outdated or this is the new one, or how do we relate it with that? And those 

are the same applied with it with Discourse Analysis, because when we started, it went 

into Relevance Theory, as if all which came before was brushed away. I think it would 

have been good to look at the (25:00) traditional Discourse Analysis, so that you know 

what you‘re doing in addition to that. So to lay a foundation in terms of the different 

ways of analyzing the text, so that when you meet people and they start to talk about the 

Text Linguistics, it‘s something we‘re not familiar with. 

 

5. [Bill]: Were there any particular courses you took which you have found to NOT 

be very useful, particularly in regard to language work? _____ 

Which course(s) have you found to NOT be very useful, and why? 

 

[M3]: I think everything was useful, really. I don‘t think, it could only be a relative thing, 

to say something was more useful. I think all of them basically were useful. When I was 

within the context of translation or in another area like church work, all of them were 

useful. 

 

[M1]: For me, my problem came when I was told to take Phonetics I and II and I found it 

very difficult to go back again and do those things, because (27:00) that‘s what I did for 

four years and I have my MA, and then come back and you‘re told to re-start again. For 

me, that was a waste of time. I even had to sit for an exam, because I was telling them 

that I really didn‘t need those courses. And they said, ―Then you need to take an exam, so 

that you can take another course.‖ So I sat for one exam to be spared Phonetics I and II 

and go straight to Phonology, and then instead of taking those courses, I took Cross-

Cultural Communication and other courses elective to fill in. So for me, I really didn‘t 

need Linguistics at that time. My main expectation was on Translation, Translation 

theories and those kind of things. So, as he said, it‘s relative, it depends where you come 

from, (28:00) what you had when you came. 
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6. [Bill]: Do you feel there any particular courses missing from the TDP which 

should be added to make the overall training more effective? _____ 

Which course(s) or course content do you think should be added to the TDP, and why? 

 

[M3]: Well, as I went on beyond just doing translation itself and by myself into teaching 

(29:00) and consulting and other things, I found that I needed to have taken a course on 

probably how to teach. Also I thought I needed to have had specific skills on consulting, 

because I had to begin being mentored on how to consult, whereas whatever my mentor 

was telling me, I could have been told in school, at least for a start. But these things were 

missing at that point. I was very sorry that I didn‘t learn anything at all in Literacy. 

Literacy was completely missing when I took this course here. When you are in the field, 

you see that Literacy and Translation interface so much so that the absence of skills in 

Literacy (30:00) can really be a handicap. 

 

[M4]: I think M3 mentioned Consultancy, because when you finish here, you want to 

help as Technical Advisor, but that‘s nothing we really learned about—Consultancy—so 

that when you go there, you have to start a kind of internship. Now the problem is, if you 

want to start an internship, it‘s a way of applying what you‘ve learned, not something you 

start to learn in the field. I think if we did (31:00) some courses leading to how to be a 

good Consultant, it could have had to start an internship, not for learning new things but 

to try to apply what you‘ve learned.  

 

[Bill]: So groundwork for consulting/teaching. 

 

[M3]: I also think that, I‘ve been involved a little bit in the design of the courses that will 

be taught back in my home area now in these translation degree programs (32:00) and 

have stressed and tried to make sure that they pick up electives in the area of other church 

ministries, particularly the pastoral ministries, because believe it or not, it is not so 

separated once you get into the field. It is very difficult to tell people in your community, 

―I was in Bible school, but I did only Translation. Don‘t expect me to preach, don‘t 

expect me to counsel anybody.‖ So I have been, ever since I was a student here, tried to 

encourage whoever was leading the courses, to allow students to take as electives courses 

in other areas of ministry, particularly in pastoring, so personally I took an elective in 

Preaching, because I knew that back at home, I would be asked to preach (33:00) and it 

happened, and it has been happening, and people are disappointed when you say, ―I‘m 

only a translator and I can‘t do any of that.‖ There‘s a lot to do, really, just doing 

Translation studies, but I think maybe students should be allowed a bit of elbow room to 

do something meaningful in the church, because it‘s just like that, you operate like that, 

multi-tasking in the church, once you are a translator, you have to be a colleague of the 

pastor in some ways, not only in providing Scripture, but also being able to teach in 

church and to preach also. 

 

[M2]: I also want to add there a very important detail. I was thinking about the social 

behavior of people in the community service, just to complement what M3 said. I think if 

a translation (34:00) student is interested to work in church context in translation ministry 



 

240 

in Africa, it‘s a paradox to be simply academic. It will not work. Wherever we go, people 

will expect us to pray, to counsel, and sometime even they come with some Scripture 

questions, which is not relevant to your topic of discussion, just what they have been 

struggling with in the church or it‘s difficult to understand. Here you are a translation 

consultant, they will come, this type of thing. So I think translation students should be 

trained to be aware what can happen in the church, what‘s the practical ministries (35:00) 

of the church, the challenges people are going through. Even sometimes spiritual 

encounter, all those things. We may not be able to give the power, but at least we have to 

teach students to be active, not only because of the expectation, but personally 

committed, interested and devoted to serve the Lord and the church. If that commitment 

is not there, I don‘t, I wouldn‘t be a translation consultant. I‘ve been frustrated by people 

who are not there to help. So our ministry is to encourage the church, to encourage the 

people, to encourage the community so we would be able to be (36:00) strongly oriented 

in that perspective. Secondly, as I think on social behavior, we didn‘t have any formal 

training about sociological studies, but in different context, we encounter with other 

people, even in translation work, each person has different behavior, which sometimes 

we may not be able to interpret. I remember once we were doing and the translation 

advising board, and I was there as a translation consultant and there were two translators, 

and one translator thinks especially in translation sometime the discussion is so strong, 

and some people will take to the personal level, and the personal behavior of that person 

is if somebody is confronting him just in his (---?). (37:00) So the discussion was so 

strong and that person disappeared from the next morning discussion. I was completely 

confused, because he came from about 7,500 kms, to Addis Ababa, and I asked him what 

happened, and the third person, he‘s an American, he told me, that‘s his behavior. If 

something happen like that he withdraws, so I think some kind of orientation, because we 

are involved with people. It would help, to be aware of social behavior, how to live with 

it. 

 

[M1]: What was missing at that time was computer tools, translation tools for fieldwork, 

like Lingua Links, Paratext, (38:00) Shoebox or Toolbox, Translator‘s Workplace. It 

saves time if you learn some of those tools before you go. That‘s what the remaining 

would be just your setup and you start working. But if you go back and you start learning 

those things, it takes time, it costs money, you have to attend a workshop somewhere, so 

you‘re going to be able to use those things. So, we didn‘t have it here when we came. 

When I went back, I was faced with those things, so I had to work on my own, to find my 

way out. My (colleague?), she was starting recording things and so on. So that was 

missing at that time, the computing tools, as a course in itself, not just talking about 

Translator‘s Workplace (39:00). 

 

[M3]: I want to suggest a course that might be useful, because I believe your work will go 

on to become a useful tool for many people who are designing courses. I think there 

should be a course called ―Partnership and Cooperation,‖ where we need to sensitize 

students on the philosophies and work ethic of all other translation organizations and 

churches and even universities, so there needs to be an awareness creation in the studies 

of translation, how all these other groups approach their work. For example, United Bible 
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Societies, their expectations and their philosophy, we need to know what Lutheran Bible 

Translators want, we need to know that although translation is not a doctrine or theology, 

you will always have to face it (40:00), so I need to know more about the Presbyterian 

Church, their beliefs. I need to know more about working in situations where there‘s a lot 

of communism and socialism and how I can survive in this area and so on. So there needs 

to be a course, ―Partnership and Cooperation,‖ which will handle some of these kind of 

things, how the details of the design will be, I can‘t say at this point. I‘m just citing a few 

examples. 

 

[Bill]: It seems like at various levels, you talked about the importance of Sociolinguistics, 

the personal relations, the social relations, the political relations. That‘s a real context. As 

you talk about partnership, understanding how different organizations work. 

 

[M2]: I think there are also [some] who are very sensitive in terms of identity (41:00) and 

their values. I think what M3 has said, from the small group level to the higher level, just 

the translation student, or the translation consultant, given the awareness of how one 

should be aware of other ethnic groups or other social group and how to approach, how to 

handle their values and respect their values, that would help a lot. Sometime something 

will come up. I remember there was an Islam translator, he‘s Islamic, he‘s not a 

Christian. We were discussing mission. So I have to be aware about his values, (42:00) 

his beliefs. If I simply, you know, let my view, and don‘t take his values, then that would 

completely destroy the relationship. So I think that general view, how to approach those 

diversities, at the same time giving the necessary orientation. I mean, you may need to 

witness to somebody Islamic, with whom you are working, you tend to witness to him as 

you work with him, but at the same time, how to approach him. 

 

[M3]: How about even working with (43:00) people from a different ethnic background. 

Working with an Amharic, for example, or a Westerner, working with an African, we 

need orientation in all those things because sometimes work relations break down 

because of the kind of expectations we have in this context, which I just defined, because 

we are different. 

 

[Bill, to M1]: Now you mentioned one of the electives you took was Cross-Cultural 

Communication. That‘s not a required course, right? You tested out of Phonetics so you 

could take C.C.C. 

 

[M3]: There needs to be a core that embodies all these expectations, so that students leave 

and they‘re able to work in cooperation with other people smoothly. 

 

[M4]: Something I was thinking about, I don‘t know if it would be relevant for SIL, 

Wycliffe-associated projects, in many secular projects, be it health or micro-finance. 

Nowadays they say, after the support is suspended, how will the project maintain itself? 

(45:00) [Bill]: Sustainability. [M4] Yes, but for translation projects, I have noticed where 

I was working, whenever there is no financial support from outside, the project simply 

stops. I was wondering if in Program Planning there is also a way of inserting some 
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courses on how to generate more income, unless the churches are strong enough to 

support them. Where the churches are not strong, how can we  

[M1] fundraising. [M4] Yes. 

 

7. [Bill]: There are many different methods for teaching and training, including: 

lectures, workshops, group discussions, audiovisual presentations, question-answer, 

modular, intensive, role-playing, internships, etc. In your TDP courses, did you find 

certain methods of training to be more effective for helping you and other students to 

learn? ______ Which methods were more helpful, and why? 

 

[M3]: Was it M4 or someone else here who mentioned before why he got into one of the 

linguistic courses, the grammar course, the teacher actually made it a bit inductive, by 

starting first with the Caribbean language and then later on helping people to apply this to 

their own languages. I think that approach is very good, but it is absent in many of the 

courses here. So kind of (47:00) inductive training, where you begin by taking case 

studies and presenting this to students and so on. I think lecturing is the least effective of 

all these methods and I kind of regret that in NEGST there is no field module, there‘s no 

field experience in the whole course. And there are very many opportunities in Kenya, for 

that matter, because translation is on-going here, so we could have taken advantage of 

many projects that are around and then go for an attachment, no matter how short the 

time may be, because of all the time constraints, and they‘d learn, so actually see how 

these things are happening. M1 just talked of, at the beginning, of language planning and 

so on. If I went into a project while I was here and just saw the documents in the 

languages, (48:00) saw the budgets, the personnel things and so on, it would have been so 

much helpful when I was asked later on to lead a project, but I was just taught in class, 

just lectured, maybe at the end asked to do an example. It‘s not so helpful. 

 

[M2]: I think the problem is at the lecture level, the expectation of the department is so 

vast, there‘s biblical studies, linguistic studies, there are so many things to do in two 

years, so I think the lecturers are trying to be time economic. That‘s why sometimes we 

are very bad in the theory level. Especially higher level, you have to be aware deeply 

about the theory you are discussing, before you apply. (49:00) I think we are not given 

enough opportunity to have a good grasp of the theory. That is very, very important. I 

discovered sometime, you find yourself involved in some kind of context, especially in 

my country, you find with government linguistic program, translation program that you 

are so shallow in such area, normal application area, especially in theory. I don‘t think it 

would take long. I think what I‘m trying to say is balancing. Give a good grasp of the 

theory you are teaching in the class, whether you are interested or not, the student should 

be aware (50:00) and then how to go about it, how to apply it. Without application, I 

don‘t know how they can do that in two years. 

 

[M3]: In other words, you say that teachers should not be intellectually or theoretically 

partisan, for example, if I love doing something, I should not pull the whole group that 

I‘m teaching to that direction.  
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[M2]: It takes a long time. I think the trend now in SIL is for some people who are 

training now, perhaps some people are supporting Relevance Theory, the other group is 

still strong in the formal linguistic approach and those of us who are disciples of 

Relevance Theory, we may be given very little opportunity to interact with other theories, 

but in every area at the MA and PhD level you have to give an opportunity to participate 

and interact with theories (51:00) and make your own choice. So at every level I think we 

need to do something more deeper, and as the perspective M3 raised, to make more 

application, I don‘t know how, especially in terms of transport expense, all those things. I 

think it‘s possible these things, because you can still get a focus group, a research group. 

 

[M4]: Personally, I was happy with the way we did Phonology. It‘s something practical. 

You may have a few days for lecture, but it‘s also good to have some real application. It 

helps you to reflect on the theory practically, and it also gives you a chance (52:00) to 

deal with some real data, so that you can be able to criticize your theory or somebody 

can. The only problem is that we did not go outside, so we had to generate ourselves the 

data, but as a method of teaching, to do something practical besides lecture is also 

important. We didn‘t have a language lab, but she was able to sit with us, just to be 

conscious, to hear what we‘re pronouncing, the sound, etc. I think if we did have the 

opportunity to go someplace for real technical work, practical work, it could have been 

very useful. I think it depends also on the nature of the courses. For some, linguistic 

course which is very analytical, you have to deal with some real data in order to be good 

at it. Other courses, okay you can stay in the classroom and do (53:00) theory all the time. 

 

[M2]: I think you are right there. In Phonology we applied on our own language and the 

challenge there is to be objective. It‘s hard not to be subjective, but it was helpful. In 

those materials, what we did, we couldn‘t publish it. I think we are expected to apply it, 

each theoretical aspect of Phonology directly on our language. I think if we pick 

something to do a bit like that. I think the problem with linguistic practicum students, 

they are so much strained in terms of time and money. Biblical courses are so vast and 

the demand is so high (54:00). I don‘t know how much deep the students are doing any 

research. Otherwise they are also trying to do, especially in terms of application, 

Translation practicum, Phonology practicum. 

 

[M1]: Maybe just to add to what others have said, is that when you think you have an 

MA in Translation, but what you did in fact mainly was Linguistics, because by just 

counting the number of courses you take in Linguistics and the number of courses you 

take in Translation. What is in Translation is Translation I, Translation II and Program 

Planning and let‘s say Vernacular Scripture. This is the core of Translation. But the rest 

you have Phonology I, Phonology II, Morphosyntax, Discourse, Semantics, 

Sociolinguistics, Pragmatics. This is 7 out of …, so I think sometimes we focus more on 

Linguistics than on Translation. And maybe we need to rethink. And talking of lectures, 

the type of training, the method of teaching, in some cases, lecture is good, at least at the 

theoretical level, to me, usually it is good especially in Translation. I would have loved to 

have it just before we started translation courses, to have all the different theories in place 

and then move on to Translation, but what happened is that when we started translation, 
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we started with Speech Act, Relevance Theory and moving on into translation, just like 

that. (56:00) So when we go out and someone is talking of dynamic equivalence and 

talking of those different theories, you are kind of hesitant. For you it is just do the job. 

And at least you defend yourself and so on. At some point it‘s good to have lectures, but 

sometimes it‘s good also to have, we didn‘t have internship, we missed that one. It‘s one 

thing where you learn seriously.  

 

[Bill]: So missing an internship. 

 

[M2]: I think I don‘t know whether they are asking the students to do translation. They 

consider that as a practical point, the translations? 

 

[M1]: Well, I think the philosophy behind the (57:00) translation course was that you 

learn translation as you translate, so the idea is not to give you the theory of the 

translation, but just how to do translation, so that was the philosophy behind the course 

we had, which for me is good, but at some point you need to have the theory, and then 

you know where you are when you do a translation. 

 

[M4]: It was like learning by doing, but not much reflect on what you did. 

 

[Bill]: Learn by doing, but not much reflection. 

 

[M1]: Yeah, it‘s just, the decision has been done for you. You use this method and you go 

with it, so you have no other choice, because that‘s what you are learning. It would have 

been good, at least, to be given opportunities to see (58:00) what is out there, what is 

there, what are the advantages and disadvantages and so on, and then depending on 

maybe the type of the lecturer, to say, ―Let‘s go with this one, this is what we will study 

for the purposes of this course,‖ and then you go into that course by doing what he 

planned to do. At least you are aware of what you are doing. And when you go out, you 

know where you stand. 

 

[Bill]: So, you‘re understanding, you‘re studying this theory in the context of these other 

theories. More … 

 

8. [Bill]: On the other hand, in your TDP courses, did you find certain methods of 

training to be less helpful for learning? ______ Which methods were less helpful, and 

why? 

 

From Q7 above: M3: ―I think lecturing [alone] is the least effective of all these methods.‖ 

 

(Question 9-10 were skipped due to lack of time.) 

 

11. [Bill]: Have you encountered any specific challenges in the development of an 

orthography for your language? Could you describe some of these challenges/difficulties 

you have encountered?  
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[M1]: On orthography I have to say something. It depends on the cases. In my case, 

(1:00:00) we already had a New Testament published, we had work done by linguists on 

the language and so on. So my main challenge when I went back was orthography, 

because the church was using a different orthography system than what the government is 

advocating. In fact, they started together and then they split, and because the language 

also is a tonal language, tone was not used in the orthography system. So when I went 

back, I found out that it was difficult, especially in the reading and it was coming up as a 

challenge, even for those native speaker to read fluently the language because of those 

absence of tone. So my suggestion was to work on at least using one or two tones in the 

language, but as M2 mentioned, there are some political issues (1:00) and social issues 

behind these kind of things, which make it difficult for me to address the issue even up to 

now. For more than six years now, I‘ve been struggling with coming up with a kind of 

stable orthography system, because the language also is used across the border in Ivory 

Coast, and they are using a different orthography system, though they still use our New 

Testament. [Bill]: So you have three different orthographies, church here, government 

here, and country over there. [M1]: Yes. So now we are thinking of how to bring all this 

into one orthography. And the communities are divided, so this is one of the challenges, 

dealing with orthography issues. [Bill]: You mentioned tone. Were there also particular 

phonemes that were difficult to represent? Or different vowel issues? 

[M1]: Okay, let me give you an example. You have, for example (2:00) the /a/ in Lobili. 

The /a/, if you have /a/, just the /a/, it means negation, a pronoun, it means future. It can 

mean also a mark of conditional, ―if‖. So you have at least five or six meanings from /a/, 

unless you put the tone and you know exactly where this /a/ is in the syntactical order, it‘s 

difficult to start really, and there is a lady from SIL, Cote d‘Ivoire, she was assigned to 

the Lobili project in Beya, and she did her MA in this particular issue, on ―Linguistic Cue 

in Tone,‖ and she did a test, went for a survey, and so on, and she came up with the same 

recommendation that I made four years before. She said we need to have tones to indicate 

at least one tone to help sort those issues. (3:00) 

 

[Bill]: That‘s good to have a specific example. Anyone else?  

 

[M4]: I think in relation to our MA training, when we went back, we were a bit naive. We 

thought, when you do your analysis properly, get everything, and you take the decision. 

But we realize that there‘s more sociolinguistic problem or political problem than just 

learning Phonology. I think we were not properly prepared. Some of the reflection we got 

was already there in the field. Maybe in designing the course, if they can take off some 

time toward the end to say, ―Okay, you may know to do, to analyze your language 

phonologically, but that‘s not all to deciding on orthography (1:04:00) these are some of 

the issues, we have to deal with them.‖ You have to learn how to approach them, I think. 

As the appendix to Phonology, I think it would have been very useful. 

 

[M2]: I didn‘t do direct grammatical analysis on my language, except in the Translation 

Practicum. I think in that first work, I came up with some theory which was made in my 

language. It‘s a chain clause and the last clause has different form than the preceding 
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ones. The concluding clause has different form. So how to explain? Some people 

approach in the synchronic way and some diachronic, the historical influence, but I came 

up with some kind of different hypothesis, [1:05:00] but I couldn‘t further it, because I 

didn‘t continue with grammatical analysis. Otherwise, in terms of orthography, not in my 

language, but when I go for the translation consultant work, as M1 said, several language 

groups, especially the SIL experts, they are good in language analysis, morphological 

analysis, they come up with orthography. When they come with orthography, the 

problem is, the government has its own orthography. For instance, they differ. If the 

church or translation project continues writing [1:06:00] its alphabet different from the 

government, the government become suspicious about the translation work. So the 

question is, how to integrate. If the government or other organizations have done such 

analysis, how to integrate those works together. People ask me when I go, okay, we want 

to use this in our translation, especially in the initial level, but the government is using 

that but we differ. How can we work? [1:07:00] So, they ask me advice, and I look at it 

myself and it will help me whether they are empirically correct, so my background here 

can help me so I can advise how to go about. So that challenge is there, especially how to 

integrate our orthography research with the government work. 

 

[M1]: I think the question here will be, do you have to re-do the whole linguistic work (?) 

when something is already done and the government has its own structure. Unless there is 

a committee, a kind of inter-disciplinary committee, where the government officials are 

represented and you discuss, if you find out (1:08:00) the orthography system is not 

suitable enough, to make some changes. Otherwise, if you do the work of linguistic work, 

phonology and so on, and you come up with an orthography and the government is using 

another one, you are heading for a collision. 

 

[M2]: In such situation, like the communist government in my country, in our language 

we discovered the national alphabets, scripts, does not represent all our sound system. 

But the government says, ―This is our national heritage. We don‘t allow anybody to 

create any new phonemes. They have to use it. Now we know the government, the 

national heritage, does not represent all our sound system. The only thing is, we did our 

research, (1:09:00) we approved it linguistically, we submitted it to Addis Ababa 

University, and then what can you do? There is no way you can leave out this sound as 

you write down your language. So I think finally they accepted it and now there is liberty 

to. [Bill]: But there was sound linguistic analysis on which to argue for the change.  

[M2]: Yes, there is evidence. So I think to have good scientific, critical evidence is very 

important. Once you have done your research, keep your document, apply it. If they 

come, this is the evidence we have, what solution do you have? So they can simply say it. 

Because most of the government (1:10:00) leaders are not linguists, you simply say they 

have a political orientation, but if you have evidence, finally, at the end … 

 

[M1]: That is a discussion, you have to talk to them, because otherwise you do it and 

change it and later on they say no. [Bill]: It‘s challenging, you have two different 

countries involved. Any other linguistic challenges you had? Any particular phonological 

kinds of things you‘ve had trouble with, or particular morphological or syntactic, 
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especially morphology or phonology training challenges? [M1]: I think when I was doing 

my linguistics practicum, I faced the use of pronoun, which prompted me to work on that, 

how the pronoun was used in my language, especially the logophoric pronouns (1:11:00), 

and when you have an embedded conversation, how this pronoun is working. Those are 

the things that I faced, working on my language. [Bill]: So you‘re saying like direct 

speech and indirect speech, is that what you mean by embedded?  

[M1]: Yes. Embedded speech and how do you sort out the issue of pronoun. 

 

[M2]: Once a language is written down, standardized, no problem, I think, because we 

follow the linguistic (?) of a new thing, but in a language which has not been 

standardized, there‘s a challenge, because everything …  I think one mistake I came up 

with in some language projects, they come, they write things as it comes in translation. 

They are not aware, this is the standard, part of the standardizing process, so anything 

(1:12:00) you have they decide, if there are two alternatives or variations to say, if they 

choose this one, they have to write down, document it, these are the alternatives, these are 

the arguments we made, based on this. Or these are the two alternatives, what ways are 

possible? I think documentation is very important, because if we leave out, there is no 

way the next group can find out.  

 

[Bill]: So documentation leads to consistency. That could be key terms, that could be 

orthography problems, anything. 

 

[M1]: I think what I wanted to say here is that we go for the specific purpose of 

translating the Bible, but when you go out, you face the language being used for other 

purpose, so that means you may not face the same challenges. When I talk, for example, 

of embedded speech and so on, in my language, we don‘t use direct speech, we use 

indirect speech. (1:13:00) So when you start translating the New Testament, already you 

are facing some difficulties, so how to sort them out? Especially in this case, how do you 

use the pronoun? Especially the logophoric pronoun coming in and so on. And then also 

you do the Old Testament. So, some of these things are not really dealt with in the 

grammar of the language. They grammar said, okay, this is how we put the syntactic 

order, this is how you do this, but …  

[Bill]: Only translation brings this challenge, because you don‘t have it.  

[M1]: Yes. The discourse we have is bringing other, new challenges. 

 

[M4]: In the group I was working with, we had the problem of aspect, because what I 

observed is that the tense (1:14:00) and aspect are indicated in the use of word order, 

verbal phrase, with the auxiliary coming before the main verb, etc. We‘ve been struggling 

with the issue. Unfortunately, it‘s not yet closed, but we are relying on the intuition of 

native speakers. If they say, ―Okay, this is how we would express the continuous aspect, 

that‘s how we go, but there‘s still much to be done in that area. Unfortunately, those are 

more (___?) languages we are dealing with, that are undocumented. I remember the last 

documented work done on it was by a German linguist in the 40‘s, and yet I saw one 

work on Madi, which is related to that one recently, but it was a kind of sketch of 
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grammar (1:15:00), but much more concerned with vocabulary, etc. I think there‘s still 

more to be done in that area. [Bill]: Any more phonology challenges? 

[M4]: In phonology, we have the problem of writing the implosives. Okay, we are aware 

of their existence, and people know it, the question is how to put it. It‘s not that we don‘t 

know it, but people disagree on how to write it. It‘s not really a linguistic debate, but it‘s 

more sociolinguistic. That‘s one of them. We also have the issue of dialect variation, in 

terms of (1:16:00) the phonology. Some people will pronounce the /d/, the plosive /d/, 

others will add the /d/ with the /z/ sound beside it, so that when we come with some more 

besides, some will say this is how we pronounce this, we pronounce it this way, others 

will say, no, that‘s the way it‘s pronounced. A small variation which are making the 

debate hard. 

 

[Bill]: Anything else on linguistic or orthography challenges that you‘ve experienced. 

 

[M1]: Well, what I would say would be not too much directly related to your questions, 

but it‘s a kind of citation. When you come to NEGST, (1:17:00) you know the courses, 

but you don‘t know exactly what you‘ll be doing. And as M4 said, we at some point had 

to generate texts or data ourselves in order to meet the requirement for assignment and 

those kinds of things. It could have been much easier for the TDP or the program to 

inform or to let the student know exactly. You say, okay, look into your language, what 

kind of problem do you have, and bring it. So when he comes, you know that in his 

language, this is the main problem we have, so that by the time he leaves NEGST, he has 

a kind of sketch of solution in his mind and get time to address the issue before going 

back. Because for me, I was not aware of this orthography issue, because I was not living 

in my community. (1:18:00) So I came face-to-face to that problem when I went back, 

but if I had known before, and then brought it with me at NEGST, at least I would start 

thinking how to deal with this issue when I go back. So for some of those things it‘s good 

to have them, because even discussing analysis and morphology and some texts, it‘s good 

to have them before coming at NEGST, because when you‘re coming you‘re the only 

speaker of that community, so you have to create your own text or find out how to. So 

preparing the students to come to study is very important, especially in terms of 

linguistics analysis and research and those kinds of things. Then you will have all the 

material and also be specific on the challenges he face. He may come directly from a 

translation project, from the existing project or just being recruited (1:19:00) and sent to 

do some study, like in my case, but at least to make him aware that this is the kind of 

things, do you have any particular thing that you want to reflect on, as you come to this 

study on linguistics. Then, you are kind of prepared, what to do for your translation 

practicum and also for your linguistic practicum, because you know that if you deal with 

this one, it will affect directly your future work, and it will solve some of the issues that 

are on the ground. 

 

[M4]: I think I strongly support that, because generally we tend to have universities and 

colleges where people come, write research work just for the sake of getting a degree, but 

it‘s not really having any background where they come from. If ever research is done 
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(1:20:00) in order to solve a problem which you have in your community, I think it would 

help the community to move ahead.  

 

[Bill]: more relevant research. 

 

12. [Bill]: How well do you feel that your TDP training adequately equipped you for 

these challenges?  

 

[M1]: In general I think I felt adequate, since I was able to go from what I did, I was able 

to go and start an (___?) project as a flow, not really scratching your head, where do you 

start, because I knew from the program planning course, I had my third year planning like 

the topic in my case (1:21:00) and I was relying on that to start, because I had no way to, 

so that one was really helpful, somehow, but there was some kind of unseen things, there 

are some realities that you had to face and you realize that you have not been prepared at 

NEGST for those challenges. But by and large, I think it was a good training for me. 

 

[M3]: I think it was adequate. I don‘t know whether this is another way of asking the 

question which we tried to answer before about how the courses/subjects you got here 

impacted your work (1:22:00) and for that one I answered that every course was useful, 

only to a relative degree, but I think it was adequate and exegetical work was very 

helpful, just that the absence of some introduction to consulting and literacy made me 

feel inadequate when I came to this (piece?). 

 

[Bill]: Yeah, you mentioned that consulting, literacy, computer skills, those were some of 

the things that were missing. 

 

[M2]: Apart from the computer programs, which we had very little opportunity of, I think 

the translation course, all of the courses we took here, as long as there is some work that 

is relevant to the course you took here (1:23:00), I think was very helpful. 

 

[M4]: I think I would say the same thing, the courses were adequate for the work we were 

doing in the field. In addition to that, I don‘t know how to put it. For instance, when we 

were attending a workshop, most of the participants were MA holders of NEGST. During 

that workshop, we had the opportunity to invite someone from UBS. He came, he showed 

us a film of how they were trying to contextualize the death of Jesus, how they could 

insert some traditional drama into the flow of the script (1:24:00) to make it more 

African, etc. And I noticed that all of us were shocked. And he told us at the end, I‘m 

surprised also that you are shocked, because when we project somewhere else, people 

were very happy to see that. It made me realize that sometimes we don‘t open our minds 

to things which are outside there when we see like biblical texts in the (___?) into a 

traditional drama, we think that it‘s a confusion of many things. What I‘m trying to say 

is, we don‘t have room for kind of creativity to be able to see what‘s around us and to 

integrate it in our work. It‘s like, we know this is how we do it, let‘s stick to that. Of 

course, it also needs a kind of wisdom to see what you can integrate in your program 

(1:25:00). You don‘t just take everything related to culture. 
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[Bill]: Integrate wisely, contextualize but not syncretize. It‘s hard to know the difference. 

 

13. [Bill]: Is there any training which your TDP lecturers could have received which 

would have improved their ability to train you in for Bible translation? What kind of 

training (in content and/or method, e.g. formal/informal/nonformal, modular, intensive, 

etc.) would you recommend that future trainers receive, in order to train African students 

more effectively in Bible translation? 

 

[M1]: (1:26:00) Well, I think I have two suggestions. My suggestion would be that 

lecturers coming into the TDP program should have at least had some African 

experience. Because the mindset, the cultural worldview is completely different. And so 

they should have some field experience in Africa to be able to see, to perceive the cross-

cultural communication and settings, in terms of teaching methods. The second thing also 

is at least to have African lecturers (1:27:00) in the TDP program. Ever since the TDP 

program has started, there has never been a national in the TDP program [Bill] at 

NEGST. [M1]: At NEGST, yeah. [Bill]: Danjuma‘s teaching in Nigeria, but that‘s just 

one. [M1]: I‘m speaking of the context of NEGST.  

[Bill]: African lecturers, very good. So, cross-cultural training, and African experience, in 

order to better understand cross-cultural training, setting. And you said teaching methods, 

too. I‘m gonna pick up on that. What do you mean by African teaching methods? 

[M1]: Well, I think the teaching style, for example, lectures will not be really suitable for 

us Africans. We are more visual (1:28:00), and kind of dynamic, in terms of interaction, 

we love free interaction, more of group discussion, those kind of things. That‘s the way 

we learn. Maybe my friend can correct me if I‘m wrong, but this is my understanding. 

Lectures will not really work as a primary method. But more of interaction and case 

studies, group discussion. Internship also will do. 

 

[M2]: I think this is a vital problem. There is a question in theological institutions. 

(1:29:00) Is this training program, which is strongly Western influenced productive or 

effective for African Christian training? Or do we need another way? And if we need 

another one, how to develop that program is still a question. That is not a question which 

is raised in NEGST. I think last time a West African professor, Bediako, was raising this 

question, in terms of theology. Western theology is killing the Western church, why do 

we need it here? Because the scholars and the church are separated. The scholars are 

discussing some abstract (1:30:00) rational issues but the church program is not 

addressed. Last time, we were discussing with M4, I heard on BBC in Congo, the church 

pastors were, some children, I think some parents were observing, I think, some kind of 

local concept. You can see in a child‘s eye whether the child has evil eye or not. If the 

child has an evil eye, there is a spiritual connection from other world, so that child‘s eye 

is very dangerous. So there are pastors, people will tell them, ―Oh, this child has this evil 

eye‖ and they slap the child and the pastor makes the child lie on the ground and puts 

something on his stomach and pulls some demons from his stomach and shows it to the 

people and such children are traumatized. Now the government is taking action to put in 

(1:31:00) the Parliament to punish such pastors. This is now the real issue the African 
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church should address. Now M4 is here and other Congolese students are here. I don‘t 

know whether they are sent to that area to do research. In my mind this is the real 

problem, now we are discussing about concepts, whether Jesus was there or not, I think 

that‘s a question for some scholars in the west and some abstract, but the real African 

problem in church services is interpreting the Bible, and the question is a bit wide, I don‘t 

know whether we can answer here. If we say, ―No, no, we need the TDP lecturers who 

come from the west,‖ they need some kind of training. Now the question is, do we have 

one? And which one? (1:32:00) So, we generally say, they need some kind of African 

orientation. You know, even in research, if you happen to do your research in my 

community, just you do your research and go with it, make your own name, people later 

on will learn, oh, so-and-so came and did his research and he got an MA and PhD, but 

their problem is not addressed. And they will not appreciate you because it did not 

actually address their problem.  

 

[Bill] You talked at first about Western theology killing Western churches, then you 

talked about the separation between …  What was it you said? 

 

[M1]: The Christian scholars and the church ministries (1:33:00).  

 

[Bill]: I put between church and academia, but you said church and scholars. 

 

[M2]: Church and scholars are just disconnected. In our research, we struggle to address, 

to satisfy my lecturer rather than to address the issue. The church and the African 

community are suffering. 

 

[M4]: I think they mentioned being familiar with Africa, but I will put it in terms of doing 

some cross-cultural studies, and if it‘s a linguist, to be attached to a specific language 

group (1:34:00) like in the past for me, it‘s useful because you get the feel of the reality 

on the ground, as opposed to someone who‘s just in the office and trying to coordinate 

many activities. Those who are just coordinating are less relevant than those who are 

attached to a group and helping …  Because we need the manpower, so those who are 

coming should also see how to integrate the African realities and help to deal with the 

problem from the inside, not only from the outside as visitors. When they understand the 

anthropology of the people, the languages, the way of life, some of the life challenges 

they go through, it‘s easier for them to help. (1:35:00) [Bill]: Anything else? Some of you 

may be training here someday, hopefully, or other places. 

 

[M2]: A valid question. When we were here, when I was at PAC, my undergraduate 

study at PAC, this was the question. We are training Africans to take this responsibility, 

what about now? 12 years? No African.  

[Bill]: He (M4) taught at PAC and Clene taught at PAC for five years. There has been at 

PAC a little bit, and now Danjuma, and there‘s been a couple others. Danjuma taught at 

PAC for a year and now he‘s teaching at TCNN. He helped develop the program at 

TCNN. (1:36:00) And there‘s a couple people that they‘re trying to get. There‘s some 
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Nigerians that will be helpful. So those programs have had a little bit. It‘s a big challenge. 

So you studied at PAC, too. When were you at PAC? 

[M2]: I was the first student. I was the guinea pig in 1989 and graduated in 1993. Yeah, 

there was nothing there. (1:37:00) 

 

[Bill]: Anything else you‘d like to say about the MA program at NEGST? 

 

[M4]: Something M2 alluded to in the beginning, looking at it in terms of integrating the 

knowledge, the African knowledge in terms of literature. Because I noticed that we are 

doing translation, but our translation is connected to the church, but not connected to the 

literary world of the (1:38:00) same group, so that the sustainability of the language 

project is attached to the church, but not the secular community. I think because we 

translators, we don‘t know what has been written into our mother tongue in terms of 

tales, our stories, our culture. We are just translators, but we are not representing the 

knowledge of our own community. So if there was some courses where we are taught—I 

know for some groups, like the Gikuyu, there is much to learn, in terms of what has been 

written. You can talk of Gikuyu literature, etc., but for many languages it doesn‘t exist, 

but for those groups, I think it‘s important. Also, they learn not only when they‘re going 

to collect some word list and use those texts, but to have (1:39:00) them, to integrate 

them. 

 

[M1]: I have two things to say. The first one is publication. This is just to support the idea 

of M4 that, how many of us that have left NEGST have been able to publish, though we 

did a lot of work back in our field. So, I think maybe we needed some kind of ways of 

writing skills or just something like that to encourage, to put into writing what we have 

gathered all those years of being in the field and being able to publish them. Because the 

educational system is not the same in the west and in Africa. In Africa, we are not so 

much used to write and publish. We are more in the domain of orality. (1:40:00) So it‘s 

just following us. Unless we are told, ―Okay, what you are telling us, put it into writing. I 

will help you to publish.‖ Then you will see all these things. But in the Western 

education, right away you start writing journals, you start writing notes, you start writing. 

So it‘s easy to compile these things and publish them. But for us, it doesn‘t come like 

this. You have to learn the hard way and get at the second level in order to be pushed to 

publish some ideas or something like that. This one has kept us in the shadow, as if we 

have nothing to produce or to share. Let me put it that way. Because the NEGST program 

is designed also for (1:41:00) consultancy, but when you go, you are taken back right 

from the beginning for the consultant training. And when you look at the requirement for 

the consultant growth and so on, you start from zero, which is not the case if some of the 

things were put in place, that when you get immediately to the field, you enter into the 

development program of consultancy.  

[Bill]: So better integrate NEGST training with consultant development.  

[M1]: Yeah, because that is the meaning of it, of NEGST Translation  Degree Program. It 

is not just for translators. It goes beyond the idea of translating. It was made for 

consultant development. So being from here, you go to be a technical advisor or a 
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translation project leader or a consultant. (1:42:00) So you don‘t just go and do the 

translation work as such. The second one is related to … 

 

[M2]: I think I mentioned about the sustainable TDP problem. I don‘t know whether my 

colleagues have the same question as mine. I have … 

 

[M1]: That‘s what I wanted to mention. Nowadays we don‘t have students coming. If you 

get the figures, there are less and less coming to the TDP. There is some kind of   

 

[Bill]: Maybe that‘s why PAC is winding down.  

 

[M2]: My question is, even getting linguistics students in government and university 

programs is challenging. Some government and universities are closing their linguistics 

departments, because African students come to join (1:43:00) At the department they ask, 

―What benefit am I going to get?‖ in terms of economic. But translation, if the TDP 

considers to make it more open, marketable. French have, like general translation 

principles, secular translation principles. A person can be trained, they can use modern 

technology. The research will make translation and then they can go and work, because 

there are so many languages in Africa, like M4, if he has some kind of secular training, 

he can fit somewhere. As Bible translators, we go for the Bible translation, but these 

people, how are they going to survive? (1:44:00) Do we expect African scholars to teach 

here and that department should get funding to pay their salary? If the students are not 

coming, how can they make it? Because all the projects cannot send students every year, 

so I think they make it a bit marketable, open. [Bill]: AFA is trying to make it more 

marketable by having it in country at the BA level. MA level, we‘re still continuing 

support at the (1:45:00) NEGST, FATEB, and FATEAC, but still, having it be 

sustainable is a big issue. 

 

[M2]: Even there we have a problem. I taught at the BA level. When students come, most 

of the time, translation introductory course is a required course. I introduced them to the 

department. And then the graph goes down almost immediately. One student, two 

students, they crash. I ask the students for the BA. They told me, ―If I do translation 

study, I was sent by my church, my church is paying my salary, where are we going to go 

after that? Because it‘s only Bible Translation. You can‘t have many Bible translators in 

one language group, only few. So what am I going to do with it?‖ So I think that‘s the 

problem (1:46:00) is that the translation course is only Bible translation, that‘s all, it‘s not 

open for other translation principles, for general use. 

[Bill]: One of the issues, though, is a lot of schools, you have to be a Christian to attend, 

and you‘re integrating your theology. There are places that are working on literacy and 

language development. Institute for Applied Linguistics in Nigeria trying to get going, to 

work on that side. These are big issues. 

[M2]: What I see in future is UBS. I was working with UBS, seconded by SIL, working 

with UBS. UBS has a policy, but, because the UBS consultant said, M2, I‘m going to 

retire, the eldest person (1:47:00), let him go get his PhD and come back and work here. 

Now he told me the problem. I think he was just appealing against the rule. UBS had 
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decided not to sponsor any student for education. What they do is they hire from the 

market and then they train what they want him to do. If he has linguistics, they train him 

in biblical studies. If he has biblical studies, they will train him in linguistics. I think 

maybe in all those they used to send, maybe they have come across such a difficulty they 

have completely canceled it. I think for SIL it‘s a big challenge, huge amount of money 

and all those lecturers we have them, they raise their own funds and come and teach here. 

If they don‘t come, who will teach here? (1:48:00) And I don‘t know whether NEGST is 

in a position to pay for their new African lecturers‘ salary in future. It‘s a big challenge. 

What‘s going to happen? Maybe TDP will go, I don‘t know.  

 

[Bill]: That‘s part of our thinking about the ATP will ideally address some of this, 

because it‘ll be in a block course, intensive kind of thing where you go 4-8 weeks from 

your project and then go back to your project. The trouble is, non-formal training is often 

more effective, but typically you don‘t end up with a degree. We‘re trying to figure out 

how to do more effective training, delivered in different ways but that will still earn a 

degree (1:49:00), because that‘s highly valued. 

 

[M3]: You need schools to be accrediting this. 

 

[Bill]: PAC is willing to be very flexible in regards to the BA, and maybe a postgraduate 

diploma, so I want you to know we‘re working very hard at that. 

 

[M1]: I feel the issue goes back to the recruitment level. Who are the people we‘re 

recruiting for our language development program? In most cases, let me give you the 

case in Burkina Faso. When an SIL member or someone goes to work in the field, he has 

to (1:50:00), so the recruitment most of the time is left to the SIL member to recruit a 

person. So we start with a language assistant. And most of the time it has to be someone 

who does not have a very high level of education, just someone from the village with a 

primary education. And then later on, this one is trained to be a translator, so he‘s trained 

to be a translator, but at the educational level, we see at the same level. So when the 

project ends, now this man does not know exactly where to go, because that‘s what he‘s 

been doing for 10-15 years. So, we have not thought of career development.  

 

[Bill]: I like you saying, ―WE have not thought‖ (1:51:00)  

 

[M1]: So how do we recruit our personnel in those programs? That aspect of career 

development is very important to motivate. For us Africans, to be honest, if you go for 

something, at least you want to be recognized that you have done this. The thing that is 

very important for the sake of job outside. After the program, what is happening to me? 

So, how do we get people for more training and so on? 

 

[Bill]: Thank you very much for your time and for your willingness to contribute to my 

research. 
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TCNN Practicum Student Focus Group Transcription 

 

Date:   9 April 2008  Time: 3:30 pm 

Location:   TCNN, Bukuru, Nigeria  

Interviewer:  William Gardner 

Interviewees: School? TCNN  Degree Program? B.A./M.A. in Translation Studies 

 

[Bill]: I appreciate your meeting with me today. I want to find out from you about your 

experiences in being trained as a student in a translation degree program. 

So, I‘d like to begin by asking each of you which country you are from and which 

language group(s) you have been working with (and/or hope to work with). 

 

1.  (All of the students were Nigerian.) 

 

2.  [Bill]: You took (are taking) various courses you as part of the Translator Degree 

Program. Which courses were (are) your favorite, and why?  

 

[M1]: Literacy. (4:00) [Bill]: Why? [M1]: Well, it‘s practical. I enjoy it because it deals 

with practical issues and brings up aspects that you can easily go and experiment in the 

field, especially the different strategies in literacy development and literacy work in 

general, and which ones can easily best fit a community, so I enjoyed that. 

 

[M2]: Anthropology. (5:00) I love learning about culture. (culturama?) 

 

[M3]: Though difficult, I love grammar. It makes me to explore my mother tongue really 

well, to analyze it. It makes me as if I‘m learning it again. The course is not easy. 

 

[Bill]: I like that. You‘re learning it again. You learned it without studying it and now 

you‘re studying it and kind of learning it again. 

 

[M4]: As for me, (6:00) in fact I love two courses—Phonetics and Anthropology. I loved 

Phonetics so much, because it has caused me to differentiate between how to pronounce 

words, sounds, how to identify these sounds, especially in the area I am working. It 

exposed me to identify how the people make sounds and Anthropology, as my colleague 

has pointed out, I‘m so happy going to this culture. When I went to the area for the field 

assignment, when I begin to explore their culture, it makes me feel that, yes, I did fine 

with multiculturalism. Studying culture is interesting. (7:00) 

 

[F1]: I‘d like to talk about Project Development. How you take a project from scratch to 

finish, all that is involved. And also Scripture in Use, language and God, culture and God. 

God wants to communicate. So the issues involved with Scripture in Use. 

 

[Bill]: I was talking to someone today, and he said the KJV is still the biggest selling 

Bible, because they‘re the cheapest. So he‘s trying to get NIV to be cheaper, so people 

can understand it. (8:00) 
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[F2]: I still say Grammar and Phonology. The two are challenging, but then. For me, I 

feel I‘m doing the research work and really enjoying discovering things that I‘d never 

learn on my own. I thought I knew English, but I know nothing. 

 

[M5]: Dictionary making has been beautiful, too. [M?]: You stole my heart. 

 

[M6]: I have dictionary making and computers. Yes, in fact I‘ve been wondering how 

dictionaries are produced. When we did that, I said, So, it‘s not just tacking up anything, 

anyhow. There has to be a process, a systematic process the way you do it. Going into the 

computer and seeing the (?) cases that are there in dictionary making, I said whoever 

makes a dictionary must have done it, must have worked very, very hard. And it helps 

you also to be able to know that there are things in a dictionary that is more than just 

looking for meaning. Because sometimes we go into a dictionary (10:00) just because we 

want to see meaning, but when you see a dictionary, you see they write something and 

you will not know why it is a sharing, they‘re just talking about how you can pronounce 

it, we didn‘t even know it. It was only when we started going in that I discovered that 

aspect. 

 

[Bill]: Is there anything he didn‘t steal yet from you? 

 

[M7]: I know what we are doing in word collection. I know, wee! So this is how these 

people get more making dictionary and I find myself making dictionary, dictionary 

maker, so where I‘m collecting the words and the way it‘s going makes me to be very, 

very happy. When you collect the words, you also (11:00) see the meaning, you can use 

the meaning. [Bill]: collects words and sees meaning. That‘s great. M? 

 

[M]: I have special interest in two things. The first one is Phonetics. Really, I love 

Phonetics because of the mystery behind how people really articulate letters and sounds. 

And I discovered that once you don‘t belong to a certain language, sometimes you find it 

very difficult to pronounce words that they can easily pronounce.  

[Bill]: like lateral fricatives. [M]: I become surprised—what really happens that makes 

somebody to be unable to pronounce words that somebody (12:00) will easily. We have 

the same organs. It‘s something and you. The nice thing is Biblical languages, especially 

Greek. I am really interested in it, because I really want to know the exact meaning, of 

the word of God, so that gives me special interest in these two courses. 

 

[F2?]: These field practicals were great.  

[M]: This is something else. You‘ve been taught theories. 

 

[Bill]: So you‘ve been taught the theories, now you get to [M]: Yes, you get to put it into 

practice. I remember someone who completed his master‘s at NEGST. He was telling me 

yesterday, that one of the things he missed at NEGST was not having a practicum, that if 

there was this program, of course, it would have been wonderful for him. (13:00) 
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[Bill]: So he was saying they didn‘t have this practicum. [M]: Yes, that they didn‘t have 

the practicum. He even insisted, even in the final stage of the program, if they could have 

been in the language area for just one week, it would have been good for them, but they 

never had it. 

 

[Bill]: Neither PAC nor NEGST has a practicum, so you‘re very fortunate here. 

 

[M]: I‘d say this is worth it. 

 

[F]: Some of the lies of the lecture just can‘t survive. 

 

[M]: I see that as preparing me for any language group at all that I‘ll be working with, 

because this prepares me to know that, if I go into a language area, this is exactly what I 

will need to look for, and will make things easier and faster for me, because without it, 

you just have to start (14:00) from scratch not knowing exactly what to do, but this one, 

we are making mistakes and then correcting them along the way and it‘s preparing us for 

something better. 

 

3. [Bill]: Did you find (have you found) any particular TDP courses to be especially 

helpful, particularly in regards to any language work (whether in the past, present or 

future)? _____ Which course(s) did you find to be especially helpful, and why? 

 

[M]: Phonetics and Phonology. Those have actually helped me in the Practicum. Because 

like my brother said, the Phonetics helps you to be able to hear. You hear a language that 

you and you are able to know that, ah, this is what he‘s saying. The sound comes out 

clearly because you now have very good hearing ears. 

 

[F]: And as you watch them, you try to figure out various sounds. Is that a retroflex or 

just a trill. Say and repeat the words many times, and say what‘s wrong with these things. 

Listen to me, I say it this way and say the retroflex way (16:00) and I say, yes, the first 

one. 

 

[M]: Language Development. Language Development is very important, because that 

teaches you how to really organize, how to really coordinate people. The structure of 

literacy and all this depends on how well I really know how to manage people. It seems 

very important, because one of the difficult things in this world today is to really 

shepherd, lead, or organize human beings, so really, it is very helpful, go to people who 

have a different culture, different language with their individual differences, but then 

having the (17:00) ability through the course, to be able to bring them together to work 

together in harmony for one purpose—it‘s really very, very interesting. 

 

[F]: And Grammar, too. For the most, grammar was like verb, noun, adverb, tenses, all 

those. But when I came to see the grammar and the analysis of everything, say, what‘s 

this? Grammar is how you can best say it. Yes, it‘s very important. 
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[F]: Old Testament Exegesis for Translators, is a course that I wish, that exposed me back 

to my Hebrew again. (18:00) I was able to, I discovered, eh! so what I did was just not 

serious my survey again, with the lecturer and the course, I had to go back into all the 

researches to be able to get myself seated well to finish that course. 

 

[Bill]: What book did you do in O.T.? 

 

[F]: Exodus 

 

[F]: We took the theological courses as well. 

 

[Bill]: I want to focus on linguistic, but not to the exclusion of the others, so the courses 

you‘ve got in your translation degree program, like exegesis is very much a part of that, 

especially the linguistic/translation courses, but not excluding the others. (19:00) 

 

[M]: Yeah, like in Semantics, it was interesting the time we had with the lecturer, was 

taken up mostly we hear was like this, was that terminology, the version of that word, so 

sometimes if you are not careful, just because you know the root of that word, you may 

have a wrong application for that word, just like, say maybe okay, maybe the word 

―dynamite‖ is derived from the word ―dunamis,‖ you begin to say, okay, ―dunamis‖ 

means then the power explosive. You know sometimes I do hear preachers say this thing 

about power and the terminology and they say (20:00) ―dynamite‖ from the word 

―dunamis‖ and they strengthen the thing as if the power of God‘s word gives us another 

explosive, one that you use for the other, so I‘m told that, no, we don‘t translate words 

just because of the root of that word. Sometimes, it depends on the context, they change, 

so if you take the literal meaning of the word and think that you can apply it anywhere in 

Scripture, you will be misinterpreting the Scripture, so one word will have different 

meanings, depending on context. So Semantics is studying the meaning of words, is very 

important to translation and it has helped me. There are some teachings before that I had 

and I think it corrected them, because literally talking, this word means that, and it can 

give a lot of explanation towards that and it seems to go smooth and logically arranged, 

but maybe giving a wrong thing (21:00). 

 

4. [Bill]: Were there any particular TDP courses you took which you found to be 

especially challenging or difficult? _____  Which course(s) did you find to be especially 

challenging, and why? 

 

[M]: Phonetics is difficult and challenging. Because of the hearing. Sometimes when you 

hear something, we differ in what I hear. I remember all my Phonetics, all my lecturers 

were saying /ba/, now are you saying /ba/ or /da/? … And the once the person pronounces 

it now, they want you to write it accurately. (22:00) It‘s seriously challenging and 

difficult. And sometimes when you have one word that you all pronounce the same word, 

but you know the language varies, like in the Mahli language, in Kamwe we have the 

same word, but when you pronounce it, the place of articulation differs slightly. So that‘s 

Phonetics and it‘s very interesting when you begin to understand and clearly distinguish 
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it. And sometimes one sound and the glottal is different. It‘s very difficult to distinguish 

it (2 different groups and the way they pronounce words (23:00) (sound in Hausa and 

other sound in Tereman) and how to really distinguish this, it‘s difficult. 

 

[F]: It‘s a mystery. (laughter) 

 

[Bill]: I know that advanced tongue root in West African languages, a lot of people can 

never hear the difference. 

 

[M]: Semantics. One of the reasons why it seems to be challenging is because some of 

the lessons you are having is something I think that is supposed to be handled right from 

the word. But if I know that when you miss certain things, it is very difficult for you to 

comprehend it, even at your old age (24:00) until you come down to square one, unless 

your age will not allow you to come down again. So because of our, let‘s say context, we 

find we start late instead of starting on time, so by the time we now go into it proper, it 

sounds like Greek. And again the arrangement is so vast, so big, and the time of studying 

is so limited, for you to comprehend the vastness of the whole thing that is required, and 

because there is no more time, you‘ll be struggling. I got to start with him without 

understanding to finish, without reaching to the ending. (25:00) 

 

[F]: Personally, I think that some of these challenges we are, we the students could 

contribute. Why do I say this? Concepts are taught and we have not taken time. I have not 

taken time to internalize it. And other concepts (?) until the exam or (?) now to 

understand all these concepts have not taken space to internalize. I find it very 

challenging. That‘s one of my greatest struggles. 

 

[M]: One of the struggles for me, that I have had in this department, too, is that these 

courses, when one came in and they said Bible translation, I thought they were just going 

to be Bible translation courses (26:00) that I will just show you, this is how you translate 

this, this is how you do this. And we went into Linguistics. I was almost thrown off, 

because I know that I only did English in the Secondary School and from then on, I‘ll just 

be using English to study but not to study English as a course, and that in itself 

contributed to my not really grasping the Linguistic courses the way I should have done. 

And like she has said, we have not taken enough time to be able to say, okay, let me 

concentrate and see exactly what is the teacher saying here, and take all the exams that 

you want to know, and say, yes, this is what he is saying. For you to go, you can‘t go in 

because there are so many other courses that you are making at the term, you need to 

focus. (27:00) 

 

[M]: Again, like some of these courses now, I think again the time given to it is not 

enough as a beginner, you know somebody who specializes in it, and somebody who has 

master‘s in that particular and knows what is the meaning, somebody who has taught in 

it, and we are beginners. And the challenge is there, that maybe in the syllabus you have 

to cover the syllabus before you have to enter examination. Some of us had the mind and 

we are ready to understand the course and all ready to pass, but the emphasis now is for 
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you to cover the syllabus to go write and pass, so while you are struggling to pass, you‘re 

not reading again to understand, so I think the time given to the story is not enough and it 

makes it to be more difficult and challenging. (28:00) 

 

[F]: I don‘t know if it is in particular of Africans, this discipline is lacking. Somehow it 

works better for the teacher putting checks and balances around us, to really help us to 

reach the target. For us, not being particularly disciplined students, I found it helpful 

when I have these checks and balances. 

 

[Bill]: What kinds of checks and balances? 

 

[F]: Tests, assignments. It helps me. 

 

[Bill]: (Greek 1, quiz every week, asked to do same for Greek 2). (29:00) Because 

sometimes they just have a mid-term and a final. 

 

[M]: You still have the other side of the coin. Because, I remember, instead of focusing 

on another subject, you‘ll really be studying, struggling to cover the work, because that is 

exactly what happened to us when we did NT Background, so there is, that is the 

assignment, if you have to submit each day, so you find all the time we‘re in the 

computer writing this assignment, in order to meet the deadline, at the end of the day, you 

find we are choked, so it has to be moderated. 

 

[M]: Apart from the assignment, there are some courses that are jealous, especially like 

Greek and Hebrew. Really, if you are to make it well, (30:00) you have to give your all 

time for it, and that will also cheat the others. 

 

[Bill]: I like that, you call them jealous. (some discussion about classes) (31:00)  

 

5. [Bill]: Were there any particular courses you took which you have found to NOT 

be very useful, particularly in regard to language work? _____ 

Which course(s) have you found to NOT be very useful, and why? 

 

[F]: Not in the department. Only some courses outside the department.  

 

[M]: In fact we need more. (32:00) 

 

[M]: All the courses are important. 

 

[F]: They are related. (33:00) 

 

6. [Bill]: Do you feel there any particular courses missing from the TDP which 

should be added to make the overall training more effective? _____ Which course(s) or 

course content do you think should be added to the TDP, and why? (34:00) 
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[M]: I would find it difficult to say anything in this case, because this is a beginning 

program and it is developing. And also, there has not been a class that has graduated for 

us to be able to see the courses that they have done, all their courses. If we had a group 

that had graduated, then we would be able to assess it, but since we haven‘t gotten any, 

for me, it‘s very difficult to be able to say, oh!, we need more courses. (35:00) You know, 

next semester, we have more courses. [Bill]: I will be asking the same questions at 

NEGST. 

 

[M]: While we are having this course in our department, to me, I also see a lot of courses 

that were be helpful in Human Relations. Like we have this Sociology, we have courses 

like Psychology. We can also introduce a course that will also help us to go and do 

(36:00) guidance and counseling, because we are dealing with humans, it‘s not only, you 

may go into the translation work where you find people, they are very hard. But when 

your public relation, human relation is okay, then you will be able to excel through. Then 

the issue of Psychology will also help you to understand the situation of the human being 

in general and be able to get through it. Then the other courses, they‘re not just for 

anything, but for personal consumption, like we attend seminars and other things, like 

this issue of how to handle stress and other things.  

Now stress management. So these are some of the courses that are still very, very useful.  

[Bill]: (comments about stress) (37:00) Working with a team, learning how to be part of a 

team. 

 

[F]: Missionaries with all the major programs with mission organizations they say 

interpersonal relationships (are the major problem). 

 

[M]: Especially when you, like, come to another country, like Nairobi. 

 

[M]: You have to experience the outside world. 

 

[Bill]: There are a lot of Nigerians in Nairobi. It‘s interesting. A lot of missionaries. 

 

[M]: Maybe if I say this I will be demanding too much, (38:00) but I think it‘s true. You 

see, in Bible Translation, you‘re trying to put down what happened in a far-away place, 

from a different culture, sometimes it helped when a translator happens to really have a 

real experience or contact with the places that these things happened. Take for example 

someone who has gone maybe to Jerusalem and has seen these kind of things and have 

been introduced practically with some of the plants there. Before, I thought a vine is like 

a big tree, that‘s what I thought, because in the Scripture we see it translated tree or vine 

tree. So, to my dismay, when I came to NBTT in 2004, and they show me the vine and I 

say in my language, don‘t call this one tree. Yeah, because we will rather (39:00) have 

just like one of those plants. 

 

[Bill]: Maybe have a Biblical Cultures practicum in the Middle East. 
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7. [Bill]: There are many different methods for teaching and training, including: 

lectures, workshops, group discussions, audiovisual presentations, question-answer, 

modular, intensive, role-playing, internships, etc. In your TDP courses, did you find 

certain methods of training to be more effective for helping you and other students to 

learn? ______  Which methods were more helpful, and why? (40:00) 

 

[M]: For a lecture, normally, I dislike a lecture that will be so strictly formal, you know, 

laid down things that you must do. Lectures that I think are very helpful are when the 

lecturer becomes very friendly, one, and he really makes sure that he‘s communicating 

with having the practical examples, sometimes it takes you to dramatize, if necessary. 

Some of these things make the lecture more learned. But if it is just pure academic, you 

just want to (41:00) pour out the things all the time it looks like this one just tries to have 

(assent, I call it assentage) just in his brain, without the clear understanding of this, so the 

lesson should be made more practical and there should be a session of real interaction. 

[Bill]: interaction between?  

[M]: students and lecturer. Because translation is an applied something, something that‘s 

practically. You have to apply it. It‘s not like these courses where you can academically 

pass it then and go home. Translation has to be practical, because you have to apply it, 

just like I feel we are doing now. If you don‘t understand it in the class, it will be a 

serious problem. How do you transcribe all these phonetics notes and all these things 

when it‘s not clear? So you get a lot of confusion since it is a practical course, really 

teaching (42:00) The lecturer should also be practical. 

 

[F]: The visual situations. Just as he said, when he wanted to go to Israel to see the vine 

and it‘s here. Was it Dr. Addis that came in and he had a video for us to watch and Dr. 

Anuwara, too, his lectures. So we were to listen, and then afterward, we asked ourselves, 

we discuss, and it was really helpful. 

 

[Bill]: So you‘ve got some things (on) video, or does anyone use power point? 

 

[F]: Yes 

 

[Bill]: So you‘re hearing it and you‘re seeing it? 

 

[F]: Yes.  (43:00) 

 

[Bill]: Unfortunately the power goes off in Kenya sometimes. You can‘t have Powerpoint 

without power. 

 

[M] Also, this issue of recording some of the courses is also helpful. There are some 

courses we attended in French. I said the recording a particular course, is also helpful, 

when you record it and you go and play it, you keep hearing it. It helped us while we 

were studying French. We find French very difficult. So the man now came and say that, 

―I‘m not teaching you these things to only to, but to know it. I will give you so many 

methods.‖ He had these handouts, (44:00) he has these cassette tapes and everything. So 
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after teaching, he now gives these cassettes to each and you keep on. Before that 

recording, that was to motivate our interest. I see that thing is the best teacher we had, 

because you play it at your own time, own convenient time, keep hearing and you see all 

these things, repeated, hearing. Even while you are going, you will begin to memorize it, 

because it has already … 

 

[Bill]: Yeah, one of the problems with Greek and Hebrew is it‘s a written language that is 

not spoken, but good courses will often have the Greek and Hebrew audio, so you can 

hear it.  

 

8. [Bill]: On the other hand, in your TDP courses, did you find certain methods of 

training to be less helpful for learning? ______ Which methods were less helpful, and 

why? (45:00) 

 

[M]: Maybe giving out handouts or books without discussing. 

 

[Bill]: So a handout without discussing isn‘t helpful. 

 

[M]: When you give a handout, the next class you discuss what you have learned from 

the 

 

[F]: I found this very helpful, where you have researched something and given a 

presentation. 

 

[M]: This has been very helpful. 

 

[Bill]: So you research a topic and then present it to the class. 

 

[F]: Yes. 

 

[M]: And especially where each person has been given a different topic (46:00) and from 

there you see different ways that others approach issues or topics. 

 

[Bill]: What kind of classes have you done that in? 

 

[F]: Like in Literacy. 

 

[M]: Scripture Use 

 

[Both]: Project Development 

 

[M]: Also, one of the things I have for inviting in a specialist also in that particular field 

to come it may be worthwhile to come and also to give insight about that course you are 

doing also, because I remember there was one course we were doing, so we were just, by 
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the time we were trying to get ourselves, I think there was one lecturer that came and he 

taught us on that particular, and from that moment now, we catch the whole thing (47:00) 

 

[M]: It was Danjuma Gambo. Then he wasn‘t a lecturer here. Dr. Steve Detweiler invited 

him to talk to us. I think it was in Language Use and it was really helpful, because of that 

we found out that if there‘s a topic the lecturer himself may not be that vast in that 

particular topic, so maybe his approach, you know he was so high that the students could 

not understand very well, so it‘s the same topic he taught us, but somebody brought from 

outside and came and spoke and it was clear to us. 

 

[Bill]: So an outside speaker who has experience. 

 

[M]: The same thing also happened in Exegesis. It was in the night [before our exam] I 

think 2008 for our for us to take our exam, we went to one of the students, who knew it 

very well. He now explained the whole thing. Honestly, we went and made our paper. 

(48:00) We had been finding it very difficult for many days and in just a day before the 

exam. 

 

[Bill]: So another student helped explain it. 

 

[M]: He explained it, and we went through and had the best results. We had good 

discussions. 

 

[M]: Sometimes when you develop group discussion periods, they help. 

 

[F]: I also find it very helpful if I develop relationships with my lecturers and if I have to, 

I can seek personal [time]. 

 

[M]: Personal time with the lecturer helps, one-to-one. You get to understand it better. 

And maybe an issue, like in Grammar, that you tackled that you do not understand, if you 

take it, and you are working on it, sometimes (49:00) 

 

9. [Bill]: Have any of you encountered any specific challenges/difficulties in the 

analysis of the grammar of your language? __Could you describe some of these 

challenges/difficulties you have encountered? (50:00) 

 

[F]: That‘s where I‘m at. When you are writing and somebody says a sentence or so and I 

want to write it, somehow because I‘m used to writing things separately, I don‘t put them 

together, then (as I am writing?) premeditated, how the thing potentially should be 

written, then I say, okay, why not lump them together, or somehow they should be like 

this, then when I start to, let‘s say (51:00) break it like that, especially in the pronouns, so 

the pronouns are like, together, in some sort of … So now I wonder, how does this work? 

How does this work like when it‘s being spoken? It‘s not evident. Do I write it together, 

or do I separate? 
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[Bill]: This is some of the really challenging stuff in orthography is word divisions—

you‘re right. (52:00) 

 

[M]: Like in my project, already we have been doing a lot of translations and I think that 

the problem at stake now arrived sometimes there‘s a way the grammar of the language is 

spoken that, sometimes you see that plural form may be attached to the noun and 

sometimes it has to be separated. And there‘s a way we talk in the grammar of the 

language that, maybe if I want to make a plural, maybe with a concord noun, in the 

statement, the name of concord comes in first, then maybe Elijah. So you find out the 

plural on the actor, the name of Elijah, but it‘s in reference to (53:00) you can see this 

kind of, sometimes you find, you wonder, okay, do I match it to the name of Elijah, but 

do what it say and find out, will it stand alone and make a meaning, if you take it 

separately. You know there are these kind of problems, so there are some words that 

doesn‘t have a meaning in the language, as long as it stands alone, and so this kind of 

matching with the noun or separating it is one problem and 

 

[Bill]: That can often be a clitic that goes on to a phrase, so it‘s not on the noun, but it‘s 

on the phrase and so that‘s why it‘s. That‘s like, ―the man in the moon‘s color.‖ It‘s not 

the moon‘s color, it‘s the man, so that kind of stuff is, anyway, that‘s one thing that can 

be, so the plurals after the phrase, rather than after the noun, so is that in a separate word 

or not? (54:00) Clitics are hard. I don‘t know if you talked about clitics. 

 

[M]: And then in addition, we had like a glottal stop, so we find out, how do we represent 

it in the orthography that this, because it is a glottal stop. You know you would have 

wanted to maybe copy from the Hausa, but even Hausa don‘t write the glottal stop, they 

just put like an apostrophe (sound). But in our language, the glottal stop does too much, 

for you to be using just this one. It confused things, so we now agreed. So I say we 

should write /d/, so I say we should write /d oot/. That is the egressive. So there is this 

kind of—up ‘til now, we‘ve not figured out. But for now, we‘re writing it /d oot/. (55:00) 

/d oot/y/a/, but it doesn‘t represent the sound very well. 

 

[Bill]: Glottal stops are hard to. Some languages, if they don‘t have an /h/ in the 

language, sometimes they‘ll use an ‗h‘ for a glottal, but if you have an /h/, it‘s hard. 

 

10. (This question was skipped due to lack of time.) 

 

11. [Bill]: Have you encountered any specific challenges in the development of an 

orthography for your language? Could you describe some of these challenges/difficulties 

you have encountered?  

 

[M]: Some of the challenges, like, you see sometimes you are taught to contrast certain 

alphabets (56:00). When it contrasts, then it means like, so sometimes you get the pairs 

that really contrast and it‘s tedious work, especially where in the alphabets of the 

language, you may find one alphabet that has really no pair. And so it tends to be so 

different from the rest of the alphabets, find it difficult to contrast. And sometimes if you 



 

266 

don‘t get it, then it‘s not part of the alphabets, the sounds of the language. So this kind of 

confusion about it. 

 

[M]: (57:00) Sometimes [the difficulty] can be in the language development sector. I‘ve 

been going to a project area and I‘m trying to develop a relationship, you know, going to 

a community where the people don‘t, I mean, you might not have known them or studied 

much about them, and maybe there is nothing that is written about the people, to be able 

to know which kind of settled people they are. I remember when I went into Mupun area, 

the chief just said one simple thing, and it was, he just said it as if he was just joking. He 

said, ―If you make friends with these people, you will lack nothing.‖ He just said it in 

passing, so, as he was seeing me off. And I made a lot of friends and I discovered that 

every day I have 4 to 5 dishes in the afternoon and evening (58:00) and morning, and 

they expect me to eat all. They just continue to feed you and you become their friends. 

You become their friend, they make you know that, this one, we have no problem with 

him, and they love the way you can easily eat anything that they give you. Toh. But in a 

certain community, anyone who eats whatever he‘s given, to them, they think, (hah, 

which kind of a human being is this one?) and they will begin to run away from him. It‘s 

just a different community from this one. So being able to study the community and 

know exactly. And when you go into a project again, into a language group and you 

discover that they are seeing when you are doing as your own program and not their own 

(59:00). And they expect that whatever service they will render to you, you will have to 

pay for it. (Toh!) And sometimes, if you have those visitors coming in, like our lecturers 

now, when you come and you are white, they think, they have brought a lot of money for 

this man, so we better do whatever he has asked us to it means he has a lot of money. 

That‘s the idea that some may have. I mean in certain projects [two people trying to talk]. 

So, those things are there. And you invite someone, please come and do this for me. If he 

has done the first time and nothing is given, the next time he will just say, Huh! I just 

want to do something here, I‘m coming now, now, now and you‘ll never see him again. 

 

[Bill]: Compensation for things. Ownership. (1:00:00) 

 

[M]: And the issue of ownership. 

 

[Bill]: Stakeholders. 

 

[M]: Yeah, the stakeholders. 

 

[Bill]: As you know, there are many Bible translations that aren‘t used by people the 

people don‘t feel like it‘s theirs. And we want to avoid that. 

 

[F]: Dialects problem. In my language area, a survey has been conducted and they‘ve not 

been able to lay a finger on solving all these specific dialects, and we need to give them a 

reason if we choose any one, that is with facts. So that challenge is there, and people tend 

to want their own. So far, the surveyor has not said that this one is more central than the 
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other. (1:01:00) But two have come out very clearly to be more intelligible than the rest, 

so the contention now is between these two. How do we solve that? That‘s the … 

 

[Bill]: Do they vary more by pronunciation or by vocabulary or how or both? The 

dialects? 

 

[F]: Well, well, well, vocabulary. 

 

[Bill]: Vocabulary makes a big challenge when you‘re trying to do Bible translation. 

 

12. (This question was skipped due to lack of time.) 

 

13. (This question was skipped due to lack of time.) 

 

[Bill]: Thank you very much for your time and for your willingness to contribute to my 

research. 
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TCCN First Year BA Student Focus Group Transcription 

 

Date:   22 April 2008  Time: 8:00 am 

Location:   TCNN, Bukuru, Nigeria  

Interviewer:  William Gardner 

Interviewees: School? TCNN   Degree Program? B.A. in Translation Studies 

 

[Bill]: I appreciate your meeting with me today. I want to find out from you about your 

experiences in being trained as a student in a translation degree program. 

So, I‘d like to begin by asking each of you which country you are from and which 

language group(s) you have been working with (and/or hope to work with). 

 

1.  (All of the students were Nigerian and male.) 

 

2.  [Bill]: You took (are taking) various courses you as part of the Translator Degree 

Program. Which courses were (are) your favorite, and why?  

 

[S]: Last semester I took a good course on biblical studies and linguistics as well and all 

these courses are very useful, because they lay a foundation for Bible translation and 

there are courses such as African Traditional Religion, OT Intro., Language Use and 

translation and we also have Hermeneutics and Exegesis and History and Religion of 

Israel. 

 

[B]: That‘s my wife‘s favorite [2:00] course. We call it Biblical cultures, but it covers a 

lot of the same things. History and [?]. So far, what have been your favorite courses? And 

why? 

 

[S1]: Well, almost all of them are very interesting, because there was a lot of exposure, 

especially History and Religion of Israel. We went into how the Jewish people went 

through their journey and the experience, the things they encountered that led to the 

development of the Torah. It‘s great. Before now, we‘ve read [3:00] them as just stories, 

but with the exposition, we‘ve been able to have an insight into some of those practical 

things, why some of them were rebellious, because of hardship. So it‘s been very, very 

interesting. 

 

[S2]: And more importantly for us translators, we [were put through?] some of the 

Israelite culture. Cultures that will help us understand why the Bible was written that 

way, and why we should translate it that way, and how we should handle those kinds of 

passages in terms of translation. 

 

[S3]: Also how to compare their culture or cultures, [4:00] to see what are the similarities 

and things that we have to take note of in our cultures by translating. 

 

[S4]: (?) is in the aspect of (? and registers ?) It prepared us for the aspect (? as a 

translator). It prepared us on how to translate (?) prophecy and historical passages. 
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[B]: Do some of your languages already have the N.T.? How many already have the NT 

here? 5. So you‘re especially interested in probably OT translation. And the rest of you 

need both. 

 

[S]: They‘re suggesting a review of it now [5:00] 

 

[S1]: In terms of what we are doing this semester, I have an interest in key biblical terms. 

The key biblical terms makes me to actually know that there are some variations in the 

actual meanings of the words that differ even from my own language. 

 

[S2]: In connection to that, (6:00) the African Traditional Religion has given me 

personally an insight, because tracing back through history, we discover that when the 

white people came, they completely blackmailed or labeled the Africans as they worship 

idols completely, and several textbooks and several universities are using it globally, 

labeling Africans as the idol worshipers, but the ATR has actually opened our eyes to 

understand that our people in the older times, they so respect God that they couldn‘t 

approach him directly, in their (old?) way of understanding, but they decided to come 

through an intermediary, in order to reach God. 

 

[B]: What‘s interesting (7:00) is that‘s what Catholics do, too, is through the saints, 

through Mary. They don‘t want to approach. They have this high view of God, that they 

don‘t want to approach directly. I‘m not critiquing, I‘m just saying part of it is gong to 

God via intermediaries, in their thinking, whereas Protestants believe there‘s only one 

intermediary through Jesus Christ, but you see the similarities and differences. 

 

3. [Bill]: Did you find (have you found) any particular TDP courses to be especially 

helpful, particularly in regards to any language work (whether in the past, present or 

future)? _____ Which course(s) did you find to be especially helpful, and why? 

 

[S] Yes, like in language use and Bible translation. It really prepared our minds on what 

translation is and the type of translation and why it is that a good translation should have, 

which will make the translation useful and meaningful to the readers. And it also 

introduced us to translation terminologies, which were very new to us. (?) Some of us 

have been in the system, but we don‘t know what they are, we just work without the, I 

mean, knowing the right words to use. So by the time we took the course, it really 

introduced me (9:00) as a person to those terms and has helped me to understand the 

writing. But if that had been known to me earlier, before, it could have saved some of the 

time I spent in translation. 

 

[S2]: Language, (?) and Literacy also in terms of linguistics have to actually make us to 

come out with an accepted orthography. This will make the work easier and the readers 

find it easy to read as well. So orthography development is one of the challenging areas 

as well, because (10:00) like in my language project, there are so many dialects. But 

before now, we were battling which language or dialect to be used as (key?) language or 
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dialects, so I think just recently, the translation committee has been able to find that out. 

So I look at orthography development as one of the major aspects of linguistics and 

languages. 

 

[Bill]: As you said, that probably helped you see there‘s orthography, there‘s linguistics, 

there‘s translation, there‘s a lot of key aspects. 

 

[S3]: Also this new unit we‘ve been studying (11:00) lexical and this semantic concept 

also has been, to me, is new, because there were a lot of words that I used to know, but 

their terms and applications. I believe as translators, if you don‘t understand this aspect, 

we will not bring out the translation the way it should be, because relationship between 

words and society is really vital. And then the NT Intro. (All along?) we read Bibles just 

like that, but here we‘ve been so specifically instructed, on each book, historical 

developments, when, where, what. Those are really vital information.    (12:00) 

 

[S4]: Another subject is Hebrew. This semester we are introducing to Hebrew course 

which was the language that the Scriptures were written into. As translators, we are 

introducing to the subject, in order to help us in terms of when we are translating the OT 

and having the knowledge of the Hebrew will help us to understand and translate the OT 

perfectly. 

 

[Bill]: Perfectly! Oh, wow! This must be a very good program here. 

 

[S5]: With that, we are made to understand that there‘s no perfect translation. (13:00) But 

that we should focus on translating the meaning, (rather than?) the concepts. 

 

[Bill]: That came across in which course in particular? 

 

[S5]: That was in Bible translation. Last semester that was in B.T. 

 

[Bill]: Was that Steve? 

 

[S5]: Yes. 

 

4. [Bill]: Were there any particular TDP courses you took which you found to be 

especially challenging or difficult? _____ Which course(s) did you find to be especially 

challenging, and why? 

 

[S] Semantics. [Bill]: (14:00) Semantics? Why Semantics? 

 

[S1]: (?) and terms. 

 

[Bill]: Terminology. You mentioned new terminology. 
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[S1]: I think personally, what makes Semantics more difficult for me is because of the 

background I have in the English language. The background was not that very good. We 

just grew up and learned language without knowing the root explanations. We just speak 

without think of which word is this and …  So now coming to see them in linguistics is 

just like (15:00) trying to bend an old dry stick. It becomes difficult, so that contributes in 

making the course very difficult. 

 

[S2]: The other aspect of Semantics is the fact that most books written on Semantics, they 

don‘t carry African culture. Most illustrations and examples, they are more foreign to us, 

so later (lately?) some of these terms to things that are commonly found around here is 

very difficult. 

 

[Bill]: So someday, some of you when you get your masters and doctorates, (16:00) I 

want to read some good books on Semantics. 

 

[S3]: Hebrew is challenging. Because (one has to overcome?) a lot of vocabularies and 

endings. And it is not an easy language, just like one is being produced to develop 

another language. 

 

[Bill]: It‘s easy to read, right? 

 

[S4]: Have you taught Hebrew before? (17:00) 

 

[B]: Yes. I used John Dobson. Some of you, have you seen Learn NT Greek? He wrote a 

book called, Learn Biblical Hebrew, too, so that‘s what I used for Hebrew. But it‘s 

challenging, just the funny symbols and there‘s a little jot and tittle and it‘s a different 

letter. 

 

[S5]: So do you speak Hebrew? 

 

[Bill]: No. I can pronounce it, but I can‘t speak it. That‘s one thing with Greek and also 

with biblical Hebrew. There‘s a cassette or actually with the new edition, there‘s a CD 

that comes with it, where the author reads. If you do those courses, really listen to them. 

Because that helps a lot. One of the problems with Greek and Hebrew is we treat it as if 

it‘s just written, but we need to remember it was spoken, so maybe that will help some. If 

you can hear Hebrew, (18:00) I think it will help, because then you will go, ―Oh, this is a 

real language.‖ 

 

5. [Bill]: Were there any particular courses you took which you have found to NOT 

be very useful, particularly in regard to language work? _____ 

Which course(s) have you found to NOT be very useful, and why? 

 

[S1]: As far as I can see, there‘s no single course we‘ve taken that‘s not relevant to 

translation work. 
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[S2]: Are you sure? 

 

[S1]: Yes, I‘m sure. (19:00) 

 

[S2]: I don‘t think so, because I … this semester, if you look at the course which we 

discussed together to see (?) like Nigerian society and culture 

 

[S3]: It‘s been very boring 

 

[Bill]: Which one? 

 

[S2]: Nigerian Society and Culture. It‘s not even talking about our … well, we discussed 

some things about our personal (?) about our cultures, but it was not directly relevant to 

translation. 

 

[S1]: And I want to tell you that it‘s relevant, because by the time you know the kind of 

setting (?) we have, when you come to classify dialects or languages, you know which 

group a language is. It just depends on how, on who, and who‘s the subject, but you 

know Nigerian society, you know your environment very well so anywhere you‘re sent to 

go and develop a language, you get a background from where these people begin and the 

(level?) at which they are (20:00). That will give you the (populace?) on which dialect 

will you be (?) and even the (culture?) of the people. 

 

[S2]: Well, I believe when you put it that way, perhaps because of the way the subject has 

been handled, because actually, even as it is now, we don‘t have the depth (?) 

 

[Bill]: Okay, good, this is really good, we‘re gonna talk about this in just a little bit, I 

want to talk about what methods are more effective for training, and which ones are less 

effective, so this is very. As you said, the content, subject may be very important, but if 

it‘s presented … 

 

[S3]: (NB: I REALLY didn‘t understand what this guy had to say). It‘s as if … it‘s not 

applied (discourse?) something that applies to what we are doing (when taking … 

courses?) you should apply it (having the set mind, while?) you are in this class (you are 

not to be?) (21:00) (?) you are now to be focused (? Translators you have the intelligence 

there?) you are mixed up in this. 

 

6. (This question was skipped due to lack of time.) 

 

7. [Bill]: There are many different methods for teaching and training, including: 

lectures, workshops, group discussions, audiovisual presentations, question-answer, 

modular, intensive, role-playing, internships, etc. In your TDP courses, did you find 

certain methods of training to be more effective for helping you and other students to 

learn? ______ Which methods were more helpful, and why? 
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[S1]: (22:00) The ones that I‘ve seen more effective is where the lecturer has given 

assignments to develop and (?) and you do more practical things. (?) it helps learning. 

 

[S2]: Well, personally, the one that is more effective is the one that goes along with the 

practicum, after (you‘ve been introduced to theory, theoretical?) they give you, you do 

the practical (?) of the class you‘ve been (23:00) (in your later/lecture times?) 

 

[S3]: As he has mentioned, (reading has a way?) of making the lesson or lectures more 

effective, because the reading or readings are giving (? To them) and you find out what 

you were doing in the class was (just?) And you go into the reading and you actually 

discover more than what the lecturer was giving you in the classroom. 

 

[Bill]: So the lecture was skeletal, so when you go to the reading, you bring some meat 

on the skeleton. 

 

[S4] Personally, sometimes even the reading again is too much. (The time is very, very, 

full?) You just need to, (just like?) a preacher was said to be (too full of righteousness?) 

because my time, you are running (24:00) six courses in a semester and each of them 

gives you a voluminous reading and (?) all the demands, all of them will be demanding 

within the week, so you end up not faithfully doing the reading, or some of those things. 

(Doing all the reading?) is important, but when there is too many, again … it becomes a 

problem. 

 

[Bill]: So reading, but not too much. [laughter] 

 

[S5]: But to me, this time around, the rushing is too much. It‘s like the lecturers are 

getting impatient, because almost every one of them wants you to do this work, and 

especially (?) and these kind of things, (25:00) it takes your mind from other things, 

because the assignments, and (amount of?) work and the rush. I expected that we should 

take these things step-by-step, it‘s a new language we are introduced to, but the rushing is 

making us not to even assimilate some of these things well. Just wanting to cram a word, 

and learn how to write it, but understanding the application of that word is very relevant. 

Like now, my head is empty of any word, I can‘t remember any Hebrew word now (when 

I see it?) because Friday is the exam. Because of the rush, we‘re trying to catch so many 

things. 

 

[Bill]: The practicum students said, ―Ah, Hebrew! That is a jealous class.‖ 

 

[S5]: Yeah. (26:00) I have not heard anything apart from that, yet …  

 

[S6]: Just to address the point he‘s trying to say, I think when there is that competitive 

spirit among the lecturers, that every lecturer wants his course to be the best, so that 

stimulates the pushing, the (fastness?), do this, do that, irrespective of the other things we 

do (face?). So I think that stimulates that into rushing, and at the end of the day, you will 

discover that the majority of the students are half-baked in their knowledge. 
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[S7]: (27:00) Yes, I think the teaching method (has not been applied much?) than the 

lecturing method, because you can just be in the class and the lecturer will come and just 

start reading his handout, without at least giving you a picture of what he is actually 

majoring on. But the teaching method will take you to the background step-by-step 

gradually to where he will want you to reach. So I think I appreciate the teaching lecture 

method, rather than just lecturing and …  

 

[Bill]: Good. Flesh that out, the difference between teaching and lecturing. I really want 

to hear what you feel about that. 

 

[S7]: Teaching is deeper (28:00), it goes deeper, to dig out the evidence or the ingredients 

that you are expected to know, the information you are expected to have and 

explanations. But 

 

[S8]: Sometimes when a teacher teaches, he asks questions, and evaluates, sometimes 

some students doze off, but (?) he assigns some people to read (somebody read that place 

for us) or if you‘re asked a question and at least people will not (?) doze off. But (if 

teacher?) understands (his lectures?) from his book, the students doze off. 

 

[Bill]: None of you, though, none of you doze off. 

 

[S9]: Also I want to point out (29:00) the teacher who is teaching expects participation 

from the students (?) and then he asks the students to contribute their own ideas before he 

now enlightens. But when you lecture, you just (pour out?) your own ideas (?) students 

know already and just kind of give them what you have (?) accept it from what you 

know. And it doesn‘t give you new knowledge.  

 

[Bill]: Someone who‘s lecturing doesn‘t know what the students already know, doesn‘t 

take advantage. 

 

[S10]: Besides teaching methodology, it‘s so organized, it‘s more organized than 

lecturing, in the sense that every lesson has an end, a target at a particular time (30:00), 

you have an introduction, the body, the conclusion, which enables the student to achieve 

a particular thing at a time. 

 

[S11]: Less effective, I don‘t know how you look at it, but a teacher who doesn‘t know 

the subject itself is (making him?) to teach these subjects. It becomes less effective. 

 

[S12]: Some, they know the subject, but they (don‘t have the teaching method?) ability. 

Teaching is a problem, how they express themselves (31:00). 

 

[Bill]: So some might not have the knowledge, but some might have the knowledge, but 

have trouble expressing it, is that what you‘re saying? 
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[S13]: That is the problem with Nigerians. 

 

[S14]: I think another issue is the issue of when you are having the subjects where you 

have less materials, like Semantics. We are actually affected, because it‘s not generally 

found, like other textbooks, and even if it‘s found the money is high. 

 

[Bill]: I saw Sayid in the bookstore downtown, and it was not cheap, it was 4000 or 

something. 

 

[S14]: So some of us have found that.    (32:00) 

 

(Questions 8-10 were skipped due to lack of time.) 

  

11. [Bill]: Have you encountered any specific challenges in the development of an 

orthography for your language? Could you describe some of these challenges/difficulties 

you have encountered?  

 

[S1]: Yes, sir. They said that we would just use the other cassettes somewhere, would use 

them (?) details of the language, but we don‘t know some of the principles. 

 

[Bill]: So somebody worked with you to analyze it, but you weren‘t really, and now 

you‘re learning how to analyze. What I‘m wondering is if there were any particular 

orthography challenges in your languages. Any of you have trouble with your 

orthographies? Any things that are challenging about them? (33:00) 

 

[S2]: I did an orthography of my language, then compared with one that was in existence, 

and discovered some lapses in the (former/format?) (? is a ?) 

 

[Bill]: What were some of those challenges? 

 

[S2]: Yes, we just have discovered that language is dynamic and that there are changes in 

language. When I (?) a lot of it was transferred to indigenous translator he confirmed that 

it might be because of the involvement of language, the changing, and that‘s why this 

(translation?) doesn‘t have, some of the lecturers was having some problems with it, that 

it lost some of those letters. 

 

[Bill]: What were, if you remember, do you remember what some of those problems 

were? 

 

[S2]: There was no, in this old orthography, there was (?) and (?) and (34:00) distinct, the 

way he was, but in our present, we don‘t have that, it was only one, it was discovered that 

we have. It was (?), the (?) was the (?) we discovered that the tone had changed. 

 

[Bill]: Those are a big challenge for orthography. So you know what most people do? 

They end up not writing it. And then you don‘t know if it‘s a question or a statement or a 
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relative clause or (?) Any other challenges with your orthographies that you? Maybe you 

haven‘t worked on it, but you tried to use your orthography. 

 

[S3]: Like in our own case, we‘ve not personally … we‘re starting the course (freshly?) 

and in our church, there are some members (35:00) who are translators (?translators) and 

are not well-trained, but so they are struggling with it and that is a major problem with 

the department presently, the orthography, that is what is giving them a tough time, so 

we‘ve not yet gone to see how far they‘re done with it. 

 

[S4]: One of the (first?) things I‘ve also discovered in orthographies, that was the first 

time I was able to read my language, after going to the orthography, and the (right ? 

myself), was able to pick my scriptures in the NT and read it. And that‘s a problem I 

discovered, if you want, right now in my tribe, well-educated people cannot read the 

language, so what needs to be (36:00) done is to teach them orthography, to educate 

people to the orthography (and ?) language. 

 

[Bill]: Hopefully, things you learn here, etc. will … Good! Any problems? 

 

[S5]: As I‘ve said (37:00) I was involved in the grammar in the (?) language. (? described 

me?) fresh work in the language and I discovered, as I said, the problem in my language 

is the (?) markings, the markings used, which I feel that (somewhere we?) should review 

it and change those markings and negations. (For the?) negations, they were using some 

markings (?) to show negation (?) pronounce, you can pronounce things without those 

(strokes?) We should appreciate, I said to (?) I appreciated someone (?). I‘m believing 

God that while we‘re working on the OT, we‘ll take note of those things, and review 

them in the NT, too. 

 

[Bill]: In fact, many of you, if you have an NT (38:00) and you‘ve been working in the 

OT, when you‘re done with the OT or part of the OT, you‘ll probably want to go back 

and revise the NT, because you‘ll have learned so much about your language and about 

how to better, so that‘s not unusual. 

 

12. How well do you feel that your TDP training adequately equipped you for these 

challenges?  

 

[S1]: Yes, very definitely. 

 

[Bill]: How so, do you think? 

 

[S1]: This is (?) with how we‘re coming up with our dictionary (39:00). I know by next 

semester, I‘ll be taking a course ―Word Resource,‖ something like that, and for those who 

do not have a dictionary, and for those of us who (need/learn?) to review our dictionary, 

with a knowledge of these Semantics, and maybe other courses, will be able to define the 

words very well in our languages. Like, personally, we had some like (?), for instance, 

when we defined in our dictionary, so we either attached the (use/meaning?) of medicine 
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(?). But with the knowledge of Semantics now, one would be able to define it more better 

than it has been defined. We are also involved in writing, trying to develop English 

language and simple argument in the language, so with what we are being taught here, it 

helps us to, more especially (40:00) Phonology and Phonetics, we‘re trying to write them 

in such a way, with quality English and also it will help you to read it in (Shingli?) in my 

language. So with Phonology and Phonetics, it will help us to write both phonetically and 

how we can easily write it in terms of (?) 

 

13. [Bill]: Is there any training which your TDP lecturers could have received which 

would have improved their ability to train you in for Bible translation? What kind of 

training (in content and/or method, e.g. formal/informal/nonformal, modular, intensive, 

etc.) would you recommend that future trainers receive, in order to train African students 

more effectively in Bible translation? (41:00) 

 

[S1]: Well, it‘s a difficult question, actually, because we‘ve not interacted with the ones 

we have now, we‘ve not interacted so much with them for us to know their limitation. 

But, I will see it in a way that (42:00) to train people effectively is to be able to 

understand their background. So that, you bring examples that are common, so that we 

will be able to understand you well. Like some of us, we are from villages, so some of the 

English pronunciation is very difficult and you cannot, (Daniel‘s?) were talking about the 

tones. If you don‘t hear something well, you will not be able to know whether he‘s 

talking about b or c. So some of the pronunciation is actually very difficult for us, like, is 

it language use? It took us time to hear [B]: the American accent. [S1]: Yeah. Took us 

time to hear what word is this. So, those are some of the things. Because not all of us 

have (43:00) English background, so I think that will make the training effective, if those 

things are taken into account. 

 

[S2]: I also want to add, we trust in God that when our department is fully functional, all 

the courses that will be taken will be applied, with the view that we are going to be 

translators. It will be directly applied. (?) Language and Society, OT background, OT 

whatever, should apply, should give us why are we taking this? (?) like he was, what do I 

do, we take a course and we want to link it to translation. We want to see how this will 

help me. (?) he will tell us (?) about Nigerian society (44:00) it is his own personal 

development. This is what I think this will help me, but (a lecturer won‘t tell you?) that a 

(lecturer?) was teaching a class of combined translators-to-be, theologians, and (?) and 

whatever. 

 

[S3]: Since we have a target in Bible Translation here, they teach us, lecturers, to be 

people who are really called to the work, who really want to see the Word of God 

translated into many languages and not only people who just want to come because it‘s a 

place where he or she needed to be at (?) (45:00). And the people personally should be 

well-trained in the subject matter. 

 

[Bill]: Plug for practicum (46:00) (47:00) Anything else about the program? 
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[S1]: On that issue, I just (?) lecturers, especially some that have been (?) to the cultures, 

where you‘re talking from experience, (48:00) you have been in the (various?) cultures 

and you‘ve worked in some languages (?) and that gives them to talk with authority, like 

most of our fourth year lecturers, they‘ve gone to the field, they‘ve worked in languages 

and that is very, very important, because I‘m talking with an experience that allows a 

question that explains from what they‘ve done and give examples from what they‘ve 

done. Like Dr. (?) from Ghana, a missionary to so many languages, Dr. (?) he was (?) 

with some Nigerian languages, worked for a long time. So that experience is very, very 

important. Those who want to teach translation should be actively involved in language 

(work?) (49:00) and they will give them (?) They should go through practical experience 

of (meeting?) the culture. 

 

[Bill]: I keep hearing this word ―practical‖. That seems important. Practical classes, 

practical experience. 

 

[S2]: Yes, well, maybe since you are making research with the list of the courses we‘ve 

taken last semester, we‘ve omitted Study Methodology, which is very important for 

beginners, because some of us, we came, we don‘t know how to footnote, we don‘t know 

how to quote, how to make reference. And as a translator, that is very important, since 

you‘ll be handling materials (50:00) developed by other people, so the course also helps 

us and trains us in making references. It would save us from plagiarism. 

 

[Bill]: Plug for English for Academic Purposes (51:00) (52:00). How to read. 

 

[S3]: Some of my colleagues have already mentioned, but we used to have difficulties in 

terms of the textbooks we were supposed to read, as they said earlier. We have them very 

few and our number were somehow many. Because of the facilities we have around, we 

can (now/not?) use the library effectively. If all this is available in large quantity, we may 

borrow and take them home to at least use for 2 or 3 days (53:00) The necessary ones that 

are in the library that we are using that we‘re supposed to use and that will be effective 

for us presently are very few. (?) So that‘s another problem that we have. 

 

[Bill]: Explanation of why the books are few—the class has grown. Encouragement to get 

copies of important books. (54:00) 

 

[S4]: I want to appreciate on behalf of the class for coming. It‘s a blessing—we have also 

learned from you. Some of these questions raised have addressed our brain on the work 

and have also gotten some challenges. 

 

[Bill]: Assurance that lecturers want to learn how to teach effectively. Give appropriate 

feedback. (55:00) 

 

[S5]: Permit me to ask this question. It will help me personally. During the course of our 

interaction, did you notice any difference, as beginners here, and the ones you have over 
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there? Are there courses that we do here and you don‘t do there or are there courses you 

do there and we don‘t do them here. 

 

[Bill]: I didn‘t notice this so much with the beginners. I did notice it especially with the 

(56:00) second and third year students, that the practicum really helped a lot. Order and 

practicum is the most different. (57:00) 

 

[S5]: So did you see your translation graduates of your program able to do what they 

were trained for? 

 

[Bill]: The ones in the MA program are trained to be more independent. The ones in the 

BA program, some of them have been very effective in translation and some haven‘t, so 

we‘re trying to look at why that is. 

 

[S6]: How long has that course over there been going? 

 

[Bill]: 19 years. At PAC and NEGST, the programs were started 19 years ago. So you‘ve 

got the benefit of what they‘ve done. (58:00) 

 

[Bill]: Thank you very much for your time and for your willingness to contribute to my 

research. 
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APPENDIX G 

 

TRAINING PROGRAMS 

Discover Program 

(Kroeger 2009) 

 

Ten lecture topics: 

 

1. Introduction   Bantu languages in Mozambique, national  

     alphabets, agreement and prefixes  

2. Nouns    Noun structure, noun classes 

3. Verbs I     Verb formula, subject, tense, object marking 

4. Verbs II    Simple extension, complex extension 

5. Inflecting words I  Parts of speech, adjective and qualifier  

6. Inflecting words II  Demonstrative, numeral 

7. Inflecting words III  Possessive, associative particle 

8. Non-inflecting words  Conjunction, adverb 

9. A sample text   Parts of speech analyzed 

10. Orthography and national languages Rules for writing, review 

All lectures follow the same outline, captured in the acronym IDEAL: 

 

1. Introduce (Introdução) – explains why the new concept is relevant, where 

its place in the overall scheme of things is and how it relates to Bantu. 

2. Define (Definição) – provides a practical definition of the concept with 

examples from the national language and a vernacular one, highlights 

similarities between the two and contrasts the thematic concept with other 

concepts. 

3. Explore (Exploração) – offers opportunity for the class to contribute 

analogous examples from own languages. 

4. Apply (Aplicação) – gives each student group to probe into their own 

language, aided by the exercise book. 

5. Lesson learned (Lição apreendida)– creates space for all participants to 

share from what they learned. 
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Outline of Global Phonology 

(Gilley 1990) 

A. Phonemics Lecture Notes 

 

1-5 Phonetics Workcharts for contoids and vocoids 

6-13 Syllable Patterns, Discovery procedures (1-2 Stress and Its Predictability) 

14-28 Ambivalent segments: criteria, stages (4) and steps (16) for interpreting 

29-32 Phonetic Similarity: voicing, place of articulation, manner, modifications, 

 (2 pages: Pike‘s Phonemics Chart 4: PSSs (American and IPA versions) 

33-39 CIE and CAE: multiple analogous environments, contrasts in different positions 

40-44 CD: Define allophones, charting, statements, steps for analyzing variation 

45-47 FV 

47-48 Summary for Contrast and Variation (1-4 Worksheet) 

49-55 Systems Found in Languages (various examples) 

60-66 Orthography (linguistic and other factors) (repeated separately as pp. 1-6) 

B. Generative Phonology Lecture Notes 

 

67-70 Introductions to Generative Phonology and to Distinctive Features 

71-85 Major Manner Features and Natural Classes (Distinctive Features exercises) 

87-92 Natural Classes and Redundancy Rules, and exercise 

92-5 Writing Rules 

96-104 Underlying Forms and Assimilation 

105-15 Deletion and Insertion Rules 

116-7 Symbols use in rule writing 

118-9 Further types of rules: Metathesis 

120-1 Systematic setting out of derivations 

122-3 Ordering of Rules 

124 Markedness 

125 Synchronic and Diachronic Analysis 

C. Tone and Suprasegmentals 

 

126-36 Pitch and Tone Analysis 

137-41 Tone Analysis Procedure (1-2 Exercises in Tone Analysis, with Answers) 

142-7 Stress or Intensity Prominence 

148-50 Length or Quantity Prominence, 151-4 Intonation 
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Excerpts from Contents of Bantu Orthography Manual 

(L. Schroeder 2008) 

Part 1: Bantu Orthography Manual 

Chapter 2: Representing Linguistic Features 

Vowels 

Vowel systems 

Vowel length 

Predictable shortening of an underlyingly long vowel 

Semivowels 

Vowel elision (also a word break issue) 

Consonants 

Liquids 

Fricatives 

Nasals 

Affricates 

Implosives 

Double articulated stops 

Geminate consonants 

Prenasalization 

Labialization and palatalization 

Velarization 

Morphophonological Processes 

Phonological conditioning at morpheme boundaries 

Vowel coalescence/assimilation 

Principles of Tone Marking in an Orthography 

Verbs 

Nouns 

Functors 

Word Boundary Principles 

Clitics vs. affixes: two different animals 

Augment vowels 

Associative marker (wa, ba, gwa, gya, etc.) 

The conjunction na 

Vowel elision / coalescence in clitics and in verbs 

Appendix C: Vowel Harmony and Bantu Orthography 

Appendix D: Morphological vs. Phonological Rules 
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Part 2: A Participatory Approach to Orthography Development: 

Procedural Guide 

Chapter 1: Overview of Procedures 

Initial Orthography Development: studying phonology and morphophonology 

Discovery of contrastive sounds 

Phonotactics: the combinations and combinatory restrictions of Consonants and 

          Vowels, particularly in root-initial position 

Morphology and Morphophonology 

Approach: Participatory Research 

Chapter 2: Data Collection 

Preparation for Phonological Analysis 

Step 1. Weed out all compound nouns as well as loanwords and phrases 

Chapter 3: Orthography 1 - Phonological Analysis 

Vowels  

Step 1. Discover lexical roots of nouns with C-initial roots 

Step 2. Chart distribution of each vowel within nouns, in which V1 = V2 

Step 3. Study vowel combinations, -CVCV noun roots in which V1≠V2 

Step 4. Discover lexical roots of verbs. Study vowel distribution in verbs 

Step 5. Study vowel length 

Consonants  

Step 1. Look at the CVCV noun roots, sorting by C1 (and V1) 

Step 2. Sort nouns by C2 

Step 3. Look for complementary distribution of consonants 

Steps 4 & 5. Sort consonants in the CVC verb roots, px – CVC- V 

Step 6. Finalize list of consonant phonemes 

Step 7. Study/document V-initial roots of nouns and verbs, and vowel harmony  

Step 8. Identify all noun class prefixes (and variants) 

Tone 

Step 1. Study tone on verbs, Step 2. Study tone on nouns 

Chapter 4: Orthography 2 - Morphophonology 
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