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ABSTRACT The study attempted to investigate and examine the impacts of mother tongue interference and some affective factors in learning Amharic as a second language in six selected primary schools of Wukro Wereda in Tigray region. 
To achieve this objective, the method employed is both qualitative and quantitative using descriptive survey technique because descriptive survey technique helps to reveal the existing situation and allows gathering the necessary information with out conducting experiments. To investigate and examine the problem, six second cycle grade eight primary schools were randomly chosen from the 38 primary schools of Wukro Wereda. Out of a total of 1020 grade eight students in the six schools, 138 (13.52%) students were selected in the study. Moreover, 12 (85.7%) teachers and 12 parents of students selected as subjects for this study using simple random sampling. To gather the data properly, five data collection instruments: questionnaire, interview, observation, essay writing and recording were used. 

The results of the study show that students are hindered by their mother tongue not to speak and write correct Amharic at all levels: i. e. at phonological, morphological syntactic and lexical levels. In addition, students' proficiency was also affected by their attitude; their teacher's attitude and their parents ' attitudes towards the second language and by the lack of encouragement from their teachers and parents. 
Most of the responses from the sample students, teachers and parents indicate that they have unfavorable attitudes towards Amharic. Regarding the motivational orientation, students, teachers and parents in the sample area are both instrumentally and integra/ively motivated even though the instrumental motivation is higher than the integrative. Despite this fact, however, the students' proficiency is low and this indicates that these motivational orientations do not playa role in enhancing students' proficiency. The students' mother tongue interference, the attitudes and motivations from teachers and parents playa negative role in the students' proficiency of Amharic. 

In order to overcome the negative allitudes developed among the students, teachers and parents; the government, specially the Ministry of Education, the Regional Education Bureau, and the schools in collaboration with other non-governmental organizations should design work shops, packages of training and other related motivational schemes to develop awareness of the use of learning the second language for both the students, teachers and parents and change their allitude to enhance the motivations of the students and make the teaching-learning of Amharic as a second language effective. 
In light of the findings, it is also suggested that priority should be given to the understanding of the differences between the two languages and design language practices for the students by trying to foster the attitudes of the students and to · motivate and encourage them to learn the language. Towards this end, improving the curriculum, designing supportive materials, motivating and encouraging the students were worth the efforts by the curriculum developers, teachers and parents re;pectively. 
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CHAPTER ONE 

INTRODUCTION 

1.1 Background of the Problem 

Language is a basic tool of human being to interact with each other. As a tool of 
communication, people use it to express their needs, ideas, thoughts, and feelings. It can 
not be separated from the culture or the society in which it belongs because it is an 
important part of culture. Furthermore, the use of language is influenced by different 
factors. 

Research in to second language learning has considerably enriched the understanding of 
the processes that take place and the factors that influence them. However, there are 
immense gaps in our knowledge. Perhaps the most important fact that is highlighted by 
second language research is that progress does not only occurs when people make 
conscious efforts to learn but also occurs as a result of spontaneous, sub conscious 
mechanisms which are involved in communication with the second language. 

It is obvious for everyone that research in second language acquisition and learning is an 
interdisciplinary subject. The study of second language learning can be linguistic, 
sociolinguistic, psycho linguistic, sociological, psychological, educational a~d the like. It 
illustrates on a wide number of perspectives about the phenomenon of second language 
acquisition and learning. The problem of knowing what language learning is one of the 
central issues in applied linguistics at present. 

The changes we have recently seen in the foreign language classroom, as well as in the 
teaching of language and literature in the twenty-first century, stem from break though Is 
in such general disciplines as linguistics, psychology, anthropology, sc ience to name only 
a few. These findings have led to the 'evolution of new paradigms within the general 
disciplines, such as sociolinguistics, psycholinguistics, neurology, discourse analysis, 
pragmatics, anthropological linguistics and cognitive psychology (Swaffar, Arens, and 
Byrnes, 1991 ). 
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Amharic and Tigrinya languages are of the same origin, both are the descendants of the 

Ethio-semetic language family. Amharic is the most commonly learnt, and spoken 

language and has numerous social functions in the life of the country. As a consequence, 

Tigrinya native speaker students, like the students from other Ethiopian speech 

communities in their learning of Amharic as a second language, confront, problems 

resulting from their mother tongue interfe~ence, lack of motivation, attitude towards the 

language, social factors and exposure to speak the language. These days, due to different 

factors, knowledge of Amharic language is very crucial for most Ethiopian students in 

general and for Tigrinya native speakers in particular. It is quite true that Amharic is now 

widely used as second language and official language of the country. That is why it 

serves as a means of communication between speakers of different languages in a wide 

range of contexts such as academic, research, tourism and literature. 

As far as the knowledge of the researcher is concerned, when children and adults learn a 

second language the interference of their mother tongue influences their ma'stering of the 

language. This is because the fact that, the second language learners have no enough 

information and awareness on how to use the second language on the one hand and the 

effects of mother tongue interference in second language learning on the other hand. So 

that is why the researcher focuses on the notion of first language interference in second 

language learning and the psychological factors that contribute negatively in learning the 

second language language. 

The factors related to the mother tongue interference, the learner's emotional state 

(motivation and attitude) towards the second language and societal attitude are the factors 

that hinder students in their learning the second language. Though in Tigray in general 

and in Wukro Wereda in particular, Amharic is taught beginning fron1 grade three 

(mostly' at the age of ten), still learners at grade eight encounter difficulties in dealing 

with Amharic in the classroom interaction and outside the classroom. The researcher, 

therefore, wanted to conduct a research on how mother tongue interference and other 

affective factors (i.e motivation and attitude) affect the learning of Amharic as a second 

language particularly, in Wukro Wereda primary schools; because the researcher thinks 
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that a research conducted in this area plays an important role in so lving the problems of 
students in their learning the second language (Amharic). 

1.2 Statement of the Problem 

An examination of any single situation in which second language is studied reveals many 
different interacting factors. Each of these' factors can represent a separate area of study 
in itself. One can study the effects of the first language on second language. learning, the 
role of personality variables of different kinds of learners, the role of the social 
environment, and the role of emotional factors (motivation and attitude), the physiology 
and biology of human language learning, and the part they play in second language 
learning. Studies conducted on factors affecting second language learning so far suggest 
that many of the factors, such as age, attitude, motivation and social aspects are not well 
studied. Moreover, when second or foreign language is learned, students are affected 
more by their mother language interference. So, considering this gap in the study of 
second language acquisition, this research study focuses on studying the impact of 
mother tongue interference and some affective factors that hamper second language 
learning in the course of time. The rationale behind to conduct this study is that it is 
highly observable that second language learners in general and Tigrinya mitive speakers 
in particular are influenced their fluency of the second language by their mother tongue 
language and some other affective factors. So to fill this gap conducting research 
concerning mother tongue interference and affective factors is very necessary. 

More specifically, the study endeavored to answer the following research questions. 

l' Is the students, teachers and parents' attitude towards Amharic affect the students' 
proficiency of Amharic? 

l' Is the parents and teachers motivation and encouragement have a direct relationship 
with the students' interest and achievement in the second language learning? 

l' What type of motivation do the students, teachers and parents have? 

l' What role does play the type of motivation in the students' Amharic proficiency 
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~ Are the similarities and difference between Amharic and Tigrinya playa decisive role 
in learning the second language? 

~ What are the areas of difficulty caused by the students' mother tongue interference in 
learning Amharic as a second language? 

~ In what area is the students' mother tongue interference highly (frequently) 
observable in their learning Amharic? Phonology, morphology, lexis or syntax? 

~ What should be done to solve or minimize the second language learning problems 
of Tigrinya speakers? 

1.3 Objective of the Study 

1.3.1 General Objective 
The general objective of this research is to identify and examine the impact of mother 
tongue interference and some affective factors in learning Amharic as a second language 
in Tigray region, and to discover the possible patterns and relationships among such 
factors. 

1.3.2 Specific Objectives 

This research has the following specific objectives. 

• To exanline the relationship between the attitude of students, teachers and parents 
and its effect on the second language proficiency of the students. 

• To analyze the effect of teachers and parents motivation and encouragement for 
students in learning Amharic as a second language. 

• To see the students type of motivation and its contribution to the students second 
language proficiency. 
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• To evaluate whether similarity or difference between the two languages affect the 
students ' second language proficiency more. 

• To investigate and analyze areas of difficulty in terms of phonology, morphology, 
lexis, and syntax for Tigrinya speaker students because of their mother tongue 
interference in learning Amharic. 

• To identify the most frequent forms of interference of the mother tongue Tigrinya 
in the learning of Amharic as a second language. 

• To recommend what should be done in order to solve or minimize the problems of 
learning Amharic in Tigray as a second language. 

1.4 Significance of the Study 

To provide the material and activities that promote and facilitate children ' s second 
language learning, you need to know the factors that influence learning. As in every other 
aspect of a problem, children can be affected in the learning of second. language by 
various . linguistic, psychological and cognitive factors. These factors are mother tongue 
interference, social factors, motivation and attitude, age, sex and the like. Identifying, 
analyzing, and suggesting solutions to these in, the present study can have the following 
contributions: 

.:. It can provide information for primary school Amharic language teachers towards 
offering the necessary support (instructional adjustment) for students' good 
achievement of the language . 

• :. It can be a source of information for parents about the language ability of their 
children so that they can make a necessary intervention for the betterment of their 
children's second language acquisition and learning . 

• :. It contributes practical pedagogical value for curriculum development or 
improvement of second language in Tigray region. 
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.:. It can be used as a basis for other researchers who endeavor to carry out research in a 
related area of study . 

• :. It can also contribute to the theory of second language acquisition and learning. 

1.5 Scope of the Study 

Research on second language learning requires a wide area of study on different group 
levels and areas of the country. But in order for the study to be more manageable, its 
scope is delimited to six primary schools of Wukro Wereda, in the eastern zone of the 
Tigray region. Moreover, investigating factors that affect second language acqui si tion 
and learning is a very wide area of study because it includes many factors, such as mother 
tongue interference, the influence of age, motivation and attitude, environment, 
background, socio-cultural, sociolinguistic, personal experiences and the like. However, 
it is very difficult to include all the factors that affect directly or indirectly second 
language acquisition and learning in this study. Therefore, to make it manageable, the 
study focuses on the impact of mother tongue interference and some affective factors 
influencing second language learning like attitude and motivation from psychological 
factors and mother tongue interference from linguistic factors, in six primary schools of 
Wukro Wereda of the eastern zone of Tigray. 

1.6 Limitation of the Study 

This study is believed to have certain constraints. It is worth keeping in mind that the 
sample size of the study was limited to only 138 students, 12 teachers and 12 parents' of 
students from six primary schools of one particular Wereda. So comparisons are not 
made between different Weredas. This could often create danger to generalize the 
findings in to a broader setting. It would have been better and more effective if a good 
number of schools, participants and Weredas were included on the study to gather 
sufficient information and to obtain better results. Besides, resulting from the constraint 
of resource, absence of co-observer and the limited time for the observation sess ions were 
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also pitfalls of this study. Moreover, the study does not include other factors that affect 
second language acquisition and learning like aptitude, anxiety, personality and age 
because of the limitation of time and resource. 

1. 7 Organization of the Study 

This study is organized in to five chapters. The first chapter deals with the background of 
the study, statement of the problem, objective of the study, significant of the study, scope 
of the study, limitation of the study, how the whole body is organized and definition of 
operational terms. The second chapter treats the literature review and related previous 
works. The third chapter deals with the research methodology and method of data 
analysis while the fourth chapter treats presentation, analysis and interpretation of data. 
Finally, the summary of findings, conclusions and recommendations are presented in the 
fifth chapter. Further, bibliography, sample data collection tools, sample essay students 
writing are annexed at the end. 

1.8 Operational definition of terms 

.:. Attitude is a psychological perception or feeling of an individual towards some 
thing or to do some thing . 

• :. Error analysis- is a type of linguistic analysis that focuses on the errors learners 
make in their learning and acquirin'g second language . 

• :. Foreign language is a non-native language taught in school that has no status as a 
routine medium of communication in that country for example the case of English 
for Tigrinya speakers . 

• :. Instrumental motivation- is the type of motivation that is characterized by a desire 
to obtain some thing practical or concrete from the study of a second language 
example getting a job, passing an exam . 

• :. Integrative motivation-is a type of motivation that characterizes students' desire to 
integrate and communicate with the second language community. 
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.:. Language interference or transfer is students' automatic transfer of habit of perceiving, performing, and tendency to speak second language (L2) with the 
intonation, word order and usage of his mother tongue language (L I) . 

• :. Motivation-is the psychological state of arousal (internal drive) that pushes learners 
to do things and achieve the intended goals in the teaching-learning process . 

• :. Motivational orientation is the reason why students learn the second language . 

• :. Negative transfer refers to the fact that the learners' use of their mother tongue 
language patterns or rules which leads to errors or inappropriate forms in the second 
language learning . 

• :. Positive transfer refers to when the students mother tongue helps the students to 
learn the second language may be because of similarities between L1 and L2 example the SOY sentence structure of Amharic and Tigrinya have positive 
implication in their transferring because they are similar in all the languages. 

.:. Second language is a non-native language widely used for the purpose of 
communication usually as a medium of education, government, and business matters in the whole country example Amharic for Tigrinya speakers . 

• :. Second language learning- is the learning of the second language in addition to 
their mother tongue language for different purposes for example the case of 
Amharic for Tigrinya speakers. 
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Chapter Two 

Literature Review 

2.1 Factors that Affect Second Language Acquisition and Learning 

According to Ellis (1997:249), Second language acquisition (SLA) has traditionally 
looked to the disciplines of linguistics, psychology and psycholinguistics and, to a lesser 
extent in sociology and sociolinguistics for its theories and research practices and is the 
study of how second languages are learned and the factors that influence the process of 
learning a second language. Regarding this, Second language researchers examine how 
communicative competence, the ability to interprete the underlying meaning of a 
message, to understand cultural references, to use strategies t6 keep communication from 
breaking down, and to apply the rules of grammar develop in a second language 
(Savignon, 1997; Ellis, 1997; Gass and Selinker, 2001). 

Different scholars perceive second and foreign language differently. For example, Oxford 
and Shearine (1994:14) define ' second language' as "one that is learnt:d in a location 
where that language is typically used as the main vehicle of every day communication for 
most people" whereas ' foreign language' as "one that is learned in a place where that 
language is not typically used as the medium of ordinary communication." Many 
linguists distinguish between foreign language and second language US"" recognizing 
major differences in the learning aims, teaching methods and achievement levels 
involved. A foreign language in this restricted sense is a non-native language taught in 
school that has no status as a routine medium of communication in that country. Whereas 
a second language is a non-native language widely used for the purpose of 
communication usually as a medium of education, government, and business matters. 
English for example has foreign language status in Japan but second language status in 
Nigeria (Encyclopedia of language 1987:368). 

The students' learning and their performance achievements are influenced by various 
factors. Among these mother tongue interference and affective factors playa greater role. 
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Psychological fac tors play an important role in a Learner's success in acquiring and using 
a second language. There are numerous factors affecting the process of second language 
acquisition that most frequently occurs in the classroom situation, compared to first 
language acquisition. Because there are many things happening in the class that disturb 
the process, such as lack of motivation, fea r of making mistakes, unwillinghess to sound 
foreign ' because of lack of sympathy towards the target language culture and the 
interference of the students' mother tongue language (Wisniewski 2007:567) . 

.collier (1988) states that: 

The factors that affect second language acquisition and advancement in 
language learning depends on the learner's cognitive sty le, soc ioeconomic 
background, motivation and attitude, first language interference, formal 
schooling and the like. In add ition, the level of cognitive development, 
socioeconomic and cultural background, and age can be expressed as the 
factors affecting second language acquisition. 

Supporting the above scholar, Gardner's socio-educational model of second language 
acquisition postulates that learning is a dynamic process in which affective variables 
influence the achievement and experiences of second language learning and it can be 
influenced by some affective variables like motivation, attitude, socio-educational 
factors, age, and gender. It also proposes that the language aptitude and motivation 
facilitate second language acquisition whereas language anxiety has a debilitating effect 
on the second language (Gardner, 1985,2000; Gardner and Macintyre, 1993). 

2.2 Theories in Second Language Acquisition and Learning 

According to McLaughlin (1980), the field of second language learning was developed as 
a coherent research area in the 1970s. Prior to that, researchers were concerned with the 
process of second language learning and proposed several language learning theories or 
models. Gardner's socio-educational model , Giles (1982) accommodation theory and 
Schuman's (1978) acculturation theory are some of the second language theories. 
According to Rutherford (1982:85) cited in Ellis (1985:249) the role of theories in second 
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language acquisition is to know "what it is acquired, how it is acquired, when it is 
acquired, and why it is acquired of the second language?" 

It is true that teaching and learning a second language is hard work that it requires 
learning different responses to the same stimulus and therefore, the necessity of one 
adequate theory is inevitable for teaching a second language. For this study both 
contrastive analysis and error analysis are applicable as a research theory. 

2.2.1 Contrastive Analysis 

According to Lado (1957: 1-2), the purpose of Contrastive analysts is to carefully describe 
the source language (SL) and the target language (TL) in order to develop effective 
pedagogical materials. According to him comparing different structures of the two 
languages are useful for: "The teacher who has made a comparison of the structures of a 
foreign language and the native language of the students will know better what the real 
learning problems are and can better provide for teaching them and he gains an insight in 
to the linguistic problems involved that can not easily be achieved other wise." 

The basic assumption of Contrastive analysts is that learning a second language (L2) 
entails translating the linguistic forms and meanings of the first language (Ll) to the 
second language (L2) by learning a set of habits. Contrastive analysts predicted that some 
languages would be easier to learn than others would, because where languages differed 
greatly in structure; the learner would be required to automatize a more complex set of 
habits. 

Studies taking a Contrastive analysts ' perspective therefore focused primarily on transfer 
phenomena and especially negative transfer, which occurred when languages differed in 
structure. Because of these structural differences, learning a language was not a simple 
matter of transferring a form directly from first language to second language. The 
primary focuses of Contrastive analysts' study were therefore on difference and types of 
difference (Long & Sato J 984). Detailed analyses of similarities and differences were 
carried out by comparing languages in terms of mainly phonology and syntax and, to a 
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lesser extent, semantics (Fries 1945; James 1980; Lado 1957; Weinriech cited in Selinker 
1989). 

The contrastive hypothesis IS one of the first attempts to explain certain observable 
aspects of second language acquisition. Under the influence of Charles Fries (1945), it 
gained wide interest among theorists and researchers during the 1940's and 1950's. The 
rationale for the contrastive analysis hypothesis was drawn from structural linguists and 
behaviorist psychology. Structural linguists focus on the analysis and comparison of 
surface structure across languages. Behaviorist psychology holds that language learning 
is habit formation; hence, the habit in the use of first language can either interfere or 
facilitate the second language learning. The interference or facilitation of the old habit
the first language- will be determined by the differences or similarities between the old 
and the new habit-the first and the second language. Based on these t~o principles, 
proponents of contrastive analysis believed that learner's first language interferes with 
the acquisition of the second language. Where structure in first language differs from 
those in second language, errors which are similar to first language structure can be 
predicted and such errors are said to result from the influence of the learner's habit in first 
language (Dulay et ai, 1982). 

The purpose of contrastive analysis therefore is, to compare and contrast the structure of 
the two languages (Ll and L2) and identify the problematic areas in second language 
learning. Regarding contrastive analysis hypothesis, English as a second language and 
English as a foreign language( ESLIEFL ) teachers should focus the content of their 
classes on areas of differences between the first and the second language and use teaching 
methods that avoid bad habits and reinforce good habits in second language learning 
(Towell & Hawkins, 1994). Brumfit (1983:83) cited in Muluken (1987:3) also states 
that, in order to make learning efficient the point to be taught might be arrived at by the 
process of contrastive analysis, which involves the direct comparison of the phonological 
and phonetic, grammatical and semantic aspects of the two different languages, in this 
case the learner's mother tongue, and the major points of divergence between them are 
evaluated. 
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In contrast to the proponents of contrastive analysis on the predict ive ability of 
contrastive analysis, however, there have been different researchers who questioned the 
predictive ability of contrastive analysis ·in the field of second language acquisition. They 
argue that contrastive analysis does not always make appropriate predictions and not all 
areas of difficulty predicted by contrastive analysis lead to learning problems, and 
learning problems occur in other areas not predicted by contrastive analysis (Dulay et aI., 
1982; Ghadessy, 1980; Richards, 1974) in Abisamira (2003 :22). 

2.2.2 Error Analysis 

Error analysis is a type of linguistic analysis that focuses on the errors learners make in 
their learning and acquiring second language. Error analysis emerged during the 1970s, 
as the next major development in the study of second language acquisition (SLA), and 
although the studies sometimes attempted to explain how second languages are learnt; 
Error analysis (EA) remained primarily a methodological approach rather than a theory of 
second language acquisition (Hobson, 1999:9). 

In reality, this proved to be too extreme a view once data were carefully analyzed. The 
error analysis studies focused mainly on the performance of learners of a few languages 
who had learned in informal contexts and studied in experimental conditions. These 
studies had two primary aims. The first aim was to provide explanations for errors, which 
attributes to learner-internal cognitive processes and learner-external causes. Learner
external errors related to problems with the input received by the learner, especially in the 
case of formal instruction (Faerch et al. 1984) and included errors such as transfer of 
training (Felix 1981; Selinker 1972; Stenson 1974). Because of finding learner-external 
causes of errors, the second, later aim of error analysis was to relate the social context of 
learning to the errors produced (Faerch et al. 1984; Seliger & Long 1983). These studies 
looked closely at the input available to the learner and studied the errors in relation to the 
input recei ved. 

According to Corder (1974), error analysis has two objects: one theoretical and another 
applied. The theoretical object serves to "elucidate what and how a learner learns when 
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he studies a second language." Moreover, the applied object serves to enable the learner "to learn more efficiently by exploiting our knowledge of his dialect for pedagogical purposes." And he argues that systematically analyzing errors made by language learners makes it possible to determine areas that need reinforcement in teaching. 

According to Hasyim (2002:43) error analysis may be carried out in order to (a) find out how well some one knows a language, (b)" find out how a person learns a language, and (c) obtain information on common difficulties in language learning, as an aid in teaching or in the preparation of teaching materials. Another concept for error analysis is given by Brown (1980: 166) and he defined error analysis as the process to observe, analyze, and classify the deviations of the rules of the second language and then to reveal the systems operated by the learner. 

Error analysis has been strongly criticized, both from a theoretical and a methodological point of view. Firstly, in an error analysis the norm is the target language and any deviation from the target language is viewed as an error. However, determining a norm is 
problematic because it depends on a variety of factors including "the linguistic context, the medium (spoken or written language), the social context (formal or informal), and the relation between speaker and hearer (symmetrical or asymmetrical" (Van Els et al. 1984:47). Difference from the norm viewed negatively, which means that these studies do not acknowledge the creative processes learners use in building the new language. They therefore ignore a large part of the developmental process. 

In addition, from a methodological point of view, there are many limitations of error analysis. Firstly, error analysis measures production (which may be restricted), rather than perception (which may be less restricted) (Alexander 1979). Secondly, error analysis studies focus on only a small part of the production data (i.e. the errors) rather than all the learner language produced (Alexander 1979; Corderl975; Schachter & CeJce-Murcia 1977). Furthermore, learners may avoid some of the target language constructions because they do not know how to produce them or because certain structures are perceived as difficult and more likely to induce error (Alexander 1979; Kleinmann 1977; Schachter! 974). 
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This study considers both the contrastive analysis that compares and contrasts the 
structure and the usage of the two languages (Amharic and Tigrinya), and identifies the 
problematic areas in second language learning. Because from the error analysis the 
researcher provides explanations for the students' errors, relates to the social context of 
learning to the errors produced by students on the one hand, and analyze errors made by 
language learners systematically and .determine areas of difficulty that need 
reinforcement in teaching the second language from the contrastive analysis perspective 
on the other hand. 

2.3 The Concept of Language Transfer and their Types 

The term ' transfer' was first technically defined by behaviorist psychologists as: "the 
automatic, uncontrolled and sub conscious use of past learned behaviors in the attempt to 
produce new responses ." Odlin also defined 'transfer' as "the influence resulting from 
similarities and di fferences between the target language or second language, and any 
other language that has been previously acquired" (Dulay et aI, 1982: I 01 : Odlin, 1989 in 
Virginia 200 I: 18). 

Though it is far reaching a consensus about its nature, the widely recognized opinion at 
present is that transfer does occur in language learning and may exert an influence, 
positively or negatively, on the acquisition of second language. There is overwhelming 
evidence that "language transfer is indeed a real and central phenomenon that must be 
considered in any full account of the second language acquisition process" (Gass and 
Selinker, 1992:7). 

Lado (1957:2) in his book, Lillguistics across Cultures, noted that: 

individuals tend to transfer the forms and meanings and the di stribution of 
forms and meanings of thei r native language and culture to the foreign 
language and culture both productively when attempting to speak the 
language and to act in the culture, and receptively when attempting to 
grasp and understand the language and the language and cu lture as 
pract iced by nat ives. 

15 

, , 



When second or foreign language is learned, aware or not, the mother tongue of the 
learner influences his/her mastery of that language, Regarding this Odlin (1989:27) 
cited in Ellis (1994:301), defines; transfer, as "it is the influence resulting from the 
similarities and differences between the target language and any other language that 
has been previously and perhaps imperfectly acquired or mother tongue," 

Furthermore, Parera (1997: 125) in Handayimi (2005: 17) suggests the issue of transfer 
as: 

Transfer is a process in language learning in which there is influence of LI 
(mother tongue) towards the L2 (second language) and it can not be 
separated from second language learning and that transfer happens when 
someone is not fully mastering L I and L2 so he/she tend to transfer 
between the two languages, 

Language transfer may be positive or negative, Dulay et a1. (1982) cited in Loja (2009) 
describes transfer as the use of patterns of the first language in the production of the 
second language when these patterns are identical, the correct language forms are 
produced and positive on the other hand, if errors happen as a result of such transfer they 
are called interference or negative transfer. 

In addition, Pat'era (1997) divides language tratlsfer into two: positive transfer and 
negative transfer and explains as positive transfer happens when there are similarities 
between Ll and L2 while negative transfer occurs when there are no similarities between 
the two languages and affect each other. 

When learning a foreign language an individual already knows his mother tongue, and it 
is this which he/she attempts to transfer. The transfer may prove to be justified because 
the structure of the two languages is similar-in that case we get 'positive transfer' or 
'facilitation' - or it may prove unjustified because the structure of the two languages are 
different - in that case we get 'negative transfer' - or 'interference', (Wilkins, 1972: 199) 
From the behaviorist perspective, when first language habits are helpful' to acquiring 
second 'language habits, this is positive transfer. For example, for the English person 
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learning French, an example of this would be the normal S-Y-S sequence in declarative 
sentences (Little wood, 1984: 17). 

The positive view of Ll influences on L2 is represented by the theory of Common 
Underlying Proficiency (CUP). But for this study the focus is limited only on the 
negative view of transfer which is commonly called mother tongue interference. 
However, in case of the CUP hypothesis,. it supports that mother tongue language (Ll) 
facilitates the L2 learning, which is not part of this study. When we see the case of 
Amharic and Tigrinya, the general syntactic structure SOY sequence for declarative 
sentences is an example of positive transfer because Tigrinya native speaker students do 
not have a problem of putting the normal sequence in their learning Amharic sentences. 

However, Negative transfer or interference refers to the fact that the learner' s mother 
tongue language patterns or rules interferes to the second language and .this result in 
errors in second language learning that can be traced to interference from the learner's 
first language (mother tongue). 

Regarding this, Odlin (1989: 167) defines ' negative transfer' as "cross linguistic 
influences resulting in errors, overproduction, under production, miscomprehend- sion, 
and other effects that constitute a divergence between the behavior of native and non
native speakers of a language." Several studies in the field of second language acquisition 
and error analysis have reported negative transfer or interference from the native 
language as the prime cause of errors in second language (Anderson, 1978 and Rosansky, 
1976). Moreover, they investigated errors of Spanish speakers in the use of English 
articles and found that interference from Spanish was the major cause of errors in their 
learning English. 

Boey (1975: 109) states that "language interference or transfer in learning situation is 
students' habit of perceiving, performing, and tendency to speak L2 with the intonation 
or word order of his mother tongue (Ll)." With regard to this notion, Scovel (2001:45) 
notes that negative transfer is the transfer of linguistic behavior from the mother tongue 
to the new linguistic pattern of the second or the target language. This occurs only when 
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the structures are different but if the linguistic structure of the mother tongue is identical 
with those of the target language, there is positive transfer- and thus virtually no 
interference occurs. 

In addition to this negative transfer or language interference is the process in which 
words of other language becomes integrated with in a specific language and are used 
commonly by speakers of that language. These words become a permanent part of the 
other language and force them to make an error. 

In addition, Weinreich (1953:1) in Dolphin (2008:11) describes that, interference is "the 
rearrangement of patterns that results from introduction of foreign elements in to the 
more highly structured domains of language such as the bulk of the phonic system, a 
large part of the morphology and syntax, and some areas of vocabulary." 

2.3.1 The types of Mother Tongue Interference 

According Odlin (1989) the influence of the 11 on the acquisition of second or foreign 
language (L2fFL) has long been the center of research and a controversial issue in second 
language acquisition. 

Skinner (1957) cited in Norrish (1983:22), put his definitive statement of behaviorist 
theory of language learning which held that if language is essentially a set of habits, then, 
when we try to learn new habits, the old ones will interfere with the new ones called 
interference of mother tongue. 

In addition, Beardsmore (1982) suggests that many of the difficulties a second language 
learner has with different language levels like the phonology, vocabulary and grammar of 
second language are due to the interference of habits from the mother tongue. Supporting 
this concept, Lado (1957: 12) suggests that awareness of the difference arid similarities 
between learners of first language and the target language reveals their real problems and 
therefore preparing effective materials as an essential teaching tool. 
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According Dulay et al. (1982) interference is the automatic transfer, due to the habit of 
the surface structure of the first language in to the surface of the target language. Lott 
(1983:256) also defined interference as errors in the learners' use of the foreign language 
that can trace back to the mother tongue. 

From the explanation about language interference and language transfer above, it is clear 
that language interference is also called negative transfer. It occurs as a result of the 
failure in using both the first language and the second language. Regarding this, 
Weinriech (1953: 16) divides type of language interference into three. These are (I) 
phonological interference, it occurs when a bilingual speaker re-translates or re-produces 
hislher Ll by using the appropriate phonemes in his L2. (2) Lexical interference occurs 
when bilingual speakers use two or more parts or structures of different languages in a 
single word or lexicon. (3) Grammatical interference occurs when a bilingual speaker 
identifies morphemes, class of morpheme in language chain in syntaxes and uses it in the 
speech act. Supporting this idea Suwito (1982:55) says that, language interference occurs 
in all aspects oflanguage such as phonology, morphology, syntaxes, lexis, and semantics. 

Moreover, Dyakov (2008:2- 13) divides' language intcrference into two: linguistics and 
extra linguistics. From linguistics principle, language interference is subdivided into; (I) 
graphic interference which influences the development of writing system as well as the 
spelling principle of the national orthography in general and separate lexicl\1 elements in 
particular, (2) lexical interference influences the development of vocabulary as well as 
lexical modernization, (3) phonetic interference influences the phonetic structure of a 
language, and (4) grammatical interference which influences the grammatical structure of 
a language. It is clear that the language interference occurs in all levels of language 
aspects such as phonology, morphology, lexical, syntactical, grammar, and semantic. 
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2.3.1.1. Phonological Interference 

Phonology has to do with phones, which produce language. When the phones of one 
language are part of the sound system of another language (a receiving language), 
phonological interference occurs. In other words, interference occurs when phones of 
one-language interrupts or disturbs the order of phones in a particular language. 

Lado (1964:71) notes about pronunciation as follows: 

Each language has its own pronunciation systems, which is different from all 
others even two languages as closely related as Spanish and Portuguese have 
different sound systems. While some sounds of the mother tongue can be similar 
to those of the target language there tnay be variations between other sounds of 
the two languages the difference may be exist in their distribution of the mother 
tongue structure for second language structure, which is new for him. 

Weinriech (1953:14) also says that the problem of phonetic interference 'concerns the 
manner' in which a speaker perceives and produces the sound of one language, which 
might be in one designated to be secondary, while in terms of another to be called 
primary. 

It is true that the ultimate goal of most second language learners is to attain native like 
proficiency and fluency. However, for many learners, this has remained a dream and has 
not come true especially in the area of pronunciation as native speakers usually identify 
them as non-native speakers because of their accent. As far as the researcher is 
concerned, a large- number of second language learners face difficulty in speaking the 
second language. There is a communication problem between the speakers and hearers. 

In addition, Norrish (1983: 17) states, "the sounds in anyone language form a system and 
some one listening to a language other than his own language will tend to a language 
other than his own language, or at least sounds close to those of his own language, rather 
than those that are, in fact being produced in the foreign language." 
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Lado (1957:11) suggests that "We have ample evidence that when learning a foreign or 
second language we tend to transfer our entire native language system in the process, We 
tend to transfer to that language our phonemes and their variants, our stress and rhythm 
patterns, our transitions, our intonation patterns and their interaction with other 
phonemes." In comparing the sound system of English with that of Portuguese, Lado 
would find that Portuguese does not have p)'lOnemes that might pass as Engli sh. 

According to Muluken (1987:2) pronunciation problems are caused not only because of 
the structural difference of the segmental phonemes of first language' and second 
language, but it is also because of the variation of the supra-segmental phonemes of the 
two languages. As Odlin (1989:112) puts it, "there is no little doubt that native language 
phonetics and phonology are powerful influence on second language pronunciation." 

Cook (1992) notes that, first language is present in learners' minds whether the teacher 
wants it to be there or not. Lado (1957: 12) forwards the following about phonological 
interference: 

In learning the sound system of foreign language, one finds sounds that are 
physically simi lar to those of the native language, that structure similar to 
them and that have similarly distributed. Learning of such phonemes 
occurs by simple transfer with out difficulty. On the other hand, one also 
finds that are part of the sound system of the native language; that structure 
differently, or that are differently distributed. Learning of these occurs 
more slowly and difficulty with them is more persistent. In fact, learn ing of 
the latter actually means learning the sounds of the language. We therefore, 
seek to find those problems, and will find them by a structural comparison 
of the sound systems of the two languages. 

To acqUire a command of a second or foreign language, the learner formally learns 
mainly the basic skills of the target language like Listening, speaking, reading and 
writing and unavoidably depends on the pronunciation to a substantial extent. To this 
effect Tech (1981: 1) rightly maintains pronunciation is not an optional extra for the 
language learner, any mor~ than granunar, vocabulary or any other aspect of the language 
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is. However, while learning the pronunciation of a second language, the learner oftcn 
confronts different phonetic and phonological problems that obviously hinder his or her 
learning and ultimately prevent from acquiring the expected general proficiency in the 
oral and auditory skills of the target language. 

When a phoneme in the foreign language doesn't exist in the native language, the student 
will tend to substitute the native phoneme 'that seems nearest with in the whole structure 
of his native language. In such cases, the difference is 'greater' when used in the 
language as the minimal difference in the largest number of contrasts between phonemes 
(Lado, 1957:27). 

Having this difference between the two languages Tigrinya native speaker students make 
errors in their learning Amharic as a second language. 

2.3.1.2 Morphological Interference 

Koopman (1994:217) as cited in Calteaux (1994: 106) explains morphological 
interference as a process that takes place when a non-morphic syllable in the source 
language is perceived as a morpheme in the receiving language, or vise verse. Such 
interference causes considerable distribution in the morphological structure of the 
adoptive language. 

According to Selinker (1990) in second language acquisition, morphological errors occur 
because of the misunderstanding of the morphology of the second language and their 
arrangements like misplacements, deletion and word order errors. 

According to Lado (1957:53) it is important to keep in mind that a variety of formal 
devices may signal grammatical meanings and this variety causes many of the learning 
problems in mastering a foreign language, since the use of different devices by two 
languages will constitute a problem. Among the most elements used in various languages 
to signal grammatical structures are word order, inflection (bound morphemes), 
correlation of forms, function words, intonation stress, and pauses. Supporting the above 
ideas, Selinker (1990:209) pointed out that "morphological errors are caused by the 
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similarities and differences of the two languages and hinder the listeners and speakers of 
the second language." 

2.3.1.3 Lexical Interference 

When we talk about lexical interference, it is good to know the concept of second 
language learning. Regarding this Lado (1.964:38) states " learning a second language is 
defined as acquiring the ability to use its structure with in a general vocabulary under 
essentially the conditions of normal communication among native speakers at 
conversational speed. And it means the acquisition of the ability to grasp the units and 
patterns of content when listening to the second language. It means, in other words, 
learning the expression, the content, and their association for rapid use in the proper 
positions with in the system of the target language." 

Norrish (1983: 16) also states that " lexis forms a potentially open set of items, with new 
words being introduced when the need arises, whereas the phonological and syntactic 
systems are closed and, despite a certain shift in phonology in most languages, relatively 
unchanging over the short term." 

Similarity to and difference from the native language in form, meaning, and distribution 
will result in ease or difficulty in acquiring the vocabulary of a foreign language. 
Comparing the foreign language vocabulary with that of the native language, we will find 
words that are similar in form and in meaning, similar in form but different in meaning, 
similar in meaning but different in form, different in form and meaning, different in their 
type of construction, similar in primary Ineaning but different in connotation, and similar 
in meaning but with restrictions in geographical distribution (Lado, 1957:83). As 
Weinreich (1953: 1) in Long (1991 :53) asse11s "the greater the difference between the two 
systems, i.e. the more numerous the mutually exclusive forms and patterns in each, the 
greater is the learning problems and potential area of interference." 

Contrasting Weinreich's idea, Long and Sato (1984) citing Jackson (1972) and Wode 
(1987) expressed that not only the difference between first language and second language 
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but also the similarities between the two languages can cause problems in learning the 
target language. 

2.3.1.4 Syntactic Interference 

This answers the question 'does the learner have to think in the target language (0 be able 
to produce a meaningful response, which may not be understood and syntactically 
acceptable?' The answer to this question gives a major implication in second language 
classroom. If the learner is able to write a semantically acceptable text in second 
language (according to L2 standards), then correct syntax need not be the focus of 
classroom instruction, given the existing knowledge base of the learner. whose main 
purpose of learning L2 is to communicate information in meaningful way, this has 
implications for the teaching and learning process. Understandings of the first language 
syntactic structure and the type of errors made in second language as well as the extent of 
the learner's knowledge of Ll and L2 syntactic structures assists the teaching and 
learning process by allowing an individualized learning program for each learner. 

According to Kulka and Levenston (1983) in Bhela (2000:31) equivalence contend that 
all second language learners begin by assuming that for every word in first language there 
is a single translation equivalence or thinking in the mother tongue is the only way a 
learner can begin to communicate in a second language. This has been clearly indicated 
in this study whether the second language learners have adopted their L 1. structures to 
help them in their second language texts or not. 

The use of first language structures as a principle of fundamental language organization 
and processing has immediate serviceability for those learners. The learners bring the 
form and meaning of both first language and second language in to closer alignment and 
thus cause to be usable a complex portion of second language syntax that would other 
wise be for the time being, inaccessible to them. 

According to Lado (1957) the most important factor determining ease and difficulty in 
learning the patterns of a foreign language is their similarity to or difference from the 
patterns of the native language. When the pattern in the native language is parallel, the 
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student merely learns new words which he puts in to what amounts to an extended use of 
his language pattern. Since, his word learning capacity is not lost, he makes rapid 
progress when however, the native language pattern does not parallel that of the target 
language, and the student tends to revert to his native language patterns through habit. 

2.3.2 Affective Factors for Second Language Acquisition 

Arnold (1999:53) defined affective factors in terms of the aspects of emotion, feeling, 
mode or attitude of such condition or behavior whereas Dickinson (1987:25) describes it 
as being concerned with the learners' attitude towards the target language and users of it, 
and relations with his/her emotional responses. 

Second language research have long been alert that second language learning is often 
associated with different affective factors, among which the constructs of motivation, the 
students' interest towards the language, the communities perception about the language, 
age, gender and anxiety have been recognized as important predictoi's of second 
language performance. 

According to Ehrman (1996), affective factors relate to the learners' emotional state and 
attitude towards the target or second language. The most important affective variables 
studied in relation to second language acquisition are attitudes, motivation and anxiety. 
According to social psychological tradition, attitudes to learning the second language are 
expected to relate to motivation and achievement. For example, in Garner's socio 
educational model, motivation is the strong predictor of second language learning and is a 
construct resulting from three factors ; the desire to learn, the language effort and attitudes 
to wards learning the language. (Gardner, 1985) 

Stem's claim that the affective component contributes at least as much and often more to 
language learning than the cognitive skills (1983:386), which is supported by a large 
body of recent cross-disciplinary research showing that affecti ve variables have 
significant influence on language achievement. (Gardner 1985; Skeham 1989; Spolsky 
1989; Gardner and Macntyre 1992; 1993a) Damasio (1994) shows that emotions are a 
part of reason on the neurobiological level and Ledoux sees emotion and cognition as 
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partners: "mind without emotions are not really minds at all" (1996:25). The study of 
affect has thus become increasingly popular in the 1989s and 1990, to the extent that 
Stevick warns against viewing it as the latest philosophers Stone (1994:43) which will 
solve all learning and teaching problems. 

Maria (2006:48) states that psychological factors play an important role in learners' 
success in acquiring and using the second ·language. Accordingly, psychological facto rs 
influence second language acquisition as much does the nature of the large language 
itself. 

A number of writers in the field have discussed the influence of affective factors on how 
well a foreign language is acquired. Krashen (1985) and his associates, for example, 
advance the notion of an "affective filter", those affective factors that screen out certain 
parts of learners' language environments' (Dulay et aI, 1982:46). This means the amount 
of linguistic input learners receive can be reduced by such factors as low motivation, 
which in turn may adversely affect their acquisition of the target language. 

There are fi ve hypotheses of Krashen regarding second language acquisition and 
learning. These are: the Acquisition-Learning- which makes clear about the two 
independent systems of second language performance: 'the acquired system' and 'the 

. learned system', the Natural Order hypothesis it states that we acquire the rules of 
language in a predictable order, some rules tending to come early and others late, the 
Monitor hypothesis that explains the relationship between acquisition and learning and 
defines the influence of the latter on the former. The Input hypothesis is also the 
Krashen's explanation of how second language acquisition takes place. For this study the 
affective filter hypothesis is applicable. 

The Affective Filter hypothesis deals with how affective factors relate to second 
language acquisition. Krashen incorporates the notion of the affective filter as proposed 
by Dulay and Burt (1977 to account for a new affective variables affect the process of 
second language learning. The filter controls how much in put the learner comes in to 
contact with, and how much input covered in to intake. It is affective because the factors , 
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which determine its strength, have to do with the learner's motivation, self-confidence, or 
anxiety state. Learner's with high motivation and self-confidence and with low anxiety 
have low filters and so obtain and let in plenty of input (Krashen, 1987 :263, 1982:3 1). 

2.3.2.1 Students Motivation in Learning Second Language 

According to Gardner (1985) there are many conceptualizations of motivation in the 
literature in second language learning and many of these include socio-psychological 
constraints as part of the model. Thus, Gardner's ( 1985) socio-educational model of 
second language acquisition focuses on language learning taking place in the classroom 
and stresses that motivation is one important variable in second language acquisition. 

According to Alemgena (2008:5), Gardner's socio-educational model which is proposed 
in 1985, is one of the language learning theories which mainly focuses on. the affective 
variables, which affect second language learning in the school sett ing. Spolsky 
(1989: 159) reports that Gardner's model is a major development in understanding the 
relationship between attitudes and second language learning. In add ition Gardner 
(2004: 119) also states that language learn ing is a dynamic process in which affective 
variables influence language achievement and experiences in language learning can 
influence some affective variables. 

Scholars define motivation in terms of goals to do something. Harmer (2001), Williams 
and Burden (1997) cited in Banti (2003:16) define motivation as a state of cognitive 
arousal (internal drive) pushing learners to do things to achieve the intended goals. 
According to Franken (1988:3) in Richards (1998:27), the study of mptivation has 
traditionally been concerned with the arousal, direction and persistence of behavior. In 
second language acquisition! learning as in every other field of human learning, 
motivation is the crucial force which determines whether a learner embraces on a task at 
all , how much energy he/she devotes to it, and how long he/she preserves it. Reece 
&Walker (1997) notes that motivation is a key factor in second language learning process 
and they stress that a less able student who is highly motivated can achieve greater 
successes than the more intelligent student who is not well motivated. 
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Gardner and Lambert (1959, 1972) suggested that an individual 's motivation to learn a 
second language is sustained by both attitudes towards the second language community 
and the goals, or orientations, sought through the acquisition of the second language. 
"Motivation has been widely accepted by both teachers and research clerks as one of the 
key factors that influence the rate and success of second language learning" Dornyei 
(1988: 117). Gardner (1985) also defined motivation to learn a second language as "the 
extent to which an individual works or strives to learn the language because 'of a desire to 
do so and the satisfaction experienced in this activity." 

Brophy (1983) and Gott friend (1985) in Banti (2003: 17) defines motivation from general 
and specific perspectives. As general trait, it is a student's tendency to value learning 
(knowledge and skill) and approach its process with effort and thought. Specifically, it is 
the students' tendency to engage purposefully in and activity trying to learn the concepts 
or master the skills. 

Motivation has been a focus of second language acquisition and learning research for 
many years. In addition, Dornyei (2002a:8) identifies motivation as "why people decide 
to do something, how long they are willing to sustain the activity and how hard they are 
going to pursue it." Linguists (Gardner 1985; Misgovern and Gardner, 2003) examined 
factors that affect French- and English speaking Canadians learning the language of the 
other community. Gardner and Krashen pointed out that there are two types of motivation 
the integrative one and the instrumental one. 

2.3.2.2 Instrumental and Integrative Motivations 

Integrative motivation has been identified as the learners' orientation with regard to the 
goal of learning a second language (Crooke'S and Schmidt 1991). It is thought that 
students who are most successful when learning the language are those who like the 
people that speak the language, admire the culture and have a desire to become familiar 
with or even integrate in to the society in which the language is used (FaIt(, 1978). This 
form of motivation is a key component in assessing the learner to develop some level of 
proficiency in the language when some one becomes a resident in a new community that 
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uses the target language in its social interactions. " Integrative motivation typically 
underlies successful acquisition of a wide range of registers and native like 
pronunciation" (Finnegan 1999:568). 

Instrumental motivation in contrast to integrative motivation, instrumental motivation 
is characterized by a desire to obtain something practical or concrete from the study of a 
second language (Hudson, 2000). In this 'type of motivation, the purpose of language 
acquisition is more utilitarian, such as meeting the requirements for school or University 
graduation, applying for a job, requesting higher pay based on language ability, reading 
technical materials, translation work or achieving higher social status. 

While both integrative and instrumental motivations are essential elements.of success in 
second l anguage acquisition, it is the integrative motivation which has been found to 
sustain long term success when learning second language (Taylor, Maynard and Rheault 
1977; Ellis 1997; Crooke's et al 1991). In some of the early research conducted by 
Gardner and Lambert, integrative motivation was viewed as being of more importance in 
a formal learning environment than instrumental motivation (Ellis 1997). In later studies, 
integrative motivation has continued to be emphasized, although now the importance of 
instrumental motivation is also stressed. However, it is important to note that 
instrumental motivation has only been acknowledged as a significant factor in some 
research, whereas integrative motivation is continually linked to successful second 
language acquisition. 

Banti (2003:21) suggests strongly motivated students tended to spend more time outside 
the classroom studying, doing home works, discussing points etc. besides, learners with 
an integrative motivation were found to be more active than instrumentally motivated 
ones. 

2.3.2.3 Attitudinal Factors in Learning Second Language 

Scholars define attitudes in different .ways. According to Williams (1974:21) it is 
considered as "an internal state arousal by stimulation of some type and which may 
mediate the organism's subsequent responses". In addition, Anderson (1967:5-11) define 
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attitude as a psychological tendency of an individual towards some thing or to do some 
thing. 

Since attitude include fee lings, emotions, beliefs, conviction and opinion that people 
have, it implies that it affects the wayan individual perceives, judges, interprets and 
reacts issues regarding that. Thus the study of attitude in secoi1d language 
learning/acquisition is important because there is a general belief that human behaviors 
and actions are influenced by our attitude. 

According to Tsehay (1977:4), "attitudinal studies have been a central concern of 
behavioral scientists, and a large portion of sociological and social psychological 
literature is devoted to theoretical and methodological studies on atti tudes and attitude 
measurement." As stated in Medhanie (1986: 1), concerning the role of attitude in foreign 
language policy, Ferguson reports that the effectiveness of foreign language policy in 
education is determined more by the attitude of the people towards the language use that 
by simple demographic facts of language distribution. 

Regarding this the international encyclopedia of education (1994:380) states that 
attitudes, interests, and values are central to educational process both as an end and as 
means to an end depending whether they are positively directed towards a particular 
object they promote or inhabit students behavior in classroom. 

2.3.2.3.1 Learners, Teachers and Parents Attitude Towards the Second Language 

According to Mohamed (2004:7) learners' manifest different attitudes towards the target 
language, the target language speakers, and the social value of the language that reflect 
the particular social settings in which learners find themselves. Learners' attitudes have 
an impact on the level of language proficiency in which learners' find themselves. 
Learner attitude have an impact on the level of language proficiency achieved by 
individual learners. Concerning the effect of attitude on students' motivation, Holden 
(1983 :39) pointed out that "the learner's motivation to learn is thought to be determined 
by his/her attitude and by his/her orientation to wards learning a second language." 
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Another important variable that influence the learners' attitude towards the second 
language is the second language teacher. If the second language teacher likes the subject 
and have enough knowledge of the subject, students develop positive attitude towards 
learning the language. J.Kausmejev and Goodwil (1967: 15) cited in Medhanie (1986:11) 
have the following to say concerning the foreign or second language teacher. The success 
of students is determine mainly by the teac1,ler and the expected change of behavior or the 
development of positive attitudes towards learning be affected by the teacher. 
Furthermore, Positive attitude to the speaking community makes learning of the second 
language easy. Therefore, teachers must avoid biases towards the community and enable 
learners to develop the interest in the language and create contact with' its speaking 
community (Little wood (1984:97). 

Another important social influence on children's Second Language learning, besides, the 
language that the child learns at home and in the community is the attitude of parents and 
community members to the target language. One might suppose that more favorable 
attitude toward the language would lead to more successful second language learning 
(McLaughlin, 1985: 186). Gardner (1968:141) cited in Mohamed (2004:15), discusses 
the role of parents as follows: 

It is meaningful to distinguish two roles of parents, which are relevant to hi s/her 
child ' s successes in a second language program. There are both active roles and 
passive roles. In the active role, the parent monitors the child's language 
learning performance. And to the extent that he plays his role is attempted to 
promote success. That is the parent watches over the child and make sure he 
does his home work, encourages him to do well, and hr reinforces his success 

Supporting this, Carrol (1967) in Spolsky (1969:273) for instance, explains what he has 
found in his study about the importance of the attitude of students' parents as follows: 

The greater the parents use of the foreign language at home, the hi gher where 
the mean scores of the students. Thus one reason why some students reach 
high level of attainment in a foreign language is that they have home 
environments that are favorable to speak the language. Either because the 
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students are better motivated to learn or because they have better 
opportunities to learn" (Carrol 1967: 138). 

Supporting Carrol's ideas Medhanie (1986: 1) also suggested that Parents' attitude to the 
subject and to the students' achievements in the subject area of second language 
acquisition has a practical importance. Likewise, concerning the learning of second 
language, it is not only the learner's internal motivation that matters, but also their 
parent's attitude towards learning a second language as well. Since the attitude of 
learners towards learning a second language is determined by parents, Gardner and 
Lambert report that, one who wants to investigate the attitudes of the leaner towards the 
second language should ask the following questions. "Do the learners ' parents usually 
speak the second language or speak about it?" "Do the learners' parents consider learning 
the second language as important or irrelevant?" If the answers to the above questions are 
positive then the attitude of the children is more likely to be positive. 

2.3.3 Related Previous Studies 

There are studies that have been conducted related to second language learning and 
foreign language learning. For example, Medhanie (1986) conducted an MA Thesis on 
the attitude of eleventh grade students towards the learning of English as a foreign 
language. His objective is to investigate the attitude of 11 th grade students towards 
English as a foreign language. His finding shows that the students' attitude towards the 
learning of English as a foreign language is positive; that the language should continue as 
a medium of instruction in the high school; and the popular feeling that the standard 
language is deteriorating in the high school should not be attributed to the attitudinal 
problems. According his study there is no attitudinal problem on the part of the eleventh 
grade towards learning English as a foreign language. The present study is similar with 
the work of Medhanie's in the assessment of the attitude of the learners and it is different 
from Medhanie' s work both in the content and type. The present study includes the 
impact of mother tongue interference and the affective factors in the students learning. 
Furthermore, the present study is also all about the second language learning unlike the 
above work which focuses on the foreign language. 
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Mohammed (2004) also conducted an MA Thesis on the attitudes of preparatory school 
students towards English as a foreign language the same procedure is applied as 
Medhanie. They have got almost the same works conducted for the English as a foreign 
language and use the same methodology. To collect the data from their subjects, they use 
questionnaire as a major instrument. Interviews and observations also used with subjects 
usually to confirm the data gathered through questionnaire from the subjects. They get 
similar results in their research. These works are similar with the present study because 
these researchers have conducted their studies on the teaching learning of language in the 
school setting. However, it is different because the present study focuses on the second 
language and the main objective of the present research is to examine the impact of 
mother tongue and some affective factors in their learning the second language. 

Banti (2003) is also conducted MA research on "the orientations and motivation to learn 
EFL, at Admas College." The main objective of his study is to investigate the 
orientations and motivation in the learning of English as a foreign language. The study 
uses a questionnaire as a principal tool. Accordingly, the result of the study revealed that 
the students' motivation to learn EFL was accounted for by the orientations. In addition, 
the result indicated in this context were EFL is largely an academic matter students' 
integrative orientation of learning the language emerged even slightly more important 
than the instrumental orientation. Banti's work is similar with the present study on the 
study domain he has conducted his study on the teaching learning of the language. 
However, the present study is different because it focuses on the second language and its 
main objective is to examine the impact of mother tongue and some affective factors in 
the students' learning the second language unlike Banti's that focus on the investigation 
of the students orientations in their learning the foreign language. 

Moreover, Yohannes (2007) carried out MA Thesis entitled "attitude of Oromo 
Christians towards the use of Amharic the case of Ethiopian orthodox tewahido church." 
The objective of the study was to examine the attitude of the Oromo Orthodox Christians 
towards the use of Amharic in Oromiya dioceses and assessing the current 'language use 
of the church and its view about language use. His finding indicates that the Oromo 
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orthodox Christians had poor proficiency in and negative attitude towards the use of 
Amharic at church in Oromiya dioceses. The method to gather the reliable data for the 
achievement of the objectives and the sample size and sampling techniques are the good 
points of his study. However, the study has some limitations one the study is limited only 
on the attitude of the sample respondents but studying attitude with out knowing their 
motive or orientations behind for their using the language is difficult. The present study is 
related with the work of Yohannes in the way of assessing the participants' attitude 
towards Amharic (the second language). Unlike Yohannes, this study assesses and 
examines the motive or reason for their use of Amharic in the one hand and the linguistic 
implications because of their attitude and motivation on the other hand. Moreover, the 
present study evaluates the educational implication in the school setting but yohannes's 
work is on the church domain so the two domains are quite different. In short, the present 
study as indicated some where give due attention to the attitudes and motivations of 
Tigrinya native speakers for educational purposes. 

Moreover, Alemgena (2008) is another MA researcher who conducted a research on 
attitude and motivation of students learning Afan Oromo as a second language in Adama 
senior secondary school. The main objective of his study was to examine the social and 
psychological factors that affect the teaching learning process of Afan Oromo as a second 
language in Adama senior secondary school. Accordingly the results of his study show 
that the majority of the participants' degree of motivation is low and most of the students 
seen to be instrumentally motivated and their attitude towards Afan Oromo were almost 
unfavorable. The present study is similar with Alemgena because it examines the 
students' attitude and motivation. However, Alemgena's study is different from the 
present study because the objective of Alemgena's study is to know the attitude and 
motivational orientation with out the implication in teaching learning process but the 
present study is concerned with the attitude in relation to the impact in the teaching
learning process of Amharic and in addition, Alemgena's work is with regard to Afan 
Oromo as a second language but the present research is Amharic as a second language. 
Unlike to Alemgena's work this study assesses ' the linguistic problems of second 
language learners in their learning the second language in addition to the psychological 
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factors and makes a comparison on which factor plays a decisive role in the second 
language proficiency. 

In addition, regarding the mother tongue interference Meaza (1983) in her BA Thesis has 
attempted to examine the interference of mother tongue in second language the case of 
Tigrinya speakers in Addis Ababa. Her objective was to see errors of the speakers' 
because. of their mother tongue language. She observed the features of interference of L1 
on L2. She found that when the participants of her study speak, and produce responses in 
the structure of second language, they rely on their native language and she conclude that 
as the structure of L 1 and L2 have differences there have been an error occurring in the 
target language. Meaza's work has a limitation of taking the representative sample of the 
real Tigrinya speakers used to generalize and conclude the reasons for the interference. 
The present study is the same with the work of Meaza because it assesses and examines 
the mother tongue interference in second language. 

This study differs from the work of Meaza (1983) in different ways. First, difference in 
the objective and method of data gathering. The objective of the presellt study is to 
identify areas of difficulty and suggest solutions in relation to the educational point of 
view. The method of gathering data is also different in this study: questionnaires, 
interviews, observations, recordings and essay writing were used but in Meaza's only 
recording is applied and it is not safe to generalize the speakers interference by using one 
method because one who is good at speaking may not good at writing so writing should 
be applied to generalize and conclude. In the second place, the setting (time and place) of 
the study is different. Regarding the tiqle, Meaza's work was 20 years before and it is 
true that language is in a state of change that as the social, economic, and political 
phenomenon of the society changes. And if human beings change language also change 
so in order to understand the changes a research may be required. Third, the study area 
for Meaza is in Addis Ababa though the subjects are Tigrinya speakers. But the present 
study is conducted in Tigray region on grade eight students i.e. in a school setting which 
examines the impact of the interference in their learning the second language. The present 
researcher is doubtful on Meaza's data because Tigrinya speakers in Addis Ababa get 
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enough opportunity and exposure to communicate with Amharic in their daily life. They 
become fluent Amharic speakers and because of this the problem is not observable. 
Finally, this study differs from Meaza on the content that it incorporates. This study 
incorporates the impact of mother tongue interference (phonology, morphology, syntax, 
and lex is) in the teaching-learning process of Amharic and in addition, it includes the 
effects of affective factors (motivation, attitude) to see if they have a contribution for the 
learning of the second language in addition to the interference of the students' mother 
tongue, whereas Meaza's study is limited to mother tongue interference in speech 
perception. 

Muluken (1987) has made a BA Thesis on phonological interference of Anywak in 
Amharic speech of an Anywak. His objective is to locate where the real pronunciation 
problems of Anywak speaking students in their Amharic speech performance. He uses 
prediction of errors like Meaza. He uses comparative study which compares the two 
languages (the target language and the mother tongue) that makes the generalization 
accurate. The present study is related with the work of Muluken, in the way reasoning out 
phonological errors of students and the focus is on interference. Unlike Muluken, the 
present study assesses different linguistic problems that are occurred in different levels: 
phonological, morphological , lexical and syntactic because second language learners face 
difficulties because of their mother tongue interference in their learning the second 
language in different levels. In addition, the present study is different from the work of 
Muluken in the method of gathering data to obtain the reliable information, the present 
study uses different methods to gather and generalize the result. Observing both the 
spoken and written language is one of the methods and through this method one can get 
the actual realization of practical problems. Furthernl0re, the setting is quite different 
from Muluken. Muluken's work is concerned on Anywak mother tongue speakers and 
the present study is the case of Tigrinya mother tongue speakers. 

The researcher has observed that studies on mother tongue interference and language 
attitudes for educational purposes are not as such investigated. In addition, the majority 
of the above mentioned research sanlples were heavily dependent on limited methods of 
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data gathering technique, questionnaire which is direct method of data gathering. In order to minimize the limitations the present research deliberately focused on the impact of mother tongue interference and some affective factors in learn ing the second language by employing questionnaire, observation, interview, recording and essay writing to get the real problem and make conclusion. Even though the above studies are different from the present study in different aspects, they contribute a lot for this study at least as a point of reference and gives clue for further examination for this research directly or indirectly. 
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Chapter Three 

3. Research Methodology 

According to Selinger (1989) in Alemge.na (2008:24), there are some determining factors that make a researcher specify the choice of the research method. The nature of the problem determines the methodology to be used to gather reliable data for the research. In other words, the methodology that may be administered will be determined by the research questions or the objectives that the study has. In addition to this, the availability of time, financial resources and the population upon which the study focuses also contribute a lot to the decision on the best method to be use. 

The main objective of this study is to examine and investigate the impact of mother tongue interference and some affective factors in second language learning. It is also used to describe and to find out the possible patterns and relationships among the factors in second language learning at the selected primary schools of Wukro Wereda. To achieve this objective, the method employed is both qualitative and quantitative method using descriptive survey technique. Using these methods the current problems of second language learning were examined and the data are obtained from students of grade eight, teachers and parents. As stated by Seyoum Ayalew (1989), descriptive survey teclmique helps in revealing the existing situation and it allows the gathering of the necessary information with out conducting experiments. Descriptive technique involves collecting data in order to answer research questions by describing and illustrating the topic of a 
problem based on the theory used. 

Moreover, the qualitative approach is used to supplement it and to get in depth understanding of the complex processes specially related to the factors that affect the learning of second language (in this case Amharic). 
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3.1 Data and Sources of the Data 

The data of this research is taken from the students written materials like essays and from 
the speeches of students and the information gathered from Amharic teachers and parents 
of students. In this study, the researcher gave attention to a number of schools and grade 
levels. The sources of data are students, Amharic teachers and students' parents of the 
visited second cycle primary schools (Grade eight in focus). 

3.2 Sample Size and Sampling Techniques 

The areas chosen to conduct the study were second cycle (5-8) schools in the eastern 
zone of Wukro Wereda in the Tigray region. It is selected as a study area because it was 
least studied in previous research works and with consideration of the researcher's 
experience and familiarity to get the necessary information easily. 

3.2.1 Sampling Technique 

Wukro is found in the eastern zone of Tigray region and it consists of two Weredas, the 
Kelema Wereda and the Kilte-Awlaclo Wereda. The administrative offices of the two 
Weredas are found in Wukro town. The total number of primary schools in the two 
Weredas is 38, fi ve of which are found within the town. The remaining 33 primary 
schools are found in the rural areas of the Kilte-Awlaelo Wereda. From the 38 primary 
schools in Wukro, six second cycle primary schools, i.e three from rural and three from 
urban Wukro were selected using purposive sampling technique by considering the urban 
and rural difference in the students' language proficiency. However, their difference is 
not clearly seen. These primary schools include Zaena . complete primary school, 
AbrhaWe-Atsbha complete primary school and Negash complete primary school from 
the rural areas; and Kisanet complete primary school, Selam complete primary school 
and Megabit 30 complete primary school from the urban area. From the selected 
schools, only second cycle grade eight students were selected by applying purposive 
sampling technique with the belief that since they . learned the language for about five 
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years, they are matured enough to provide the information needed to the questionnaires and to write the essay. 

In case of the selection of students from each school, the researcher employed the following procedures. From each school twelve students for questionnaire (72), SIX students for essay writing (36) and five students for recording (30) were s.elected using random sampling from the students' attendance sheet. In general, a total of 138 student respondents from grade eight were selected for the questionnaire, essay writing and tape recording by this procedure. 

From the 72 students who were selected for the questionnaire, 70 students completed and returned the questiOlU1aire. With regard to the essay writing, from among the 36 students, 34 students wrote and returned it. Concerning the tape recording, 30 students were selected out of which 30 of them were actively participated. 

To represent teachers, all those who taught Amharic for Grade eight in the selected schools were selected through cluster sampling technique. That means, 11 total of 12 teachers (two from each school) were subjects of the study. All the teachers completed and returned the questionnaire. Since the study focused on the second language, those 
teachers who were teaching Tigrinya as a mother tongue and English as a foreign language were excluded from the study. 

Moreover, the researcher asked some teachers to give him some informants from among the students' parents. With the help of the information obtained from the teachers, 12 parents (two from each school) were selected for the study using purposive sampling with the belief that they could provide valid and reliable information needed for the study. 

3.3 Data Gathering Instruments 

Five basic data collection instruments were used to secure rei iable and adequate information. These are questionnaires, interviews, observations, essay writing and recording students' talk. 
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3.3.1 Qucstionnait·c 

The most common teclmique for gathering data in the descriptive survey is the 
questionnaire (Leady, 1993). Koul (1996) also says that a questionnaire is widely used in 
educational research to obtain information. Hence, two kinds of structured questionnaires 
for teachers and for students were prepared with the intention of securing pertinent 
information for the study. 

The researcher used questionnaire to collect data from the participants for two reasons. [n 
the first place, the researcher thought that through this tool information could be collected 
for a variety of issues in a relatively short time; secondly the researcher thought that the 
questionnaire would allow for comparison of respondents response. 

~ ) 

The questionnaires have many parts to collect adequate information on the linguistic and 
psychological issues or problems of the second language learners. The teachers' 
questionnaire consisted of items regarding their background, their attitude towards 
second language (Amharic), their student's attitude towards the same language 
(Amharic), the effect of students' native language in the learning of Amharic, and the 
students' exposure to speak the language in and out side the classroom. The students' 
questionnaire consisted of items regarding their background, their attitudes towards 
Amharic (Second language), and their parents' attitude towards the subject (Amharic), 
their teachers' motivation and encouragement to learn Amharic, and their parents' 
motivation and encouragement in their learning of Amharic. 

These questionnaires were first developed in English and latcr translatcd into thc 
respondents' mother tongue, Tigrinya, by the researcher, a native speaker of the 
language. Later on, it was revised by post graduate Tigrinya teachers to reduce 
grammatical and spelling errors before the final copy was prepared. 

3.3.2 Interview 

The interview questions focused on the attitudes and motivations that the parents and the 
community have in learning Amharic as a second language. For the purpose of this study, 
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the researcher used semi-structured interviews. The interviews were based on the factors that affect second language learning especially the affective factors. 

Twelve parents were involved in the interview and the interviews were also prepared in Tigrinya since it was believed that the informants could fail to understand the main ideas of the questions if it had been prepared in English or Amharic. In addition to that they could also fail to express their ideas properly using English and Amharic. Due to these 
reasons the researcher preferred to carry out the interviews in Tigrinya. The interview for parents' comprised of items pertaining to their attitudes towards the language, their background knowledge of Amharic, their motivation and encouragement in providing necessary support to their children, and . their communities' attitudes towards the second language, Amharic. 

3.3.3 Observation 

The focus of the observation was to identify whether students are influenced by their mother tongue while they participate, write and speak in the classroom, and to examine the enthusiasm of the students to participate in asking and answering questions in Amharic, their motivation to learn the language in the classroom and the effort made by 
the students to interact with the teacher and other students using Amharic. The teachers' efforts to motivate their students were also observed. Hence, classroom observation was used to describe the classroom interactions as they provide the reasons why things were happening in the way they were. This method was mainly used to verify the validity of the information obtained from the students and teachers. During the real classroom instruction, structured observation is used to get first hand information and to check the credibility of the information obtained through questionnaire and interview on the practical application on the interference of mother tongue, attitude, and motivation during classroom observation as well as to see the skills of the teachers in motivating the students to acquire the second language and the student interest towards the language. Observation was conducted for two days in each section in the selected primary schools. 

42 

, , 

\ 

\ 

\ 

\ 

\ 
I 
I 
I 
I 

\ 



3.3.4 Essay Writing Analysis 

The researcher used essay writing analysis to examine and evaluate the students' writing proficiency in the second language, Amharic. In this method 36 randomly selccted students have participated. The researcher first prepared different topics to be offered to the subjects, and told them to choose one topic and write an essay of at least three paragraphs. Out of the 36 students (six ·from each school) were selected, 34 students wrote and returned the essay and the remaining 2 students did not write the essay. By using this tool, the students writing ability in Amharic, the students' mother tongue interference in the written form, and the students' expressive ability were assessed and evallI'ated. 

3.3.5 Recording 

In addition to the above instruments, recording was also employed to collect practical and empirical data. Through recording the. researcher assessed how students speak in the second language and what the main areas of difficulty were for students in their learning of Amharic as a second language. To fulfill this, the students were asked to present tales in Amharic and these were recorded in the tape. Sufficient data were obtained for the analysis of the linguistic part i.e. the mother tongue interference at phonological, morphological, syntactic, and lexical levels. In this part, 30 Students (five from each school) were selected to participate in the study. 

3.4 Data Collection Procedures 

In order to collect data for the study, the researcher first got the necessary permission from the Wereda educational office. Before the distribution and administration of the questionnaires was made, the researcher made personal visits and contacts with the directors, unit leaders and subject teachers. Afterwards, he went in person to the schools under study to obtain the cooperation of Amharic teachers of grade eight and their students. At the time of the questionnaire administration, the researcher himself explained the objective of the study to the teachers and students, and asked for their willingness to 

43 

\ 

\ 

\ 

\ 

\ 

\ 
I 

\ 

\ 

\ 



take part in the study. No teachers and students refused to participate on the study. Then after, researcher himself administered the questionnaires. 

3.5 Methods of Data Analysis 

From the nature of the questions, both qualitative and quantitative methods were used to analyze the data. In conformity to thi s,. as Flick (2002) cited in Muluken (2006:36) suggests the quantitative and qualitative method should be viewed as complementary rather than as rival methods. 

Simple descriptive statisti cs (frequency and percentage) have been employed in 
this study for the proper analysis of the quantitative data. The data presented in this 
study were tallied and tabulated, and the tallies were counted and registered as frequency which showed the number of respondents. Then percentages were computed on the basis of the reaction of respondents fo r all quantitative data to determine the present attitude and motivation of Amharic to the second language learners. Qualitative analysis has been 
carried out to analyze the data from the open-ended questionnaires, the interviews, 
recordings as well as the essay writings and the observation. The open-ended question for 
the students and teachers asked for the comments and suggestions of the respondents and were analyzed qualitatively. The responses obtained from interviews and recordings have been transcribed and qualitative analysis has been made. The response obtained from essay writing is evaluated and classified the type of error that they make and responses from observation have been observed and analysis qualitatively by descriptions and explanations. 
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CHAPTER FOUR 

4. Presentation and Analysis of Data 

As has been di scussed in the objective part, the main purpose of this study is to describe the impact of mother tongue interference and some affective factors in second language learning and to di scover the possible patterns and relationships among such factors. In this chapter, an attempt is made to offer detailed presentations and di scuss ions of the data collected through questionnaire, interview, observation, essay writing and recording. In this chapter, two broad subtopics are presented and analyzed separately. First, the linguistic part of the study in which the mother tongue interference is dealt with. Second, the psychological factors, which focus · on the affective factors mainly attitudinal and motivational factors , will be presented. 

In each sub division, an attempt will be made to present the data first and to offer the description followed by a general discussion of the result at the end. 

4.1 Background Information of the Rcspondcnts 

The total participants of this study were 162. Out of these, 138 subjects were Grade eight students, 12 were Amharic teachers and 12 were students' parents in the six representative sample second cycle primary schools. Their back ground information <.> related to the age, sex, and mother tongue for students, infonnation related to qualification and year of service of teachers who responded to the questionnaires and information on the age, sex, and mother tongue, Amharic back ground of the parents who participate in the interview part is presented in table 4.1.1 below. 
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Table I .Uaekgrollnd of the respondents 

NQ Items Respondents 

I 

2 

3 

4 

5 

Teachers Students Parents 
Sex: No % no % no % 

a. male 8 66.66 58 41.42 6 60 
b. female 4 33.33 82 58 .57 4 40 

total 12 IDO 140 100 10 100 
Age: a. <15 - - 20 16.6 - -

b. 15-1 8 - - 85 70.8 - -
c. > 18 12 100 15 12.5 12 100 

total 12 100 140 100 12 100 
Educational qualification: 

a. cert ificate - 0 - - I 8.33 
b. diploma 12 100 - - I 8.33 

c. first degree - 0 - - -
d. others - 0 - - 10 83 .33 o 
total 12 100 0 12 100 
Se~vice in year: 

a. 1-5 3 25 
b. 6- 10 5 41.5 
c. 11-20 - -
d. >20 4 33.3 
Total 12 100 
Mother tongue 

a. Amharic I 8.3 
b. Tigrinya II 91.7 
c. Others - -
Total 12 100 120 100 10 100 

As indicated in the above table, male teachers took the largest share 8 (66.66%) whereas 
females are onl y, 4 (33.33%). In respect to educational qualification of teachers, all 
(100%) of them are diploma holders from TIC and in regard to their teaching experience, 
3 (25%) have from 1-5 years,S (41.5%) were from 6-10 years and 4 (33.33%) of them 
have above twenty years experience. With reference to the teachers' mother tongue, 
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except one (8.33%) teacher who has Amharic mother tongue, 11 (91.7%) are Tigrinya 
native speakers. 

With respect to the Student respondents 80 (57.97%) were female and 58 (42.02%) were male. With regard to age of the students 85 (70.8%) were between 15 and 18, 20 (16.66%) were less than 15 years old whereas only 15 (12.5) were above 18 years . In case of the mother tongue, all of them are'Tigrinya native speakers or they have Tigrinya as a mother tongue. 

As indicated in the table, 6 (60%) of the students' parents were males and 4 (40%) of them were females. With regard to the educational back ground, except one certificate and one diploma holder, 10 (80%) of them do not have any formal education and all the 
parents have Tigrinya mother tongue. 

Accordingly the majority of students are female whi le teachers and parents are male and all teachers and parents are above 18 whereas most students are between 15 and 18. All the teacher respondents are diploma holders, which mean that they qualify for the level. Almost all the respondents from all categories have Tigrinya mother tongue except one teacher whose mother tongue is Amharic. 

4.2 Mother Tongue Interference 

In this section the researcher assesses the phonological interference and students' errors, morphological interference and stu;'~nts' errors, the lexical interference and students' 
errors and syntactic interference and the students ' errors of Grade eight Tigrinya native speakers in their learning Amharic by using different methods such as observation, questionnaire, recording and essay writing. 

4.2.1 Phonological Interference 

This subsection deals with the students' errors and second language difficulty due to their 
mother tongue interference. Students made phonological errors because they change the consonants and vowels in words in the second language towards the phonological features of their native language. Moreover, unnecessary addition of Tigrinya consonants 
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(especially the pharyngeals) and vowels is also the cause for students' error in their learning Amharic. Besides, similarity of words in meaning and slightly different in their form in the two languages, and the unnecessary deletion of vowels are nl so the rensons for the mispronunciation and miscommunication of the students in their learning Amharic. 

4.2.1.1 Phonetic Interference due to Change of Consonants 

Under this sub section, students make errors because of change of consonants and their reasons and here in this paper these are treated accordinl y. 

The following data are from classroom observations and students essay 

Students use correct Amharic gloss remark 

1) battmUl battmu1 a person who scatters l fifiJ-+ /nl 
lamman lammafiil beggar l fifiJ-+/n I 

rattan fattaM examlller l fifiJ-+lnJ 

2) walad wala] parent f]1-+/d/ 

farad fara] one who judges fjl-+/d/ 

yarragu yara]]'u become old IgI-+ f] I 
lamad lama] trainee fj 1-+ Idl 

3) tiiyaz tayaZ guarantor IZJ-+/z/ 

gazi gaz buyer IZJ-+/z/ 

gabaz gabaz hostess IZJ-+/z/ 

4) t'is e'ts smoke le'/~ 11'1 

tnt'at tne'at fire wood l e'l -+ It'l 
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5) stggtr C+ggtr difficulty le/~ lsi 

sammat sammac buyer lel-> It! 
ttggtn etggtilil seedling lel->It! 

We can realize from the above data that students make errors because the change of the 
rarely existence of the palatal affricates, 1], c'l and the non-existence of the palatal 
affricate consonants Ie, ii, and the palatal nasal In! in Tigrinya. The usual observation is that students substitute the above consonants by the phoneme that they think is nearest in the structure of their native language. There is also a high probability of meaning distortion and becoming meaningless because of the misuse and change of the sounds or consonants. 

For example, when we take the words 'farad' instead of 'fara]' 'one who judges' and 
' yarragu' to say or to write the Amharic 'yaraJ]u' which is 'become old' it takes the 
meaning 'they have made' in Amharic and this is because of the change of the palatal 
affricate 1]1 in to the velar stop Igi and to alveolar stop/d/, respectively. However, IJI is 
indigenous consonant in Tigrinya in word initial and medial position but it is not found in the final consonant structure. Because of this, Tigrinya native speakers intended to change to the above consonants, which are found in all positions. 

Besides, because of the palatal nasal l i\/ students make errors in speaking and writing Amharic. When we look at the Amharic word 'battaiii\' 'a person who scatters' in the above data, the students say or write the word ' battrum' which is meaningless in Amharic. The reason is that, the students use the Tigrinya word directly and take only the Amharic 
structure. In their language, Tigrinya, the word 'btittaiii\' is written as 'battani' because of 
the non-existence of the palatal nasal lfi/ in their native language except in onomatopoeic 
words like ' hai1.i\ ' the sound of a dog when it bits' so that they make errors in their learning Amharic. 

Supporting the above idea, Girmay (1983:14) notes, "from the three nasal consonant phonemes of Tigrinya 1m, n, i'i the ltV is marginal and it is found only in rare cases usually 
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in onomatopoeic words, like the sounds of a cat "law'." As a result whcn Amharic words with the phoneme ltV is used by the Tigrinya native speakers, they automatically change it in to the alveolar nasal consonant Inl and pronounce it accordingly. Because of these changes, students do not get the intended meaning from the writtcn Amharic texts and they do not become proficient in their Amharic. For example, in the Amharic essay that the students write, the students write the :-",ord 'laillman' instead of 'Iammqi\i\' 'beggar'. When we compare the two words, what the students write and the correct Amharic, there is a great difference in meaning. In the case of the word the students write, ' Iamman', it 
has the meaning ' for whom' in Amharic but not the intended meaning 'beggar'; so in this case there has a meaning difference between the meaning the students produce and the intended meaning. 

Furthermore, students also say 'Uiyaz' (example 3) for the Amharic word 'Uiya1.' 'guarantor' . The word which the students say does not have meaning in Amharic . So students say or write meaningless words and this hinders their proficiency in Amharic. As explained above this change is also due to the non-existence of the consonant 11. I in their language. 

In support with the above concept Palmer (1958) in Bender (1976:65-66) states: 

Palatilizalion is lexically distinctive, and common grammatical processes by which denIal consonants are replaced by the corresponding palatal consonants. In Alllharic, palatalization occurs in verbs and verbal nouns. For exalllple, when the final consonant oj 
the verb stelll is one oJthe dentals It, d, s, s', z, n, II, it is palatalized to the corresponding Ii 
c, c', s, z, n, yl in the second person Jelllinine singular oj the illlperative and in the first 
person singular oj the gerund. For exalllple, kif.t -->kif.C and Wis.d-->wisaj However, 
palalilization is Jar less frequent in Tigrinya and this lIIakes students of second language Amharic mispronounce and commit spelling error in their writing via replacing the Tigrinya consonants. 

According to the teachers' reflections in the questionnaire and the classroom observation, palatal consonants are sources of mispronunciation and sources of errors in the learning 
of Amharic by the Tigrinya native speaker students. When we take the word 'ctggtr' 
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'difficulty' (example 5), students write it as 'S+ggtr'. Here students change the consonmit 
Icl by I~I because the palatal Icl is not found in the indigenous Tigrinya rather it mostl y 
occurs in words borrowed from Amharic. Supporting thi s Girmay ( 1983: 12) says "from 
the three palatal affricate phonemes I c', c,/, Icl is found in wo rds bo rrowed from 
Amharic on ly. But IJI and Ic'l are found in the indigenous Tigrinya words even though 
they, most frequently, occur in words from Amharic is greater than in the indigenous 
Tigrinya words." 

Regarding the issue of palatals and their difficulty for Tigrinya nat ive speakers, teachers 
said, " Phonemes which are not frequently used by Tigrinya speakers are difficult for 
students to recognize and produce in Amharic in the classroom and in the teaching 
learning-process during Amharic classes." 

Supporting the above idea, Hetzron (1997:427) states: 

Palatals li ke Icl and l iV in Tigrinya do indeed occurring mainly in word 
borrowings from Amharic. For example, 'miikflica' ' key', ' danila' 'judge'. In 
add ition, the phonetic weight of Ii I seems to be light since it is of rare 

occurrence and often appears in free variation with IJ/: Ziimmiiriil Jammara ' to 

begin ', ztmatl Jtmat 'nerve'. 

Labialization of the bilabillls I mW and b"l, alveolar Irwi glottal Ih"l and .hlbio-dantal 
Ir' 1 consonants as sources of errors in their learning Amharic 

Labialization is the phonological assimilation of the non-labial consonants in to labials. 
Tigrinya nati ve speaker students get difficulty in producing and pronouncing the 
labialized consonants or sounds-which are produced by rounding the lips while 
pronouncing. To support this idea Bender (1 976 :78) notes that "Tigrinya speakers face 
difficulty to pronounce words or letters like labialized consonants produced by rounding 
the lips wh ile pronouncing the consonants 1 rW, 1"', mW and bW / that often occur in 
Amhm'ic but they are rare in the other Semitic languages like Tigrinya ." 

51 

, , 

\ 

\ 

\ 



As the students r(cording is concerned, students in th is study have revealed the 
same errors in their Amharic classes. 

The following data are from students' recording and essay writing 
Students' use correct Amharic gloss remark 

6) bahala bahwala then after /hw/-+/h/ 
[afate f'arvate waterfall /f'/-+/f/ 
bunba bWuwanbwa pipe water /b"/-+/b/ 
ararat' anI] al'rwarwat'liiln he made me hurry /r"/-+/r/ 
mamma 111wamnlwa dissolved /m"/-+/m/ 

We can deduce from the above data that Tigrinya native speaker students have difficulty of pronouncing the labialized consonants in their learning of Amharic as a second language. Like the above examples, the usual observation of Tigrinya native speakers reveals that they face difficulty and substitute the labials by non-labial phonemes that they think is nearest in the structure of their native language and because of this change, the meaning of the word may have a high probability to be distorted or to become meaningless in Amharic. 

Supporting the above idea Lado, (1957:27) explains, "When a phoneme in the foreign 
language does not exist in the native language the student will tend to substitute the native phoneme that seems nearest with in the whole structure of his native language." In case of the sample students, they write ·the word 'mamma' in the above data (NQ 6) to write the Amharic 'm"amwmwa' 'it dissolved', the students write it as 'mamma' and it has the meaning 'watch tower' instead of the intended meaning 'dissolved'. The word, which the students use, and the correct word have different meanings. It should be clear that labialization in Amharic is phonemic and from this, we can understand that students make errors in their writing and speaking and this may cause meaning difference and communication devastation between the students and the teachers. 

To cross check the above data from recording, classroom observation and essay writing, the following question was posed for teachers in the questionnaire. 
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Item 7: "Mention Amharic consonants which are most difJicult for your stlldents in their 
speaking and writing of Amharic" and give examples for each. In response to this 
question all teachers responded that, labialized bilabials, palatals, and addition of 
pharyngeals are the main sources of difficulty for the students in their learning of 
Amharic . They explained for their responses and they gave ample examples concerning 
the words that they think are difficult to pronounce and write correctly in Amharic to the 
students as already seen in the above data. 

In conclusion most of the difficulties are caused by the non-existence and the 
unfamiliarity of the palatalized and labialized consonants in their nati ve language while it 
exists in the second language. So as a remedial action for the above difficulty, teachers 
should be aware about the non-ex istence of labial sounds and should correct their 
students errors by revealing the difference between what the students say or write and the 
correct form in Amharic. 

4.2.1.2 Phonetic Errors due to Addition ofPharyngcals and other Chllnge Consonants 

It is quite true that Tigrinya and Amharic are from the same origin that both are from the 
Ethio-semetic language family . Because of thi s, there arc similar wonls in both 
languages except minor difference only in phonetic forms. 

The following data are from classroom observation and tcachers qucstionnaire 

Students' use correct Amharic gloss 'remark 

7) halamti allama dreamed '" -+1 hi 

hazala azzala carried '" -+1 hI 

harada arrtida slaughtered '" -+1 hi 

8) Hix'x'timti lak'k'ama picked up Ik'I-+/x'l 

hanax'a annak'a shocked Ik'I-+/x 'l 

rthux' ruk' far Ik'I-+1 x'l 
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9) mtxntyat mtktnyat cause IkJ-+ Ixl 10) has'lira a t't'ara made a fence It' l -+ Is'l s'aguri t'agur hair 1t'/-+ Is'l 

11) ra'iada rada shook 0-+/11 

lH'iat Hfat weariness 0-+/)1 
As we can understand from the above data, it is quite observable that, the students make errors because of the following changes; Tigrinya native speakers add the pharyngeal Ih/ at the initial position of words beginning in low-mid vowel in Amharic as the examples in NQ 7. Besides, there is also addition of the voiced pharyngeal /11 word medially as in the example NQ 11 above. 

Furthermore, Tigrinya speakers change the ejective velar stop Ik'i in Amharic to the ejective velar fricative Ix'i (see examples in 8) and the ejective alveolar stop It'l in Amharic to the ejective alveolar fricative Is" (see examples in 10) the cause for these changes may be in Tigrinya the ejective velar stop /k'i is not frequently found in word final position and the ejective velar fricative Ix'i is frequently found in the final position because of this the students change the above consonants and make errors in their learning Amharic. Moreover, the voiceless velar stops /kJ in Amharic is also changed in to the voiceless velar fricative Ix! as in example (9) above. 

In support with the above issues and in contrast with the Ellis's contrastive analysis, that focuses only on the difference between the two languages because he believes that differences are the prime cause of problems in second language learning. Long and Sato (1984) citing Jackson (1972) and Wade (1987) expressed that not only the difference between first language and second language but also the similarities between the two languages can cause problems in learning the target language. As Weinriech (1953: 1) in Long (1991 :53) asserts "the greater the difference between the two systems, i.e. the more 
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numerous the mutually exclusive forms and patterns in each, the greater is the learning 
problems and potential area of interference." Even though the main cause of errors for 
Tigrinya native speakers are the difference in the two languages, but Tigrinya native 
speakers also face problems because of similarity in their pronunciation and writing 
Amharic. 

Thus it is quite desirable that when teaching Amharic teachers should pay special 
attention to an areas where students are likely to wrong in their writing and speaking and 
should make their students aware and tell them how to pronounce and spell Amharic 
words correctly especially for the words that are the same in the two languages. 
Moreover, teachers ought to provide an explanation with regard to the possible source or 
cause of error to bring about an awareness of what could be the potential contributory 
factor for their making errors. 

4.2.1.3 Phonological Interference due to Vowel Change 

Tigrinya speaker students mostly change the mid-central unrounded vowel Ia! to the mid 
back rounded vowel 10/. Moreover, the high front unrounded vowel Iii to mid central 

unrounded vowel 1+1 and vice versa. Because of this change, the students may not 
effectively pronounce and write Amharic words. 

a. Change of /aJ to 101 (vowel harmony) 

The following data are from students' Amharic essay writing. 

Students' write correct Amharic gloss remark 

12) bok'lo bak'lo mule Ia!->/ol 

domowiiz diimiiwiiz salary Ia!->/ol 

k'obiiro k'iibiiro fox /aJ->/ol 

bok'k'tliiwal biik'k'tliiwal grew Ia!-> 101 
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mokkiirii makkiira tried laJ->/ol 

b. Change of Iii to It! and liil to It I 

The following data are from students' Amharic written essays 

Students' writing correct Amharic gloss remark 

13) stt't'alla sit't'alla when he quarrel l i/->I+I 

htda hida she went l i/->/t l 

mantharya mannaharya bus station laJ->/t l 

stmu samu the beeswax 1'Jj->/t l 

14) sHallo sHalla because he is present I a 1->1 0 I 

As can be seen from the above data, 1+1 is the most frequent vowel in Tigrinya in the 
medial position, and because of thi s reason, Tigrinya native speakers made errors by 
changing certain vowels such as I'Jj and Iii , to It /, which is very usual in their daily use of 
Tigrinya. 

Supporting the above data, Bender (1976:68) notes that "Even though the set of Tigrinya vowels are essentially the same with Amharic; in Tigrinya it is not l aJ which is the most 
frequent vowel, but It /, and the other difference is in Amharic It I is helping vowel but in 
Tigrinya it is Iii which is the helping vowel." 

Furthermore, the students change the vowel /aJ->/o/, l i/->/t /. For example, the students 
write the word ' sHallo ' (example14) instead of the Amharic word ' sHalla' ' because he is 
present' the reason for their writing ' sHallo' is in their mother tongue the equivalent 
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meaning is written as 'stliiziillo ' and because of this concept in their mind they write the word 'stl allo' which is meaningless in Amharic. 

To check the above students' errors in vowel, two questions item 8 and item 9 were posed for teachers. 

Item 8: "Do students make pronunciation' errors beca/lse of vowel harmony?" 
Table2: teachers' opinion about vowel harmony (n=12) 

Respondents responses Item 

Total II Yes No No opinion 
F % F % F % F % 
8 66.66 2 16.66% 2 16.66% 12 \00 

Regarding the above question 66.6% of teachers reported that students make errors because of vowel harmony and 16.6% of the respondents disagreed on the idea and the rest 16.6% of the teachers remained neutral. Those who agreed on the statement mentioned that the most frequent vowel that students change is the vowel of la 1-+/01 and le/-+lal the latter mostly in the final position. For example, instead of saying 'k'abaro' they say 'k'obaro', ' miik'alle' students say ' mak'fillii' and instead of saying '~tmagtlle' they say '~tmagHlii' 'old man', etc. 

c. Addition of the vowel Iii at the final position as cause of error for students 
Example 3: Below are data from classroom observation 

Students' use correct Amharic gloss remark 

16) hhbi hhb people 0-+/il 

libi lib lung 0-+/il 
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miilsi miils answer 

liimmani liimmaiul beggar 0~/il 

miirzi miirz poison, antidote 0~/il 
As we have seen from the above data, students attach the high fro nt unrounded vowel /-il at the final position because in Tigrinya, 110 consonant clusters occur in the final position and it is dissolved by adding I-il when they speak and write words which ends with It /. For example, mhri ' advice' siibtiyti ' wife' . Because of this hypercorrection students use the vowel /-i I for Amharic words ending in consonant. 

g. Errors due to deletion of the lIoll-past marker high central vowel It-I. 
Tigrinya native speakers delete the non-past marker high central unrounded vowel It! at word initial position. Since there is a structural difference between the two languages, students make errors when they learn Amharic. In Tigrinya, only ev and eve syllable structures are permitted. Thus, no syllable or word can begin with a vowel, and no initial or final consonant clusters occur in Tigrinya. So, Amharic syllable with initial ve, vee and with final ee may be difficult for Tigrinya native speaker students. As the researcher's classroom observation is concerned, students delete the vowel 1+1 at the initial position and use the words as they are in Tigrinya. Because of thi s reason, it is observable that the students speak and write meaningless words. 

The following data are from classroom observation and from the students' essay. 
Students use correct Amharic gloss remark 

17) nagiiI'\alHin tnnagiiiula lliin we will get 1tI~0 

nthid tnnthid lets go 1tI~0 

nttamamalltin tnntttarnamalltin we will sick It!-+ 0 
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ntC+lalan tnntcHa llan we can It /->0 

ntbal tnntbtil let say It /->0 

nidarsallan tnnidarsallan we reach It /-> 0 
As we can observe from the above data, students delete the non-past marker mid central 
unrounded vowel It I at the initial position of words in Amharic and because of this the 
words become meaningless and the teacher does not understand what the students say and write and as result communication destruction is accustomed. 

For example, students write the word 'ntttamtimallan' instead of the Amharic 
' tnntttamamallan' 'we will be sick' because it is structurally different from their mother 
tongue and they hyper correct because in their mother tongue the word is written as 
' nthamtm 7ina' . In this case, the Tigrinya word begins with the consonant In-I and 
because of this concept in their mind, students delete the vowel It I at the initial position 
in their Amharic speaking and writing. So their knowledge of Tigrinya influences them not to speak or write the correct Amharic. In Amharic, it is possible to use the syllable structure of vee like 'and' 'one' . However, in the case of Tigrinya there is no any syllable beginning with ve rather eve or evee. In addition, when we take the Tigrinya 
word 'n+xt7+l' 'we can', there is no vowel at the initial position. However, in case of 
Amharic it becomes 'tnntCHallan' 'we can' . Therefore, in Amharic the word needs the 
vowel /t-I at the initial position to become meaningful. However, students write as 
' ntctlallan' which is meaningless in Amharic when we see the errors what the students 
make it is the mother tongue direct translation with out considering the meaning. 

4.2.1.4 Concluding Phonological Interferences 

Tigrinya native speaker students have a severe phonological problem in their learning Amharic as a second language. In order to master the sound system of Amharic, teachers 
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ought to provide an explanation with regard to the possible sources or causes of 
phonological error to bring about an awareness of what could be the potential 
contributory factor for their making errors. Besides, teachers should teach their students 
by using conversational approach-that deal s with the actual usage of Amharic in the 
every day activities of life. 

4.2.2 Morphological Interference 

This SUbtopic appraises the main morphological interference of Ti grinya native speaker 
students and its causes in the learning of Amharic as a second language. Students 
manifest mother tongue interference in morphemes mainly in the use of causative marker, 
in the formation of compound nouns, in the use of the malefactive and benefective 
markers and in the use of the object markers. All the above morphological concepts are 
examined and analyzed separately as below. 

4.2.2.1 Students' Errors in using the Malefective and the Benefective Markers 

Tigrinya speakers make errors either by deleting the malefactive marker /-bb-/ or the 
wrongly use of the benefective and malt:factive markers during learning Amharic. 

In Amharic the morpheme /-11-/ is marked for beneficative and the morpheme /-bb-/ for 

the malefactive. For example, 'wandtmmen sila t'arrallHiii ~allamkut ' ' I awarded him 
because, he summoned my brother (on my behalves),. In this sentences, the /-/1-/ in the 

word 'si la t'iirrall+ill\' is the benefactive marker. However, in the sentence "wandtmmen 

sill! t'arrabb+1iIi metahut 'I hit him because, he summoned my brother (for my 

disadvantage).' The /-bb-/ in the word 'sila t'arrabb+IiIi' is the malefactive marker. In case 

of Tigrinya, both the benefactive and malefactive are expressed by suffixing only the 
form 1-11-/ to the verbs, except in the malefactive for the intransitive verbs in which case 
the verbs takes-/I- for the benefactive and is ff for the malefactive" One has to 
understand only from the context of the sentence whether a transitive verb is benefactive 
or malefactive. There is no overt marker in Tigrinya to indicate it. Unlike Tigrinya, 
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Amharic has distinct suffixes /-11-/ and /-bb-/ to express benefactive and' malefactive, 
respectively. This is usually a problem for Tigrinya speakers in trying to learn Amharic . . 

For example, in Tigrinya the word 'sattyyullay' either it may be ' he drank against my 
wi ll ' or ' he drank for my sake' it needs context to understand which sense it represents. 
Intransitive verbs, as noted above, take 0. for the malefactive. For example, mtis'i7u-o-ni 

'he came against my will' ' kiiydu-o-ni '. 'he went against my will' but 'mas'i7u-lI-ni or 

' kaydu-II-ni ' are ruled out in Tigrinya. This results in ability to correctly form a verb in 
the benefactive or the malefactive form in Amharic. 

The following data are from classroom observation and recording 

Note: All the examples in (a) have errors resulting from mother tongue interference 
whose correct forms are offered in (b) corresponding to each number. 

18a)* btzu btrr al-faIiii II-att-mm 

much money NEG-consume- MAL-3SGF - NEG 

b) btzu btrr al-fiiIiti -bb- att- mm 

much money NEG-consume-MAL-3SGF -NEG 

' It did not consume much money against her advantage.' 

19a)* haftay Jtbt sW-a-n bii hayl k' iiddad-a-II-at 

PROP.name Cloth-3SGF-ACC by force tear-3SG M-MAL-3SGM 

b) haftay Jtbt sW -a- n bii hay I k'tiddiid-ii - bb- at 

PROP.name Cloth-3SGF-ACC by force tear- 3SGM-MAL-3SGM 

' haftay tore the clothes in her disadvantage by force' 
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20a) • mtn hono n1iw ya sak'k' -a -iln 

what happened IS COMPo Laugh-3SGM-ISG 

b) mtn hono naw ya- sak'k'a -bb-t -nil 

what happened IS COMPo laugh. PAST -3SGM-MAL-1 SG 

'What made him, laugh in my disadvantage? ' 

21 a) + tnnat -e mot-a CC-ti'lI'l 

IVlother-1 SG died-3SGF-1 SG 

b) tnnat -e mot-a cc- bb-ti'lI'l 

Mother-POSS.I SG died-3SGF-MAL-1 SG 

'My mother died in my disadvantage.' 

22a) 's+l1l k'alladai'ul mat-a-hut 

because jock-3SG hit-ISG-3SGM 

b) s+Ia k'allada- bb-ti'lI'l mat-a-hut 

because jock-MAL-3SG hit-ISG-3SGM 

'I hit him because he joked in my disadvantage. ' 

As can be seen from the above data, Tigrinya native speaker students either delete or 
change the malefactive marker of Amharic in most cases and this is because of the 
influence of their mother tongue. The students delete the malefactive marker /-bb-/. As 
can be seen in number 20a, 21a, 22a and in the case of number 18 and 19, students use 
the malefactive marker /-ll-/ incorrectly resulting in ill formed sentences in Amharic. The 
ill formed counter parIs are given below each of them for comparison. 
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For example, when we take the sentences as 'haftay I+bts"an bu hayl k'tiddudtillat' , in 
(l9a), ' haftay tore her cloth in her advantage'; the word 'bahayl' 'by force' doesn't agree with the word 'k'tiddiidallat'. But the students say and write because these words do not have clear benefactive and malefactive marker in the students' mother tongue. For example, in Tigrinya the word ' k'addiidaIIat' and 'k'addadabbat' are written the same as , k'adidulla' ' he tore for her advantage or for her disadvantage. 

Moreover, the same is also true for 18a 'alftijJtillattmm' 'it does not consume her' is also 
ill formed in Amharic because of the change of the malcfactive marker I-bb-I. 13y the benefactive marker I-ll-I. Besides, in the case of number 23a above, students make the 
errors because in Tigrinya the equivalent sentence 'stla ktllladani wax'i7ayyo' ' I hit him 
because he joked in my disadvantage', occurs with out the malefactive marker and thus, 
Tigrinya native speaker students write identically in Amharic as 'stla ktllladai'lil matahut' 
with out malefactive marker instead of 'stla k'alladabbHul matahut.' 

4.2.2.2 Errors in Compound Noun forination in Amhllric 

Tigrinya native speaker students have a problem of compound noun formation in learning Amharic resulting in mistakes. This difficulty is the result of structural (position) difference between the native language lTigrinyai and the second language {Amharic) on the formation of compound nouns . As clearly indicated by Daniel (2000: 124) in his book 
Zamiinawi shvashv of Tigrinya, Tigrinya compound nouns are usually (not absolutely) 
left headed in contrast to Amharic, which is right headed. For example, the compound 
word in Tigrinya is 'nalawi 7abagi'i' 'shepherd' but in Amharic it becomes ' bag t'abak'i. 
Consistent to Daniel's idea, Baye (2000:214) also notes that, Amharic compound nouns are right headed except for some compound nouns 'which are borrowed from Geez that 
are left headed like beta ktrsttyyan' church'. However, the indigenous Amharic 
compowld nouns are right head as in 'dabbo bet' 'bakery' . 
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Due to this structural difference in the use and formation of compound nouns in the two 
languages, students face difficulty in speaking or writing Amharic correctly. 

The following data are from students' recording and writing that show 

interferes in the formation of compound nouns: 

Students use correct Amharic gloss 

23) bet mat'at't' mat'at't' bet 'beverage house' 

bet thnhtrt ttmhht bet 'school ' 

bet s'thfrtt s'thf<it bet 'bureau' 

bet mazzagaja mazzagaja bet 'municipality', 'city hall' 

bet mtgtb mtgi-b bet 'restaurant' 

halawi kiifti . kabt t'tibak'i 'a person who keeps cattle' 

As can be seen from the above data, students make errors when they speak and write 
Amharic essays and from the total morphological problems that students write in their 
essays, about (13%) of the total morpheme errors were because of the mother tongue 
interference in compound nouns like the examples indicated above. The reason for the 
problem is the difference in the position of the compounding in the two languages as 
clearly indicated above. So teachers should identify the difference and teach their 
students by indicating it in the two languages. 

4.2.2.3 Errors Because of the Wrong use of Causative Markers 

Tigrinya native speaker students face problems in using Amharic causative marker. 
Students delete and improperly use the causative marker las-I in their writing and 
speaking Amharic. Tigrinya native speaker students face this difficulty in learning 
Amharic because in their native language the causative marker is marked only by the 
morpheme la-I in some instances or the deletion of the causative marker altogether in 
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other instances, This results in students' native language interference during speaking and writing Amharic, 

The following are data from the students' recording and essay writing 

Note: All the examples in (a) have errors resulting Ji'om mother tongue inteljerence whose correct/orms are offered in (b) corresponding to each number 

24 a) *wuha ya t'limm- all 

water AGEN-thurst.3SGM 

b) wuha ya - as- t'limmall 

water AGEN -CS-thurst.3SG 

'It made one thirsty.' 

25 a) *biirblirre-w niit't' iisli-llli 

Pepper.DEF sneezed-I SG 

b) barblirre-w as-niit't'iisii-rlll 

papper.DEF CS-sneez-I SG 

'The pepper made one sneeze.' 

26a) *Kedij a Iii Mehammed a giiddlilii-CCt-w 

PROP,name OBM PROP,name kiII.PAST-3SGF-3SGM 

b) kedija miihamm1id -n as gliddiilii-cct-w 

PROP,name PROP,name ACC CS kill. PAST -3SGF-3SGM 

'Kedija made Mehammed to be killed.' 

27a) *tlimmari-w Iii mlimm t hr -11 aftirrarra 
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Student-DEF OBM teacher-PosS terrified.3SGM 

b) ttimari-w mammthr-u-n as-farrara 

student-DEF teacher-DEF-ACC cs-terrified.3SGM 

'The student threatened to attack the teacher.' 

28a) • ttnanttnna wandtmm-e ak'a yyama-lin 

yesterday brother-POsS grude.PAsT-iSG 

b) ttnanttlma wandtmm-e as-k'ayyamii-i1i1 

yesterday brother-POSS CS-grude. PAST-i SG 

'My brother made me feel grudge, yesterday.' 

29a) • stgara btzu stggtr yiimmiyakattH b1iSttta naw 

cigarette much influence AGE causal disease IS 

b) sigara btzu stggtr yammiy-as-ktittH basttta naw 

cigarette much influence AGE.CS-causal disease IS 

' Cigarette is a disease which results in many problems.' 

As we can see from the above data, students make native language interferences in their 
use of the causative marker las-I in Amharic. Because of this, there may be a 
communication difficulty between the teachers and the students. For example, in Tigrinya 
the root verb 'x'atttila' is equivalent to the Amharic root verb 'giiddiilti' 'killed' when 

one writes in the causat ive form in Tigrinya, it becomes 'ax'tttala' ' caused to be killed' 

only with suffix I-a! but in Amharic it is.'as-gaddtila' with the suffix las-I. Since Tigrinya 
uses only the morpheme la-I to change the verb into causative while Amharic has two 
alternative causative markers (illustrated below) to change it in to a causative form. 
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Because of this the students do not use the correct causative marker in Amharic. The 

sentence 'Uimmariw la mammthru afarrara' in example (28a) is meaningless in Amharic 

but students write this because of their mother tongue interference. 

In Tigrinya, one could correctly construct the sentence as 't5mhari Hi mammthru 

afarrariliu'. Furthermore, the sentence .written in example (29a) by the students, 

'ttnanttnna wandtmme ak'ayyamtiiili ' to give the sense 'yesterday my brother made me 

feel grudge' has a similar problem. The word 'ak'ayyamtitlll' is meaningless as far as 
Amharic is concerned. But Tigrinya native speakers write the word 'ak'ayyamaoll' 

because in their language it is written as 'ttmali haway aX'ayytmuni' is possible. 

Supporting the above ideas, Hudsop (1997:477-478) notes that: 

There are two types of causative marker in Amharic: one for transitive and the 
other for intransitive verbs or for direct and indirect. Causatives of transitive 
verbs are typically formed with the prefix la-I, for example, when we add la-I 
to the word falla boiled it becomes aralia (he caused to boil), aballa 'he caused 
to eat' whcrc as causatives, of transitive verbs are formed with the prefix I as
I . For example, 'as-gliddlilli' 'he caused to be killed'. The las-I causative of an 
intransitive is an indirect causative with potential for two agents. For example 
'as-mat't'a' ' he caused to some Olle bring'. 

But in the case ofTigrinya there is no clear cut causative marker for direct and indirect or 
transitive and intransitive verbs. It only uses the prefix la-I like the case of ' 7aflihu' 'he 
caused to boil' and this results in a problem for students in learning Amharic as a second 
language. Therefore, teachers should make their students to aware the difference of the 
two languages on the use of causative marker while they teach them. 

4.2.2.4 Errors due to Deletion of the Object Marker 

Other morphological error that Tigrinya native speaker students make in learning 
Amharic is the deletion and wrongly use of the object marker I-nl in writing and speaking 
Amharic. This deletion and wrongly use is caused by native language interference. The 
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object marker case in Tigrinya and Amharic includes accusative (the usual direct object) and dative (the usual indirect object) markers. In Tigrinya both the dative and accusative 
are marked by the morpheme /nf.-/ or I Iii-I prefixed to the nouns and adjectives. foor 
example, 'susay n tasfa wax'i'iuwo' 'Shushay hit Tesfa' and, ' susay n hadli wadi dabtar 
hibu' ' Shushay gave an exercise book to some body. From the two sentences we can see 
that in the first sentence the object marker /nf.-/ acts as accusative and in the second 
sentence it acts as a dative but still the marker is the same. 

Unlike Tigrinya, Amharic has two separate object markers for direct and indirect object (accusative and dative). The direct object (accusative) in Amharic is marked by the morpheme suffix / -n/ while the indirect object (dative) is marked by the morpheme prefix 
/iti-I. For example, 'kasa alemu-n mataw' Kasa hit Alemu' and zina iti habtamu mas'hafu-
n stit'aw' ' zina gave the book to habtamu' . Here in the above two sentences, both accusative (the first sentence) and dative (the second sentence) are marked by two separate morphemes. In the first sentence, the suffix /-nl is attached to the direct object 'alemu'. However, in the second sentence, the morpheme /iti-/ is attached to the indirect 

object habtamu, and /-nl to the direct object mas'hafu. This usually causes a problem for 
Tigrinya speakers trying to learn Amharic, since Tigrinya has only one object marker /n-/ or /la-/ which is prefixed to both the direct and indirect object nouns. Tigrinya native speakers especially in the dialect of the area of study for this research transfer this pattern 
and use Ilti-/ for the direct object nouns, assuming to be equivalent to In-! For example, Tigrinya native speakers may write 'iti abebe agannahut' 'I met Abebe' in Amharic while the correct way of saying it in Amharic is 'abebe-n agtinn1ihut.' 

Another thing that cause errors for Tigrinya native speakers is, in Tigrinya for direct object the use of III-l or 1 iii-I is optional especially if the objects is inanimate. But Amharic always uses the object marker / -n/ with in animate noun so long as it is definite. 
For example, in Tigrinya the sentence may become either; ababa ntmandax' k'abi7u' or 
' ababa mandax' k'abi7u' 'Abebe painted the wall.' Whereas, in Amharic the sentence 
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will be ' ababa gidgiddaw-n k'aba' with no other option like the Ti grinya. But in the 
indirect object in Tigrinya it should be prefixed by In-lor l lii-I . '7ado I1twulada mtgbi 
hiba' 'mother gave food to her chi ld.' 

The following data are from students' recording 

Note: All the examples in (a) have errors resulting from mother tongue inteljerence whose correct forms are offered in (b) corresponding to each number 

31 a) 'tne Iii ababa matta -hu-t 

OBM PROP.name.3SGM hit.PAST-ISG -3SGM.OBM 
b) tne ababa -n 

PROP.name-ACC.3SGM 
'I hit to Abebe.' 

32a) 'Iii polis-u 

matta -hu -t 

hit.PAST-1 SG -3SGM.OBM 

malta-hu -t 
OBM polis-DEF.3SGM hit.PAST-I SG -3SGM.OBM 

b) pol is - u -n 
PROP.name -DEF-3SGM.OBM 

' I hit the police.' 

33a) * Abriha la dtmmat ba-

matta-hu-t 

hit.PAST-1SG -3SGM.OBM 

marfe wagg-at 
PROP.name OBM cat INST" needle pierce.PAST-3SGF 

b) Abebe dtmmat-u-a-n ba marfe wagg-at 
PROP. name cat-OBM-F-ACC lNST needle pierce.PAST-3SGF 

'Abebe pierced the cat by a needle.' 

As the above data designates, it is not quite strange that Tigrinya native speakers change the object marker for direct object (accusative) I-nl by their very familiar native language object marker I la-/, which makes the Amharic sentences ill formed. 

69 

" 

\ 

\ 

\ 

\ 

\ 

\ 

\ 



Data are also gathered from the classroom observation during a lesson on object marker. After the lesson, teacher told the students to construct their own sentences by using the object marker. 

Note : All the examples in (a) have erl'ors resulting from mother tongue interference whose correct forms are offered in (b) corresponding to each number. 

34 a) • Hi gWuaddaf\l\a-ye falHg-e agtil"ul-ahu-t 

OBM friend-POSS need-Iso get.PF-ISO - 3S0M.OBM 

b) gWuaddai'u'\aya -n falHg-e agai'u'\-ahu-t 

friend.POSS-3S0M-ACC search-l so get.PF I so - 3S0M.OBM 

'1 looked around for my friend and 1 got him.' 

35 a) ·Iii tnnat-e mayyat naftk'-e-allii-hu 

OBM mother-POSS. ISO see miss- I SO-AUX-I so 

b) tnnat-e-n Iii mayat naftk'-e- allti-hu 

mother-POSS.I SO-ACC PP see miss-ISO-AUX-ISO 

'1 missed my mother.' 

As has been seen in the above data, the two sentences have only the direct object and in Amharic the direct object is marked by the morpheme I-n!. The students' mother tongue influences their use of Amharic object marker for the direct object. Since the accusative and dative marker in Tigrinya is Ini-I and in the sample area is ll1i-1 (dialect), the students use the morpheme Ila-1 and make an error. 
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4.2.2.5 Concluding Morphological Interference 

To cross check this fact and revealing questions were posed to Amharic teachcrs of grade eight, about the morphological interference in their students' use of Amharic. 

Item 6: "Do you usually observe morphological interferences in your studcnts' learning of Amharic?" thi s question is posed for t"achers so that they report and mention some of the major morphological problems of their learners. 

Regarding this question, 9 (75%) teachers replied that there is morphological interference of the mother tongue in their students learning of Amharic as a second language. However, 2 (17%) of the teachers, reflected that they have no opinion regarding the students' morphological interference in learning Amharic, and only I (8.33%) teacher responded that there is no much morphological interference in the students' Amharic 
learning. 

When we see the morphological interference of the students in their essays, it accounts 
for 31 % of the total errors which is the second highest rate following the phonological 
interference. Therefore, we can generalize that Tigrinya native speakers faced with different morphological problems in their learning of Amharic and the cause for these problems is their mother tongue interference. In addition, this interference is expressed the structural difference of the two languages in using the objective marker, the malefactive and beneficative markers and in compound noun formations . Thus, Teachers must frequently remind their students that when they speak and write in Amharic they must think in the target language so that they do not bring in any feature of their mother tongue (Tigrinya) and the teacher ~hould explain why ' certain constructions are 

ungrammatical, ill formed and meaningless in Amharic. 

4.2.3 Lexical Interference 

This subsection presents the lexical difficulty of Amharic for Tigrinya native speaker students in their learning Amharic due to mother tongue interference. ) 

71 

, , 

\ 

\ 

\ 

\ 



According to Lado (1957:82), "similarity to and difference from the native language in 
form, meaning and distribution will result in ease or difficulty in acquiring and learning 
the vocabulary of a foreign language". He further describes that it is obvious that 
comparing the foreign language vocabulary with that of the native language wi ll find 
words that are (1) similar in form and in meaning (2) similar in form and different in 
meaning (3) similar in meaning but different in form (4) different in form and in meaning 
(5) different in their type of construction and (6) similar in meaning but with restriction in 
geographical distribution. 

It is not quite strange that second language learners translate words from their native 
language to the second language with the assumption that the word exists in the second 
language. 

As far as the researcher's observation is- concerned, lexical errors of the students divided 
in to three main categories: the first include errors caused by the insertion of the Tigrinya 
words with the intention that the word ex ists in the second language, the second catcgory 
is error because of direct literal translation from Tigrinya into Amharic without 
contextual consideration; and the third is, the error caused because of the misuse of words 
because of lack of second language vocabulary. Lado has the following to say in this 
regard: 

Individuals tend to transfer the forms, meanings, and the distribution of 
forms and meanings of their native language and culture to the foreign 
language and culture-both productively when attempting to speak the 
language and to act in the culture, and receptively when attempt ing to 
grasp and understand the language and the cu lture as practiced by nat ives. 
(Lado (1957:2). 

In the lexical leve l, Tigrinya native speakers make errors due to either use of direct 
translation from Tigrinya to Amharic or due to lack of vocabulary in the second 
language. The students translate their native words in to the second language with out 
considering the context. 
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4.2.3.1 Lexical Errors Because of Lack of the Second Language Vocabulary 

With regard to this students use either genuine Tigrinya words or try to make the words structurally Amharic. As the researcher' s classroom observation and teachers' questionnaire indicated, second language learners have the problem of vocabulary in the second language and they tend to use their own vocabulary instead. 
The following data are from students' recording. 

Note: All the 'examples in (a) have errors reSUlting from mother tongue interference whose correct forms are offered in (b) corresponding to each number 

36 a) *mamhr zaray btzu fHt'at allow 

b) mamhr zaray btzu twk'iit allow 

'Teacher Zeray has much knowledge.' 

37 a)*set oee yatalayayyu s'ax'tt'occ ytdarsaeawall 

b) set oee yata\1iyayyu c'annawocc ytdarsubbaccawall 

'Women face different harassments.' 

38 a)* bahulu mliday b) bahlutJ blikkul 

' In all directions or aspects' 

39 a)* sawyaw dtmmat sana 

b) sawyaw dtmmat at't'a 

'The man failed to find a cat' 

As the above data shows, students write and speak genuine Tigrinya words because they have shortage of Amharic vocabulary. The words are changed structurally to Amharic but 
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they are lexically Tigrinya. For example, when we see the word 's'ax'tt'occ' 

' harassments' only the plural marker /-occ/ indicates that the word is Amharic but the 

root verb is Tigrinya which is ' s'ax'Wi' 'harassment'. Thus having this knowledge of 

their mother tongue, students 'write 's'ax'H'occ ' in place of 'c'mmawocc'. This clearly 

shows that, students insert words from their mother tongue because they do not know the 

actual word in the second language. 

The following data are errors identified from observation and students' essays. 

40 a) * gabare-w sar mattakab ytwadal 

Farmer-DEF grass gathering like.3S0M 

b) gabarew sar masabsab ytwadal 

Farmer-DEF grass gathering like.3SGM 

'The farmer likes gathering grass.' 

41 a)* mtgtb-u c'aw C'aw t'ama-fifi 

food -DEF salt salt test.3S0-1S0 

b) mtgtb-u c'aw c'aw ala-fifi 

Food-DEF salt salt say.3S0-1S0 

'The food tasted salty to me. 

42 a) * ya saw Hbs tndi-sat'a-w naggara-w 

that person cloth gave-DEF-3S0M say-3S0M 

b) ya saw Hbs tndi-sat'a-w t'ayyak'a-w 
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that person cloth to- gave-DEF-3SGM ask-3SGM 

'He requested for some one's clothes.' 

From the above data, we can observe that all the words they use in writing Amharic are 

influenced by their mother tongue. . For example, students write the phrase 'Sar 

mattakab' instead of 'sar masabsab' 'co llect ing grass'. This is because in their native 

language, the phrase is written as 'sa'itri mt7tkab' . The same is also true for the sentence 

'mfgfbu c'aw c'aw I'amann' instead of 'mfgfbu c'aw taw aHinli' for ' the food tasted 

salty to me.' Since in Tigrinya the sentence is written as 'mt gtbu c'aw c'aw I't'iimuni' , the 

students automatically transfer the Tigrinya word into Amharic. 

4.2.3.2 Lexical EITOI'S Because of Direct Translation from Tigrinya to Amharic 

Tigrinya native speakers try to translate the words in Tigrinya in to Amharic li terally. 

Since Tigrinya and Amharic have different contexts, the use of the words becomes 

different. Because of this, it is highly noticeable that Tigrinya native speakers speak and 

write meaningless words and sentences. 

The following data are from students recording. 

Note: All the examples in (a) have errors resulting from mother tongue interference 

whose correct forms are offered in (b) corresponding to each number. 

43a) • Alnlaz ka" tOO"" tt' d amasgan ar adfrg-alacc 

POP.name with pOP. name marrage make-3SGF 

b) Almaz ka tamasgan gar tfdar y+z-alacc 

POP.name with POP.name marriage with make-3SGF 

'Almaz has made marriage with Temesgen.' 
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44 a) *yii- miimhh - u ammamar t'hu naw 

COMP- teacher-3S0M-OEF teaching style good is.PF 

b) ya-mamhh-u ya-mastammar zade t'tru naw 

COMP- teacher-3S0M-OET POss.-teaching method good is .PF 

'The teacher's method of teaching is good.' 

As the above examples indicate, studenis translate Tigrinya words directly into Amharic 
and because of this they make errors in writing and speaking Amharic. For example, we 

can see that the phrase 'ttdar adtrga' literally 'she having made marriage' is used. 

Students directly translate from the equivalent Tigrinya phrase 'hadar' gayra.' The 

Tigrinya word 'giiyra' is the same with the Amharic word 'adtrga' in meaning and due to 

this reason, students try to translate directly and make errors. To the second sentence 

'yamamhtru ammamar t'tru naw', students use the word 'ammamar' because they 

directly translate from the Tigrinya 'am1ihahtra' 'teaching method' and use it for the 

Amharic 'yumastamar zade'. Therefore, students use the same concepts in a wrong way 
because of their direct translation from their first to the second language. 

The following are data from students' recording and classroom observation. The examples in (a) 
are students errors llsed instead of the intended examples in (b). 

45 a) * ItI -u ttmhtrt -u bii- siilam zazziima -w 

Child-3S0M.OEF study-OEF.3S0M PP- peace ended-3S0M (Tig) 

b) ItI-u ttmhtrt -u-n bli- salam fas's'ama-w 

Child-3S0M.OEF sludy-OEF-3S0M PP- peace ended-3S0M (Amh) 

'The boy ended his study peacefully.' 
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46 a) *ka-ttmhtrt-wa tt- ttirHa -llacc 

(from) PP- study-3SGF IMPF-Ieft over-3SGF 

b) ka -ttmhtli-wa tt-k'ara - llaec 

(from) PP- study-3SGF IMPF-absent-3SGF 

'She becomes absent from her study.' 

In this regard, there were questions posed to the teachers regarding their students writing proficiency. 

Item I: in your students Amharic essay writing, do you come across words that are genuinely or completely Tigrinya?" This item is designed to check the students' power of words or knowledge of Amharic vocabulary. All (100%) teachers reported that they have encountered plenty ofTigrinya words in their students' essays. 
Below are example of students' use of Tigrinya words in their written and speaking use of Amharic pointed out by the teacher's responses for the question. 

Students usc the correct form gloss 

47) 7ay k+7H+m alWtm ' I can not' 

nay bamay ya-rase 'my own' 

kahabtkut ktisat't'ahut 'while I gave him' 
7tnd~i 7tnJa 'not sure' 

dtma dammo 'besides' or 'also ' 

f+It' at twk'tit 'knowledge' 

miisiiltwa . miibttwa 'her right' 
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bet masttii mii t'iit bet 'beverage house' 

bet ftrdi ftrd bet 'law court' 
As can be seen from the data and as the response of teachers' through the questionnaire was concerned, the above words are some of the frequent words that students use during 
the teaching learning process in Amharic. Students write genuine Tigrinya words in 
learning Amharic. For example, students write the word 'nay baWWy' instead of 'yti-rase' 
'my own', ' 7+nd'ii' instead of '7+nJa' ' not sure'. All the words of Tigrinya used in their 
Amharic lesson make their Amharic to become senseless and meaningless. Consider the last examples where the students make lexical borrowing from their mother tongue i.e 
they use 'bet mastta' , beverage house' for Amharic 'mat'at bet' and ' bet f+rdi' for Amharic 
'ftrd bet' 'law court', 

4.2.3.3 Concluding Lexical Interference 

Items II and 12 are questions posed for teachers in the questionnaire to find out whether they encountered words that are structurally Amharic and lexically Tigrinya or no. For 
this question the teachers' response are given in the following table . 

Table3: Teachers' claim about student lexical errors in learning Amharic 
Item Respondents responses 

II Yes No No opinion Total 

F % F % F % F % 

9 75% 2 17% I 8% 12 100 

As the above table clearly indicates, 9 . (75%) of the teachers responded that there are plenty of words which are lexically Tigrinya and structurally Amharic in the students writing and speaking of Amharic. In the contrary, 2 (17%) of the teachers responded that 
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they did not encounter such words. The rest I (8%) of the respondents said that they have 
nothing to say about it. 

In conclusion, as the researchers' personal observation and the teachers' questionnaire are concerned, students speak and write words that seem Amharic but when their lexical category is evaluated, they are from Tigrinya and students translate their mother tongue language and use in Amharic. We can con'elude from the teachers' questionnaire that, the mother tongue interference is the main cause for the making of lexical errors by the students in their learning of Amharic. 

4.2.4 Syntactic Interference 

Under this subsection, the researcher evaluates and examines the mam syntactic interference of Tigrinya native speakers in learning Amharic. From the researcher's classroom observation and from other mechanisms like teachers' questionnaire, students' recording and students' essay writing, the main and frequent sources' of syntactic interferences are formed to the uses of coordinating conjunctions and the use of prepositions. So this subsection is concerned with the analysis of the above problems. As far as the students' Amharic essay writing is concerned, there are many syntactic errors manifested in their Amharic essays. 

4.24'.1 Students Errors in their use of Prepositions 

In Tigrinya the preposition indicating destination are Inabl and In-I and in the case of the sample area of study they use l la-I which is their dialect. 

The following data are from students' essay writing. 

Note that the examples in (a) are students' errors due to mother tongue interference whi le 
those in (b) are the correct forms in Amharic. 

48 a) *siiw Iii siiw stt't'alla as-tark'-u ytbbalal 

human (to) PP human tMPF -quarels CS"l'econciled-2PL say. IMPF 
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b) saw kii saw st t't ' alla as-tark' -u ytbbalal 

human (from) PP human 1M PH-quarrels CS -reconciled-2PL say. IMPF 

'It is advised to reconcile when persons quarrel with each other.' 

49 a) ·la samba-cctn biistiik'iir 

PP (to) lung-POSS.I PL with out 

b) ka samba-cctn bastak'iir 

PP (from) lung-poSs.1 PL with out 

'Except our lung' 

50 a) • ka wukro Iii makiillii 

PP (from) wukro PP (to) PROP.rl1iix'iilla 

b) kii wukro wadii m tik' iill e 

from wukro PP (to) 

'From Wukro to Mekelle.' 

51 a) • ba +la-tat and k'iin 

by day- PL one day 

max'iille 

b) ka tlii-tat and k'ii n 

from daY-PL one day 

'Once up on a time' 

52 a) • bt Hitwa wiik't 
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by (Tig) exam season 

b) ba fdtana wak't 

by (Amh) exam season 

'By the exam time.' 

As the above data clearly indicates, Tigrinya native speakers learning Amharic as a second language often use prepositions incorrectly i.e. they use the Tigrinya prepositional marker lHi-1 instead of the Amharic Ika-I, I la-I instead of the Amharic Iwadal and the Tigrinya preposition Ibal instead of the Amharic Ika-I while learning Amharic. For 
example, the sentence 'saw la saw stt't'alla astark'u ytbbalal.' Here, the sentence does 
not make sense and it may be meaningless due to the use of the Tigrinya preposition I la-I. However, if we use the preposition I ka-I instead of I la-I the meaning becomes clear and sensible in Amharic. 

In case of example 50a, the students make errors because in Tigrinya the preposition indicating destination are 'nab' 'n' or for the dialect of the study area, it is I la-I. 

Regarding their students' use of prepositions, teachers were asked in the questionnaire. What is the most frequent syntactic error that your students make while they learn 
Amharic? In response to this statement, more than 8 (66.66 %) teachers reported that at the syntactic level prepositions are the main causes of error that are frequent ly occurring with their students' learning of Amharic. This is because the students are already familiarized with the Tigrinya prepositions; "they make mistakes even when we inform them to use the Amharic prepositions. They do not use Amharic prepositions and Tigrinya prepositions separately due to their mother tongue interference. Consequently, 
they do not speak and write Amharic correctly. 

Sometimes the prepositional markers are very alike in their form and meaning in the two 
languages. For example, the preposition Ibal in Amharic and the preposition Ibi -I in 
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Tigrinya resembles each other. To say' bat'fnt' 'ancient' , the students say and write 
' bh'fnti ' which is the form in Tigrinya for the sense 'ancient'. 

4.2.4.2 Errors in Using Coordinating Conjunctions in Amharic 

In addition to the prepositions, the uses of coordinating conjunctions are also the source of difficulty for the Tigrinya native speaker students in learning Amharic as a second language. In using conjunctions especially the coordinating, students make errors because the way their mother tongue uses conjunctions is different from the way the second language, Amharic uses. But students use them in the same manner for both languages which results in errors. 

The following data are from classroom observation and those in (a) are the errors students commit due to MT interference while in (b) the intended correcl forms in Amharic are given. 

53 a) *bhhan-n s'tiltmat-n b) btrhan tnna s'altmat ' light and dark' 

light. CON) dark . CON) light CON) dark 

54 a) *ababa -n tasffay-n b) ababa tnna tastfaye ' Abebe and Tesfay' 

PROP.name-CON) PROP.name-CONJ PROP.name CONJ ttisffaye 

55 a)* bare-n ftyyel-n gaza b) bare tnna ftyyal gaza 'He bought ox and goat.' 

ox-CONJ goat-cONJ buy ox CONJ goat buy 

As can be seen from the above data, the students make errors 111 uSlllg Amharic conjunctions due to the interference of the Tigrinya structure. In Tigrinya the commonest coordinating conjunctive marker/-nl is used at two positions, between the two conjoined 
words and at the end of the second word. But in Amharic, it appears only at the middle position, between the two words. In this circumstance, the students over generalize the 
rule in Tigrinya and use conjunctive markers in the same maImer in Amharic. 
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Concerning the written essays of students, about 37.5% of the total syntactic interferences are errors because of the misuse of conjunction markers in their Amharic essay. 

4 .2.4.3 Concluding syntactic interference 

Regarding syntactic interference, two questions were also posed for teachers in the 
questionnaire in order to make them reflee! their view on the syntactic differences 
between Tigrinya and Amharic by using illustrative examples. 

ltem4: "Are the syntactic structures of Tigrinya different from the Amharic ~Yl1tactic structure?" In response to this, 41.7% of the respondents replied that there are syntactic differences between the two languages while 33.33% of the respondents replied that the two languages are not different in their syntactic structure. The remaining 16.66% wer!! 
not sure whether there is a difference in syntactic structure between the two languages or not. 

The majority who replied that there is a syntactic difference between the two languages have mentioned that the uses of the coordinating conjunctions and the use of prepositions are different in the two languages. 

General Suggestions for Amharic teachers of Tigrinya speakers 
I shall now go on to make some pedagogical suggestions in order to reduce the number of errors committed by Tigrinya native speaker students in their spoken and written in 
learning Amharic as a second language. 

Teachers must frequently remind their students that when ' they speak and write 111 
Amharic they must think in the target language so that they do not bring in any feature of their mother tongue (Tigrinya) and the teacher should explain why certain constructions 
are ungrammatical, ill formed and meaningless in Amharic. To this effect, the teacher should have a very good command of Amharic as well as Tigrinya the mother tongue of his students. It is worth effective, teachers should have pedagogical knowledge to choose effective language teaching methods and to teach their students. 
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Teachers of Amharic should advise their students to pcrsevcrc in stud ying Amharic. 
Since there are no short cuts to learning the language, when they are sufficicntly exposed to the language through the various language skills of reading and listening, the 
possibility or making errors is minimized. Moreover, Teachers should encourage thei r students to write by providing helpful criticisms and not damaging oncs. They should make constructive criticisms of their students' work. Over-insistence on 'correctness' hinders the learning process. The right attitude of the teacher is impoliant for students who are grappling with the complexities of Amharic grammar, vocabulary, pronunciation and other linguistic part. 

All most all of teachers of Amharic are non-native speakers of Amharic. It is not their first language. Consequently, there is a likelihood of thcm going wrong in some aspects 
of the language while teaching Amharic. In order to upgrade themselves professionally as good models of the language they teach, they have to try to approximate native speaker competence and they need to keep themselves abreast of current issucs by read ing books 
and journals related to their profession. 

When teaching Amharic teachers should pay special attention to an areas where students are likely to wrong in their writing and speaking. The teacher ought to provide an explanation with regard to the possible source or cause of error to bring about an awareness of what could be the potential contributory factor for their making errors. 

4.3 Affective Factors that Influence' the Students' Learning of Amharic 

This subtopic deals with the analysis of the affective factors in learning Amharic as a second language by Tigrinya native speakers. Under this part the researcher assesses and analyzes the students' attitudes towards on the second language (Amharic), teachers' and parents' attitudes towards the second language on the one hand and parents' and teachers' motivations and encouragement for their children on the other hand. Different methods of data collection were applied for this. For example, the questiorU1aire is used for students, 
teachers, and the interview for the parents. Classroom observation by the researcher was also employed effect ively. 
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4.3.1 Students' Attitudes Towards Learning Amharic as a Second Language. 

This part deals with the students' attitudes towards the learning of Amharic as a second 
language. Respondents were given attitude related statements about learning Amharic as 
a second language. The statements were prepared with alternatives in a fi ve point Likert
type scale ranging from I (strongly agree) to 5 (strongly disagree). In reference to 
students' attitudes, questions were preserited for students, for teachers, and for parents. 
Their responses are presented in the tables below. 

Item] ]: "/ think Amharic is the most interesting subject that we have lit school. " 

Item] 4: "1 like learning Amharic starting/rom grade one. " 

These questions are designed to evaluate the students' at titude towards the learning 
Amharic as a second language. 

Table 4: students' opinion about their attitude towards learning Amharic (n=70) 

Item nQ Respondents responses 

SA A N D SD Total 

II F % F % F % F % F % F % 

12 17. 14 17 24.14 2 2.28 33 47.14 6 8.57 70 100 

14 20 28 .57 18 25.71 3 4.28 12 17.14 17 24.28 70 100 

Note that in this table and other similar ones, SA, A ,N,D,SD in the table represent, 
strongly agree, agree, no opinion, disagree, strongly disagree, respectively. 

In item II, the students were asked whether or not they found learning Amharic is more 
interesting than other subjects. In reacting to thi s statement, a great number of 
respondents, 33 (47.14%) and 6 (8 .57%) (i.e 55.71 % in sum) disagreed on the statement. 
On the contrary 17 (24.28%) of the respondents agreed and 12 (17.14%) (i .e 41.42% in 
sum) of the respondents strongly agreed on the statement. The rest of the respondents, 2 
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(2.85%) had no opinion regarding this item. This means that most of the respondents, 55 .71% reported that they do not find learning Amharic so interesting, while 41.42% of the respondents indicated that they find learning Amharic so interesting compared to the other subjects. Those who had no opinion regarding this item were not great in number. 
Item 14, was also designed for students to reflect their preferences they had to learn Amharic as a subject starting from grade one. In response to this statement, 20 (28.57%) and 18 (25.71%) (i.e 54.28% in sum) of the respondents reported that they agreed to learn Amharic starting from grade one. Those who strongly disagreed and disagreed on the other hand, covers 17 (24.28%) and 12 (17.14%) (i. e 41.42% in sum) respectively. 3 (4.28%) of the respondents had no opinion on the statement. As can be seen from the above table majority of the students (54.28% ) reflected that they had the willingness to learn Amharic as a subject starting from grade one while a significant num.ber 41.4% of respondents had no favorable attitude towards learning Amharic starting from grade one .. 

To crosscheck this result, a similar statement is rai sed for teachers in the questionnaire, the result of which is presented in tableS. 

Item14 "My students have high interesl towards Amharic as a second language" this question was designed to investigate what the teachers felt about the attitude of their students towards learning Amharic. 

\ 

\ 

TableS: teachers' opinion about their students interest towards Amharic (n=12) \ 
Item nQ Respondents responses 

SA A N D SD Total 

14 F % F % F % F % F % F % 

1 8.33 3 25 1 8.33 5 41.7 2 16.66 12 100 

As table 2 depicts, the interest of students to learn Amharic is almost unfavorable. A great majority of the respondents,S (41.7%) disagreed and 2 (16.66%) respondents 
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strongly di sagreed (the sum is 58.34%). On the other hand, 3 (25%) agreed and 1 (8.33%) 
respondent strongly agreed which makes a sum of 33.33%. The rest 1 (8.3%) respondent 
had no opinion on the statement. So we can infer that, the majority of respondents, 
58.34% disagreed on the statement stating that students had favorable attitude towards 
learning Amharic. 

4.3.1.1 Students' Attitude Towards Language use 

This part evaluates the students' attitudes towards the use of Amharic language in their 
daily life. Regarding this one question is posted for students to ensure whether they have 
positive attitude to use Amharic or not. 

Item]2: "When] write lellers to my Fiends. ] prefer to lise Amharic . .. 

Table6: students' response about the use of Amharic 

Item nQ Respondents responses 

SA A N D SD Total 

12 F % F % F % F % F % F % 

7 10 17 24.28 3 4.28 18 25.7 25 35.7 70 100 

The response of students to item 12 is, 25 (35.7%), strongly disagreed and 18 (25.7%) 
disagreed (i.e 61.4% in sum) on the idea that students do not prefer writing Amharic 
letters to their friends. However, 17 (24.28%) and 7 (10%) respondents agreed and 
strongly agreed (i.e a totally of 34.28%) on the statement that depicts the preference of 
students to write letters in Amharic. The remaining 3 (4.28%) respondents had no opinion 
on the idea. From this, we can deduce that a majority of respondents 61.4% do not agreed 
on the pref'crence of Amharic whereas a small number of respondents . 34.2% have 
preference on the use of Amharic to communicate with friends through letters. 

87 

" 

\ 

\ 

\ 

\ 

\ 



When we see the attitude of the students towards language use in their daily"life, the great majority of students do not use Amharic when they write letter for their fri ends. This may be one factor for their less proficiency in the second language in their learning. 

4.3.1.2 Students Language use and Proficiency 

This part is designed to check the students" use of the language their level of exposure to it and to see how this affects their result. For the purpose, two close and two open-ended 
questions were presented. 

ItemI: Do you speak Amharic out side the classroom with your parents and Fiends?" 
In item .one, the students were asked whether they get the opportunity to speak Amharic out side the classroom. A great majority of students 60 (85.71 %) replied 'no' and a small number of students 10 (14.28) answered 'yes:. No one replied ' no opinion.' 

Item 2: If your answer for question NQ 1 is 'no' what are the reasons for that. Item 2 was designed in order to know the reason that made students not to speak Amharic out side the classroom. As the data obtained from this item reveals the majority of the students did not speak Amharic and according to them, the major reasons are: 

a) that there was less opportunity of getting Amharic speakers; and 

b) that they had less motivation from their parents to speak the language. 

Item 3: Do you get good result in Amharic exrun? 

This question is designed to know the students Amharic language ability and to know how proficient the students in Amharic both in the teaching learning process. 

In reaction to this question, an interesting result is recorded. A great majority 54 (77.14%) of the students, responded negatively that they do not get good result in Amharic. Moreover, a small number of-students 16 (22.85) replied positively as they get good results in Amharic. No one replied 'no opinion.' 
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Item 4: If your answer to question number 3 is 'no' what do you think was the reason? In order to know the reason that made the students not to score good results in thcir Amharic exam a reflective question was prepared for the students. As the data obtained from thi s item reveals, the majority of the respondents failed to score good resu lts because of the 
following points: 

a) Since their teachers do not encourage them to master the language they don't 
score good results. 

b) Because they do not have the chance to use Amharic outside the classroom and 
they do not get the exposure to use the language. 

c) In their home and environment, only Tigrinya IS the usual language for 
communication. 

4.3.2 Students' Motivation for Leal'l1ing Amharic as a Second Language 

This part examines whether the learners are instrumentally or intgratively . motivated or 
not. To thi s two questions one instrumental and one integrative type motivation question were designed. 

Item20: "1 like learning Amharic to get a high payingjob in the futllre. " 

Table7: Students' opinion about their motivation towards learning Amharic (n=70) 

Item nQ Respondents responses 

SA A N D SD Total 

13 F % F % F % F % F % F % 

47 67.14 18 25.7 0 0 3 4.8 2 2.8 70 100 

To this statement, a great majority of the respondents 47 (67.14%) strongly agreed and 18 (25.7%) agreed which is 92.84% in sum. In contrast, very few in number 3 (4.2%) and 2 
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(2.8%) of the participants disagreed and strongly disagreed, respectively to the statement. 
No one responds to have ' no opinion.' 

From this result, it is possible to infer that the greatest majority of the students are 
instrumentally motivated to learn Amharic. As explaincd in the literature review, 
instrumentally motivated students learn a second language for practical reasons like to get 
a job, to pass an exam etc. rather than for reasons of appreciating the native speakers' 
culture and other integrative reasons (Cook, 200 I). 

Another question is designed to see whether or not students appreciate the native speaker 
of Amharic and to check whether the students are integratively moti vated. 
Item1 8: "1 enjoy meeting people who speak in Amharic." 

Table8: Students' opinion about thei r in tegrat ive motivation towards learning Amharic. 

item nQ Respondents responses 

SA A N D SD Total 

18 F % F % F % F % F % F % 

21 30 18 25.7 8 11.4 8 11.42 15 21.4 70 100 

The above question reflects an assessment of the intended behavior that is reflected by 
the students. From the figures in the table, large number of respondents 21 (30%) 
reported that they strongly agree on the statement and 18 (25 .7%) of them reported that 
they agree (i .e. 55.7% in sum) on the statement. However, 15 (21.42%) of them strongly 
disagreed on the statement and 8 (11.42%) of them (a sum of 32.84%) replied that they 
had unfavorable attitude towards Amharic speakers. The rest 8 (11.42%) of the 
respondents have no opinion on the statement. 

The result implies that 55.7% of the respondents do have positive attitude towards 
Amharic native speakers while a significant minority 37.13% have negative attitude 
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towards the native speakers of Amharic. Therefore, the majority of the students are 
willing and interested to interact with Amharic native speakers. As pointed out by 
several scholars favorable attitude to wards the speakers of the target language lead the 
students to have favorable attitude towards the language, the language and the teacher 
and this in turn leads to high motivation. 

According to Gardner and Lambert (1972) in McLaughlin (1985:188), subjects who had 
an 'integrative' motivation who learned the language in order to become like members of 
the target language group -become more successful learners than those who had an 
instrumental motivation -learning the language for practical reasons such as passing an 
exam, or getting a job. Moreover, studies by Ellis (1994) and Naiman, et al (1978) cited 
in Spolsky (\ 989), reveal that students who were integratively motivated were more 
active in a second language classroom than instrumentally motivated ones. Unlike the 
above concepts, other studies show that there are conditions under which' instrumental 
motivation leads to more successful second language learning than does the integrative 
motivation (Izzo, 1981). 

Even though scholars suggest their own argument about the role of motivational 
orientation (students motives) for second language learning, but the case of the present 
study sample area students (Wukro primary schools), the students motive to learn the 
second language is both instrumental and integrative even though the instrumental 
motivation recorded the highest score when we compare with the result of the score of 
integrative motivation. We can infer from the result that the students' language 
proficiency and the type of orientation (motive) to learn the language have not direct 
relationship. The students' second language proficiency is very low but (hey are both 
instrumentally and intgratively motivated. Therefore, the reason for their becoming less 
proficient is not, a matter of the orientation they have rather the effect of their mother 
tongue interference and other causes may be the principal causes for their less proficient. 
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4.3.3 Teachers' Attitude Towards the Learning Amharic as a Second Language by 
their Students 

It is worthwhile to evaluate and know the attitude of teachers in the second language 
teaching and investigate what teachers feel about learning Amharic as second language for Tigrinya native speaker students. For this, questions were prepared both for teachers and for students. Regarding the questions; their results are present below. 

/tem19: "/ have high interest to teach Amharic for my students. " 

Table9: Teachers' opinion about their interest in teaching Amharic (n =J 2) 

Item nQ Respondents responses 

SA A N D SD Total 

14 F % F % F % F % F % F % 

3 25 4 33.33 I 8.33 2 16.66 2 16.66 12 100 

The above table indicates that the majority 4 (33.33%) of the respondents reflected their strong agreement on the statement and 3 (25%) respondents also reported that they agreed that they" have high interest to teach Amharic. However, 2 (16.6%) respondents replied their disagreement and 2 (16.6%) reported that they strongly disagree on the statement. The rest I (8.3%) replied as no opinion regarding the statement. 

From the figure , we can say that the majority of the respondents (i.e 58.33% in sum) reflect their favorable interest to teach Amharic but a significant minority ( i.e 33.33% in sum) of the respondents reflected their negative interest to teach Amharic. Thus it is quite noticed that making all the teachers to have positive interest in their teaching of Amharic for Tigrinya native speakers. This may solve the students' level of proficiency in their learning Amharic. 

92 

. , 

\ 

\ 

\ 



Another question was posed for students to reveal their teachers attitudes towards teaching Amharic and to cross check with the result found in the teachers questionnaire. 
Jtem8= "My teacher is not happy to teach us Amharic" 

TablelO: Students' responses on their teachers' attitude towards teaching Amharic (n ~ 70) 

Item nQ Respondents responses 

SA A N D SD Total 

8 F % F % F % F % F % F % 

8 11.42 10 14.28 12 17.14 22 31.42 18 25.71 70 100 

In response to this item, 22 (31.42%) students reported that they disagree on the above statement which indicates that their teachers are happy in teaching Amharic. 18 (25.71 %) 
of the respondents replied that they strongly disagree with the statement. On the contrary, 10 (14.28%) of the respondents agree with the statement and 11.42% reacted their strong agreement with the statement. The rest 12 (17.14%) of the respondents replied as they are not sure whether their teacher is happy in his/ her teaching Amharic or not. 

From this we can conclude that most of the respondents, (i.e 57.13% in sum) reported that their teachers are happy to teach Amharic while (i.e 25.7% in sum) respondents are unhappy in teaching Amharic. From the above two related questions of teachers and students we can conclude that most of the teachers have high interest in teaching Amharic 
while only a small proportion of the teachers lack interest in the language. From this w~ can say that pedagogically if teachers are interested in the subject matter, students also interested to learn the subject and they become good learners but the case of Tigrinya 
native speaker students learning Amharic as a second language, they are not interested to 
learn and to speak in the language. So teachers should encourage students to become interested in the subject and to speak in Amharic with their fellow students in school and 
create an atmosphere in class that is conducive to learning the language easily. ' 
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4.3.3.1 Teachers' Attitude Towards the use of Amharic 

This part examines the teachers' attitude' towards the use of Amharic language. It answers the question of are teachers make their students to speak in Amharic? Are they arranging 
means or ways of expanding the exposure of speaking Amharic to their students? Concerning this topic, two questions were posed for teachers and for students to make sure whether the results similar or not. 

Iteml8: "lleel relaxed when J lise Tigrinya during Amharic lesson. " 

Tablell: teachers' opinion towards the use of Amharic (11=12) 

Item nQ Respondents responses 

SA A N D SD Total 

18 F % F % F % F % F % F % 

5 41.7 3 25 I 8.33 2 16.66 1 8.33 12 100 

In iteml8, teachers were asked whether or not they like to use Amharic during Amharic lesson. In response to this, 5 (41.6%) teachers responded strong agreement on the use of Tigrinya instead of Amharic during Amharic lesson and 3 (25%) of the respondents agreed on the statement saying that they use Tigrinya during Amharic lesson. However, 2 (16.66%) and I (8.33%) teachers disagreed and strongly disagreed with the statement, respectively. One teacher respondent did not reply about the issue. 

From this result, we can conclude that a great majority of the respondents (i.e 66.66% in 
sum) enjoyed using Tigrinya during Amharic lesson. Whereas a small number (i.e 25% in sum) of respondents did not enjoy speaking Tigrinya during Amharic class. Hence, 
teachers are not happy to speak Amharic in their teaching. 

Item19: "My teacher advice and motivate me to use Amharic in and out side the classroom. " Students were asked another question to evaluate how much their teachers 
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advice and motivate them to use Amharic in (during Amharic lesson) and out side the 
classroom in community. 

Tablel2: students' opinion about their teachers motivation and encouragement (n =70) 

Item Respondents responses 

n9, 
SA A N D SD Total 

19 F % F % F % F % r % r % 

10 14.2 17 24.28 3 4.28 18 25.71 22 31.42 70 100 

In this item, students were asked whether their teacher advised and motivated students to 
use Amharic in and out side the classroom. 22 (31.4%) of respondents strongly disagreed 
and 18 (25 .7%) disagreed with the statement. However, 17 (24.2%) of respondents 
agreed and 10 (14.28%) strongly agreed with the statement. The rest 3 (4.28%) 
respondents had no idea on the issue. We can conclude that (i.e. 57% in sum) of the 
respondents replied negatively while only 38.5% were positive about the statement. This 
entails that teachers do not act as a good language teacher. 

From the two statements forwarded for teachers and for students, all the responses 
portray that even though the majority of the teachers have favorable attitude towards 
teaching Amharic as a second language, they enjoyed speaking Tigrinya in Amharic 
lesson and the advice and motivation they give to their students is less than the expected. 
This contributes negatively for the development of students' proficiency level in 
Amharic. Therefore, the Regional Educational Bureau with collaboration to the school 
principals should aware them to use Amharic (the target language) in Amharic lesson and 
tell them to advice and motivate their students to use Amharic in and outside the 
classroom and become fluent in the language. 

Teachers should be advised their students to listen to good Amharic from whatever 
available source-radio, television, native speakers and good local speakers of the 
language and teachers should encourage students to speak in Amharic with their fellow 
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students, teachers and other students in school and create an atmosphere in class that is conducive to learn the language easily. 

4.3.3.2 Tcachcrs' Views about the Motivation of LCllrning Amharic 

Item 17: Learning Amharic is important for students' futllre carrier. 
This question is designed to know whether teachers are instrumentally moti vated or integratively motivated towards the learning of the language. Regarding th is statement the response of teachers are presented in the table bellow. 

Table13: Teachers' opin ion about usc of Amharic as instrumentaimotivation (11 =12) 

item nQ Respondents responses 

SA A N D SD Total 

17 F % F % F % F % F % F % 

4 33.33 3 25 1 8.33 2 16.66 2 16.66 12 100 

Item 17 was designed to identify whether teachers favor instrumental mot ivation to learn Amharic. In response to the item, 4 (33.33%) of the respondents strongly agreed and 3 (25.5%) agreed. On the contrary, 2 (16.66%) respondents strongly disagreed and 2 (16.66%) agreed with the statement. The rest 8.3% had no opinion on the idea. We can infer from this result that the majority of respondents (58.33%) are in favor of instrumental motivation for learning the second language whereas sign ificant minority (33.33%) respondents are not in favor of instrumental motivation. 

The next statement is designed to see whether or not teachers believed on the integrative purpose or the importance of Amharic to enable them know Amhara culture and become member of the society. 

Item15: I like Amharic language because I love Amharic native speakers and I appreciate their culture. 
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Tablel4: Teachers ' opin ion about use of Amharic as integrati ve mot ivation (n= 12) 
Item nQ Respondents responses 

SA A N D SD Total 

15 F % F % F % F % F % F % 

2 16.66 3 25 1 8.33 3 25 3 25 12 100 

In response to the above statement, 2 (16.6%) of respondents strongly agreed and 3 (25%) respondents agreed on the integrative statement. On the other hand, 3 (25%) and 3 (25%) respondents disagreed and strongly disagreed on the statement. Onl y one respondent responded as no opinion. Therefore, we can infer from the result that the majority of the students 50% respondents do not in favor of the above integrative moti vation for learning Amharic. Significant minorities (41.66%) of respondents do not agreed or believe on the integrative function oflearning the language. 

In summary, the teachers in the study area are both instrumentally and integratively motivated even though thcir instrumental motivation is more than the integrative 
motivation when we compare the two types of motivation. When we see the effect of the motivational orientation in their learning Amharic, it is less than the expected. 

4.3.4 Parents Attitude Towards their Children's Learning Amharic as a Second 
Language 

As Gardner (1968) pointed out, "a parent with a positive attitude towards the second 
language learning and the target speakers plays an active role in promoting success in their Children's second language learning by transferring their positive attitudes to their children. " According to him parents with positive feelings about the learning of the second language actively encourage their children to learn the second language by stressing on the importance of doing well in that course and by encouraging the children to practice the target language using all the opportunities they get. 
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The researcher raised a question for the students to reflect their view on their parents' attitude towards learning the second language (Amharic). In addition, interview quest ions were also prepared to the parents them selves to assess whether or not parents have positive attitude towards Amharic. The response of students concerning their parents attitudes towards learning the language are presented below: 

/Iem13 = "My parents show considerable inferest in my Amharic learning." 

Table 15: students' opinion about their parents' attitude towards learning Amharic. (n=70) 

Item Respondents responses 
nQ 

SA A N D SD Total 

13 F % F % F % F % F % F % 

10 14.3 13 18.6 0 0 22 31.4 25 35 70 100 

In item13, the students were asked whether their parents show interest in their learning of Amharic as a second language or not. In response, 25 (35%) students responded strong disagreement and 22 (31.4%) disagreement. However, a small number of the respondents indicated that their parents show considerable interest in their learning of Amharic. Accordingly, 13 (18.6%) of the participants agreed and 10 (14.3) of the participants 
strongly agreed, respectively. No one is responded as no opinion. 

From this, we can understand that a total of 66.4% of students replied that their parents do not show considerable interest towards their chiidren's ' learning of Amharic as a second language. On the contrary, only 33.7% of the respondents reported that their parents show considerable interest towards their learning Amharic. From this, we can deduce that a great majority of parents do not involve in their children's learning of Amharic as a second language. As pointed out by several scholars' favorable attitudes of parents towards learning the target language and the involvement leads to the students ' 
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having favorable attitudes towards the language, towards the language use, towards the 
teacher, and this in turn leads to high motivation and high achievement. 

In support to the above scholars since .the majority of the respondents, parents do not 
show considerable interest the students' Amharic proficiency is low and the students have 
not favorable attitude towards the language thi s may be due to the reason that their 
parents do not have positive or favorable i'nterest towards learning the language. So the 
students' Amharic proficiency and their parents' interest towards Amharic have direct 
relationship and thi s may be the reason for their becoming less proficient in their learning 
Amharic. 

4.3.4.1 Parents' Motivation for Learning Amharic 
Another statement was presented for students to express their agreement regarding their 
parents' motivation oflearning Amharic as a second language. 
Item20: "My parents f eel that it is important to study Amharic to increase job opportunity 
outside the region. " 

This question was designed to evaluate whether the parents are instrumentally or 
integratively motivated to the learning of Amharic as a second language. 
Table 16: Students' opinion on their parents ' motivation for learn ing Amharic (n=70) 

Item Respondents responses 

nQ 
SA A N D SD Total 

20 F % F % F % F % F % F % 

22 31.4 21 30 2 2.8 18 25.7 7 10 70 100 

In response to the statement, 22 (31.4%) respondents reported that they strongly agreed 
and 21 (30%) agreed with the statement. On the other hand, 18 (25 .7%) and 7 (10%) 
respondents disagreed and strongly disagreed with the statement, respective ly. The 
remaining 2 (2.8%) of the respondents replied that they have no opinion on the idea. 

99 

'. 



(. 

t, 

From this, we can infer that a great majority of respondents 61.4% parents feel that 

learning Amharic so lves the problem of job opportunity. In general, from thi s we can 

safely conclude that students' parents are instrumentally motivated fo r their children's 

learning of Amharic as a second language. 

4.3.4.2 Parents Attitude towards the use of Amharic 

Regarding this one item is raised for students to reflect their view on their parents' 

attitude towards their use of Amharic. 

Item 18: "My parents/eel happy when I speak Amharic in my home." 

Table!7: Students' op inion on their parents' attitude towards the use of Amharic (n=70) 

item Respondents responses 

nQ 
SA A N D SD Total 

18 F % F % F % F % F % F % 

18 25.7 15 21.42 10 14.28 18 25.7 9 12.85 70 100 

As can be seen from the table, 18 (25.7%) of the total respondents replied their strong 

agreement on the statement and 15 (21.4%) of the respondents reported their agreement. 

On the contrary, 18 (25.7%) of the respondents disagreed with the statement and 9 

(12.85%) strongly disagreed with the statement. A significant number of students 10 

(14.28%) replied that they are not sure whether or not their parents are happy when they 

use the language. 

From this we can see that, 40.7% of the students reported that their parents' have pos itive 

attitude towards their use of Amharic. A significant number of parents are not happy 

when their children speak Amharic. Thus most students are not motivated by their parents 

and this may contribute to the students' negative proficiency. 
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Saylor (1973:4) cited in Solomon (1995:28) asserts that the most important 
environmental influence which affects learners' attitude towards the language is believed 
to be support and sympathy he/she was given at home. Negati ve attitudes by the secon? 
language learners towards the target language, towards target language speakers and 
towards the language learning situations lead to unsuccessful second language learning. 

The case of the subjects of this study, the learners do not get support and encouragements 
to speak Amharic at home and as a result, their Amharic proficiency is less and the 
students do not get the opportunity to speak Amharic in their home wi th their parents and 
this may be the cause fo r their becoming less proficient and the cause to have negative 
attitude towards learning Amharic. 

4.3.5 Teachers' and Parents' Encouragement of Students to Learn Amharic 

This part examines whether or not students are motivated by their parents and teachers t? 
learn Amharic. Different questions were designed for teachers and students. Here, the 
results are examined. 

4.3.5.1 Teacher's Encouragement of their Students in their Learning Amharic 

Item! 6: I encourage and motivate my students to develop Amharic 

In item 16, teachers were asked whether or not they motivate and encourage their 
students to learn and to develop Amharic. Their response is given in the table below. 

Tablel8: Teachers ' motivation and encouragement to their students (11=12) 

Item nQ Respondents responses 

SA A N D SD Total 

16 F % F % F % F % F % F % 

4 33.33 3 25 3 25 2 16.66 0 0 12 100 

101 



In reaction to the above statement, 4 (33 .33%) respondents strongly agrced and 3 (25%) 
of them agreed with the statement. On the contrary, 2 (16.66%) respondents di sagreed 
with the statement and there was no strong di sagreement. A signifi cant number, 3 (25%) 
of respondents had no opinion for the statement. 

From thi s we can realize that most of the /lAIachers (58.33%) motivate and encolll'age their 
students to learn Amharic. In contrast a .significant minority (25%) of teachers had no 
opinion on the issue this may be an indicator of their absent of mot ivation and only 
minorities of teachers do not motivate and encourage their students to learn Amharic. 
To cross check the results in item 16 a parallel question is prepared in the s tudents' 
questionnaire asking whether or not their teachers motivated and encouraged them to 
develop Amharic proficiency. 

Item! 3: My teacher encourages and motivates me to learn and develop Amharic 
proficiency. 

Tablel9 : students' opinion about their teachers' motivation and encouragement in their 
learning Amharic (n=70) 

Item Respondents responses 

nQ 
SA A N D SD Total 

13 F % F % F % F % F % F % 

10 14.2 5 7.1 5 7.1 20 35.7 20 35 .7 70 100 

As can be seen from the above data, the maj ority, 20 (35.5%) respondents who disagreed 
and another 20 (35.7%) who strongly disagreed (71 % in total) said that their teachers did 
not motivate their students to learn the language. On the other hand, only 10 (14.20%) of 
the respondents strongly agreed and 5 (7. 1 %) of the respondents agreed that their teachers 
motivated and encolll'aged them to learn the language. The rest 5 (7%) respondents 
reported that they have no idea on the above statement. From thi s result, the researcher 
senses that only 21.3% of the students responded positively on their teachers' motivation 
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to learn the language while a huge number of students (71 %) clai med that their teachers 
did not motivate and encourage them to learn Amharic. 

From the above two parallel questions forwarded for students and teachers, there is n 
difference between the responses we get from themselves and from their students so from 
this difference the researcher can conclude that the teachers' motivation and 
encouragement to their students is less and rare. This implies that thc students negative 
improvement of learning and developing Amharic. In general, teachers ' encouragement 
and motivation may be a principal cause fo r students less proficient. 

4.3.5.2 Parents' Support of their Children in Learning Amharic 

/lem15: "/ gel family supporl andfoliow up 10 learn Amharic . .. 

Table20: students' opinion about their parents support and follow up in their learning 
AmhariC (n=70) 

Item Respondents responses 

nQ 
SA A N D SD Total 

15 F % F % F % F % F % F % 

10 14.28 15 21.4 3 4.28 24 34.28 18 25.7 1 70 100 

As the above data shows, 24 (34.28%) and 18 (25.71%) of the students responded that 
they disagreed and strongly disagreed, respectively, with the above statement. On the 
other side, 15 (21.4%) students agreed and 10 (14.28%) students strongly agreed with the 
statement. The rest 3 (4.28%) students had no opinion on the statement. From the result, 
we can conclude that 60% of the students reported that they do not get fami ly support and 
follow up in their learning of Amharic whereas only 35.6 % of the respondents claimed 
that they get family support and follow up in the learning of Amharic. 
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Item 17: My parents help me in doing my Amharic homework. 

This question was designed to evaluate whether students get the opportunity to get 
support from their parents to develop their Amharic proficiency. In addition, it helps us to evaluate whether or not their parents have Amharic proficiency. 

Table21: students' opinion about the role ?f their parents in students' home work. 

Item Respondents responses 
nQ 

SA A N D SD Total 

17 F % F % F % F % F % F % 

3 4.28 15 21.4 2 2.85 24 34.28 26 37.14 70 100 

We can understand from the above table that 15 (21.5%) respondents have agreed with and (4.28%) strongly agreed with the statement. On the other hand, 26 (37.14%) and 24 (34.28%) respondents strongly disagreed and disagreed with the statement, respectively. Thc rest 2 (2.8%) said that they have no opinion on the idea. 

This shows that very few ( only 25.6%) get help from parents in doing their Amharic home works whereas, the majority of the respondents 71.4% do not get help from their parents' in doing their Amharic home work. 

To ensure success of students in the learning Amharic, parental involvement in their home work is very essential. As already noted in the literature review, the participation of parents in the students' doing home works makes learning easy. (See Gardner's idea on page 31, Carrol's idea on page 32). 

In case of the subject students for this study, they do not get parents support and follow up in their doing Amharic home work because of two things: one their parents do not 
have the subject matter knowledge and second the parents do not want to speak Amharic at all. This is may have a negative contribution in the students' Amharic proficiency. 
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4.3.6 Data from Parents' Interview 

An interview carried out with twelve parents of students. This is designed for further 
assessment of the parents' proficiency of Amharic, their attitude towards their chi ldren's 
learning of Amharic as a second language, their motivation and encouragement for their 
children to develop and use Amharic and other related items used to minimize or totally 
solve the students' second language learning problems. Thi s has also helped the 
researcher to cross check with the data obtained from other instruments like the 
questionnaire related to parents' attitude and motivation of their children. 

To explore the attitude, motivation and encouragement of the students' parents for their 
children to learn, use and develop Amharic, nine questions were prepared and qualitative 
data are obtained from the interviewees. The first question is related to their own level oJ 
proficiency in the second language. 

ltemI: "How proficient are you in Amharic?"(n=12) 

Table22: self rated proficiency of Amharic by parents 

Skills Proficiency level 

V.good Good Fair Poor 

F % F % F % F % 

speaking I 10 3 30 3 30 3 30 

Listening 3 30 2 30 3 20 2 20 

Reading I 10 3 30 3 30 2 20 

Writing . 10 2 30 4 20 4 40 

Total 6 60 10 100 13 120 II 110 

As can be seen from the above table, 20% respondents reported that they had very good 
proficiency, 30% good proficiency, 30% fair and 30% poor proficiency in speaking 
Amharic. Their li stening proficiency is also, 30% very good, 30% good 20% fair and 
20% poor. With regard to the reading proficiency of the respondents, 10% very good, 
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30% good, 30% fair and 20% poor. With respect to their writing proficiency, 30% good, 
30% fai r and 40% poor. 

The data reveals that parents have different levels of bilinguality in Amharic, with better 
proficiency level in the spoken language. We can al so understand from the above data 
that since writing is difficult for second language speakers, there is poor proficiency level 
in Amharic literacy in the research area. . 

Itcm2: "Do you think that learning Amharic as a second language is necessary for your 
children? Why? Why not?" (n=12) 

In response to the above question, the majority (70%) of the interviewees responded that 
it is very essential to learn Amharic as a second language all over the country in general 
and for their children in particular. Only a small number (30%) of interviewees responded 
in disagreement on the necessity of learning Amharic as a second language. Those who 
agreed on the importance of learning Amharic as a second language pointed out that: 

It is nccessary because: 

• 
• 

• 

• 

It is the national language of the country 

It helps the learners to get job opportunity 

It makes students to participate in different social and economic domains of the 
country. 

It helps the students to communicate with people from the different cultures and 
heritages of the country easily. 

On the other hand, those who disagreed with the above statement pointed out that: 

• 
• 

• 

They live in Tigrinya speaking area and there is no need of adding Amharic. 
Its difficulty to the children contributes to their confusion rather th.an additional 
knowledge. 

Language is a means of identity and Tigrinya is enough to express the children's 
identity so there is no need of learning Amharic in addition. 
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As the above result shows the majority of the parents want their children to learn Amharic for instrumenta l and integrative reasons, while a small number of respondents do not even believe in their children learning of the language as a second language. 

ltem3: Do you speak (use) Amharic with your children at home? (n=12) 

In response to the above question, the majority (80%) of the interviewees responded that they do not use Amharic at all at home with their children, while only 10% of the 
respondents replied that they rarely use Amharic at home with their children. 10% of the respondents claimed that they use Amharic sometimes. There were no respondent that reported the frequent use of Amharic at home. 

We can deduce from this result the majority of parents do not use Amharic at home with their children and because of this students do not get any exposure at home to develop 
Amharic as a second language. 

As already indicated in the literature review, Carroll (1967) explains that "the greater the 
parents' use of the foreign language at home, the higher the mean score of proficiency of the students." So, favorable home environment makes students fluent in the second language. Supporting this idea McLaughlin (1985:83) pointed out that: 

One of the important influences on children success in acquiring a second 
language in the classroom is the way they experience language in the home 
and community. The other socia lly important influence on children's second 
language learning is the attitude of the parents and the community members 
to the target language. One might suppose that more favorable attitude 
towards the target language would lead to more successful second language 
learning. 

Second language learning needs strong motivation from parents. It was clearly 
indicated in the literature review that, highly motivated students tended to spend more 
time outside the classroom studying, and doing home works in the second language. When we come to the parental motivation of these students as far as the parents' interview is concerned, there were two questions raised to the parents. 
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Item 4: Do you encourage and motivate your children to develop the ir Amharic as a second language? (11=12) 

In response to the above question 60% of the interv iewees responded that they encourage and motivate their children to develop their Amharic while a sign ifi cant number (40%) of the interviewees claimed that they do not motivate and encourage their ch ildren to learn and develop Amharic. One of the interviewees reflected the fo llowing ideas: 

I motivate my ch ildren in their learning of Amharic frequently because 
Amharic is the national language of Ethiopi a. Since we parents are 
responsible to our children even better than teachers to make them aware 
and motivate to them lea rn Amharic. More time should spend with us than 
with teachers. Parents shou ld motivate their ch ildren by offering material 
support and psychological make up like appreciating, advising, giving 
tutorial support in the home and giv ing material prize li ke clothes, books 
and the like in the fo rm of reward to thei r know ing the second language. 

Another motivational question posed to the interviewees to reflect their idea for the whole community's attitude was the following: 

Item 5: What do you think about the attitude of the community 111 their children's 
learning of Amharic as a second language? (11=12) 

In response to the above question, about 80% of the interviewees reported that the 
community have a positive attitude towards Amharic whereas a small number (20%) of respondents said that they have a negative view towards the second language .Those who 
responded as having positive attitude explained their ideas one of which is shown below as a sample. 

In the last decades Amharic is assumed to be the language of the Dcrg 
the regime, and a solders' language so that the people (society) do not 
yearn for to speak Amharic even they get the opportunity to speak the 
language. But at the present time the whole community accepts and 
believes that Amharic is the national language of the country and people 
try to acqu ire and learn the language wherever and whenever they get 
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the opportunity and the exposure. Besides, the commu nity needs to learn 
and to become fluent speaker of the language. 

In this case, the parents seem to be aware of the language as the language of the 
federal republic or the official working language of the country and they are in need 
of becoming proficient in the language: From this, we can see that the community 
have positive attitude towards the language. Even though it is a good opportunity for 
the children to develop the language, awareness with out a practical help does not 
guarantee the students' achievement and proficiency in their learning Amharic. 

Itcm 6: What do you think would the reason for your children becoming 

less proficient in speaking Amharic? (n=12) 

For the above question, (70%) respondents reported that the reason for the children to 
become passive in Amharic language is lack of exposure. Because the most important 
thing that need for children to become fluent in language is the exposure, they get the 
target language at home, in the community, and at the school. However, when we come 
to the Tigrinya native speaker chi ldren, it is only Tigrinya they use for communicative 
purposes. They speak Tigrinya in their daily activities, and in the school, the medium of 
instruction is Tigrinya and learning Amharic takes place two days per week, which is not 
enough. Because of these reasons, children become less proficient in Amharic. 20% 
respondents, on the other hand replied that they do not know the reason for their 
children's becoming less proficient in Amharic while only one interviewee (10%) 
reported that the reason for becoming passive in Amharic is the economy i.e. they do not 
get additional materials to refer. 

Itcm 7: Do you feel happy and speak with them if you get Amharic speakers in 
your area? (11=12) 

This question is designed to check the parents' integrative motivation. So with regard to 
this question most of the interviewees responded that if they get Amharic native speakers 
they feel happy and speak with them. Their reason for their becoming happyis and speak 
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with Amharic is they are in need of developing Amharic and they need to know the 

culture of Amharic speakers and other regions. 

Item 8: Do you think there is a cultural difference between Amharic speakers and 

Tigrinya speakers? (n=12) 

Parents asked to posit whether there is a cultural difference between Tigrinya native 

speakers and Amharic native speakers. Their response is that "even though there is no 

much variation, it is true that the difference in language make difference in culture too." 

Item 9: If your answer is 'yes' for the above questions, do you believe the difficulty of 

Amharic for your children is due to this difference? In this item, since language and 

culture are not separable, question is asked for parents if the difference in culture causes 

difficulty not to develop the language. According to them, majority of the respondents 

reported that we do not say that only the difference in culture hinder students but in small 

amount; it may hinder. Example the usage of the language is determined by culture. 
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Chapter Five 

Summary, Conclusion and Recommendations 

5.1 Summary of the Study 

The general objective of thi s study was to. investigate and examine the impact of mother 
tongue interference and some affective factors in learning Amharic as a second language. 
Discovering the possible patterns and relationsh ips among such factors is also the 
objective of thi s study. To achieve thi s objective and to answer the research questions, 
162 sample subjects including students, teachers and students parents were drawn from 
the six schools (both from rural and urban areas) of Wukro Wereda. All the sample 
students were from second cycle primary school grade eight and all the teachers were 
Amharic teachers who offer Amharic fo r grade eight students. The rationale behind 
involving teachers as participants in the stud y was to see and evaluate the students' 
mother tongue problems in the eyes of teachers. In order to fulfill the stated objectives of 
this study, questionnaire, interview, observations, essay writing and recordings were the 
main instruments used to gather reliable data. The data obtained through the 
questionnaire, particularly the close-ended questions were computed using simple 
statistical operations such as frequencies and percentages. The data obtained from the 
open-ended part of the questiOlmaire, and from the interviews, the essay and recording 
were analyzed qualitatively. 

The study tried to see the impact of mother tongue interference in the students learning 
Amharic as a second language. The study also demonstrated the areas of the second 
language difficulty in the students learning of Amharic as a second language. Regarding 
the impact of mother tongue interferences, the phonological, morphological , lexical and 
syntactic interference (errors) were assessed and evaluated in the study. In the 
phonological interference of the students in their learning Amharic, the change of 
consonants and vowels were seen. With regard to the morphological interference; 
students' uses of the object marker, use of causative marker, use of benefactive and 
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malefactive markers, and formation of the compound nouns were seen an<;l analyzed in the study. 

In addition, in the study the students' errors committed because of the use of direct translation from their mother tongue into the second language and the students use of lexical borrowing because of their lack of second language vocabulary were also seen. The syntactic interference of the studelits, particularly in their use of coordinating conjunctions and their use of prepositions were also assessed in the study. 

In addition to the impact of mother tongue interference, the impacts of the affective factors (motivation and attitude) were investigated. Teachers ' and parents' effects of motivating students were assessed and discussed in the study. Concerning the attitude, the students, teachers and parents attitudes towards Amharic learning have been examined and with regard to the motivational orientations of the students, teachers and parents' motivational orientation in the one hand and the teachers' and parents' motivational role and encouragement on the other hand were seen and discussed in the study. 

5.2 Conclusions 

The following are the main of the findings of the study . 

• :. The linguistic impact of mother tongue interference was investigated in the study. 
Accordingly, the results of the study show that students face difficulties in the 
phonological , morphological, lexical and syntactic eve1s. Therefore, in learning the 
second language the mother tongue plays a negative role because it results in a clash 
of structures and ideas between the systems of the native language and the second 
language . 

• :. The students' native language Tigrinya influences the learners' pronunciation of the 
target language in at least two ways. First, the change of consonants and vowels i.e. when there are sounds in the second language which are absent or rare in the target 
language Amharic, or the vice versa; learners may not be able to produce or even 
perceive the sounds correctly. Regarding this, palatals, velars and labial sounds are 
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the causes for mispronunciation of Amharic by the Tigrinya native speaker students. 
Second, in words that have similar. meaning and slightly different forms, students pronounce items in the second language just as they are pronounced in their mother tongue. So in general the change of vowels and consonants in favor of the MT are 
widely seen by the students in the learning of Amharic as a second language . 

• :. Regarding morphological interference; the students' use of the malfactive marker, 
formation of the compound nouns, use of the causative marker and use of the object markers are the main causes of errors in Tigrinya MT learners of Amharic as a second 
language. In all of the concepts students commit errors in the learn ing of Amharic 
because of their mother tongue interference . 

• :. The study has conveyed that the differences that Tigrinya and Amharic have in 
syntactic structures led to the students' making of errors. These errors are particularly related to the use of conjunctions and prepositions and they are committed because of 
the mother tongue interference. Moreover, as the teachers' report in the questionnaire 
and the students' essay writing indicated at lexical level students make .Iexical errors because of mother tongue interference resulting from lack of the second language vocabulary and their use of direct and literal translation from Tigrinya to Amharic. 

.:. As the students essay writing and teachers questionnaire are concerned, phonological 
interference is the most frequent and the most observable type of interference that 
students encounter in their Amharic speaking and writing . 

• :. Students', teachers' and parents' attitude towards Amharic as a second language and 
their motivation towards the language were negative and and low respectively. So 
there is a significant relation between the students' motivation and the students' second language proficiency. Students do not get motivation and encouragement from their teachers and parents and because of this their attitude towards the second 
language is negative and their proficiency in Amharic is not to the expected standard. 
Thus there is a direct correlation between the negative attitudes, less motivation and 
less language proficiency. 
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.:. When we compare the type of motivation to learn Amharic as a second language, the 
study shows that the students, teachers and parents were both instrumentally and integratively motivated even though their instrumental motivation is higher than the 
integrative motivation . 

• :. Regarding the students' motivation and encouragement to learn the second language, 
the study demonstrated that they do nbt get motivation and encouragement from their 
parents and teachers. So the students' second language proficiency is low, and their 
educational achievements are low too. 

5.3 Recommendations 

Based on the results of the study, the researcher would like to make the following recommendations. 

1. In order to overcome the negative attitudes developed among students, teachers and parents; the government specially the Ministry of Education and the Regional 
Education Bureau, and the schools in collaboration with other non-governmental 
organizations should dJ"sign work shops, packages of training and other related 
motives to develop the awareness about the use of learning the second language for 
both the students, teachers and parents and change their attitude. They must also take 
the concrete actions to enhance the motivations of the students to make.the teachinglearning process of Amharic as a second language effective. As pointed out in the literature review, teachers and parents play an important role in the development of positive attitude of students towards the language and the learning of it. So the above concerned bodies should pay attention to change their negative att itude towards the 

language. 

2. In response to the items designed to assess the students' attitude towards Amharic and 
their exposure to the language out side the classroom, the majority of the respondents 
reported that they don't use Amharic both inside and out side the classroom because of the lack of exposure to Amharic in the envirorullent. It is therefore, 
recommendable that the schools in general and subject matters teachers in particular 
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should prepare a way to initiate and encourage studcnts to use and practice the 
language both inside and out side the classroom by dcsigning extracurri cular 
activities like arranging an Amharic day, involving the students in the school mini
media and making them to speak in Amharic and making the students to write poems, 
literature and the likes in Amharic. 

3. It is obvious that the language teacher and language learner should know the structures 
of both the mother tongue and the second language. Because such knowledge can 
help the language teacher identify the areas of difficulty or the sources of influence of 
the mother tongue on the second language. Teachers can use thi s knowledge to 
develop some methods to rectify the interferences. Moreover, it is recommendable 
that teachers should give emphasis for the difference in structurc and usage of the 
native language and the second language so that they can compare the two languages 
and find the gaps the students between intended proficiency of the students in the 
second language and the actual performances. They can also minimize the 
communication barriers and try to minimize or eliminate the gaps. 

4. For the designers of the curriculum of the Education Bureau of the Region it is 
recommendable that since the allotment of two periods per week for Amharic is not 
enough especially for the non-native speakers of the language to master the language 
at phonological , morphological, syntactic and lexical levels, curriculum designers 
should consider the shortage of time and consider the addition of periods. In addition 
the Regional Bureau should prepare enough materials that can help students to see the 
differences and the similarities between the first language and second language. 
Preparing a bilingual dictionary and additional reference books for grammar that can 
clearly indicate the differences between the two languages are also suggested. 

5. It is recommended that designers of Amharic as a second language curriculum for 
Tigrinya speakers work hand in hand with the Amharic teachers because these 
teachers can point out the areas of difficulty and their students' communication gaps. 
These endeavors should be carried out as frequently as poss ible to reassess and 
determine which aspects of the current syllabus fit into the students' needs. 
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6. According to the students' questionnaire, teachers who offer Amharic for Tigrinya native speakers usually use Tigrinya to explain and clarify difficult concepts during 
Amharic lessons. So it is recommended that teachers should minimize the use of 
Tigrinya to solve difficulties of ideas and concepts. To solve difficult terms, ideas and 
concepts, it is recommended to use contextual clues and examples in the target 
language rather than translating it in to the students' mother tongue. 

7. It is difficult for the Tigrinya native language students not to include their native 
language when they are talking or writing in the second language. So it is recommended that teachers' should pay a particular attention to the students' errors that cause interference of mother tongue in to the second language learning at every level and anticipate the errors prior to practice. The teachers effort in carrying out adequate drills to reduce the occurrences of the interference during language learning 

is really important to avoid the problem. 

8. The result of the present study reve<lled that affective variables influenced learners ' 
second language performance as language professionals, then; we have an obligation 
to respond not only to learners' linguistic needs, but also thei r affective needs to 
produce more successful language learners. 
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AppelldixA 

Addis Ababa Ulliversity 

College o/social sciellce allllllllllulIIilies 

Departmellt 0/ lillguistics alld Philology 

Questionnaire to be filled by tellchers 

Dear teacher: 

The purpose of this questionnaire is to collect primary data on the impact of mother 
tongue interference and some affective factors in second language acquisition and 

learning. Your contribution is very important to forward constructive suggestions and 
recommendations for the impact of mother tongue interference and some affective factors 

in second language acquisition for Tigrinya speakers in their learning Amharic. 

The effectiveness of this questionnaire depends on your genuine response to the 

questionnaire. Your response will be kept confidentially. Therefore, you are kindly 
requested to be as frank as possible while responding to each item in the questionnaire. 

Thank you in advance for your kind cooperation and time! 

General directions 

>- There is no need of writing your name in any part of the questionnaire. 

>- Be brief and direct in responding to the open- ended questions and write down your 

response in the space provided. 

General Information 

Name of your school: 

Age: 0 
Sex: MaleO Female o 

Academic qualification: TTIO Diploma 0 Degree 0 

Educational back ground: Language 0 Social science 0 
Natural science 0 others 0 

Your experience in teaching Amharic 0 



Direction two: Give:\ brief answer for the items requiring completion 
and choose the best answer for items requiring selection. 

\. In your students' Amharic essay writing, do you come across words that are 
completely/ genuinely Tigrinya? 

a. yes b. sometimes c. never d. not sure 

2. If your answer for question nQ 'I' is 'y~s, write the words students usually interferes? 

3. Among the following, which interference is most frequent in students' learning 
Amharic? 

a. phonological 

b. morphological 

c. syntactic 

d. lexical 

e. specify others ____ _ 

4. Are the syntax of Amharic different from Tigrinya syntax? 
a. yes b. no c. no opinion 

5. If your answer for question nQ '4' is ' yes' mention the syntactic difference in 
Amharic and Tigrinya. 

6. "Do you usually observe morphological interferences in your students' learning 
of Amharic?" 

7. Mention Amharic consonants which are difficult for your students in their speaking 
and writing Amharic and give exanlple for each consonant. 

8. Do your students make pronunciation errors because of vowel harmony? 
a. yes b. no c. not sure 

9. If your answer for question no '8' is 'yes', write the examples of vowels and their 
examples that your students frequently make? 

10. What problems do your .students encounter when they learn Amharic as a second 
language? 

\ 

\ 

\ 

\ 

\ 

\ 



II. Are you encountered with words which are structurally Amharic and lexically 
Tigrinya in your students essay writing? 

a. yes b.no c. no OpinIon 

12. If your answer for no is yes write·words that your students usually make in their 
pronouncing and writing. 

13. What so lution do you suggest to solver the problem of mother tongue interference in 
learning the second language? 

Direction two: in the table below, you are provided with statements that describe your 
opinion to wards the teaching-learning Amharic. Please indicate your agreement or 
disagreement by Putting a tick mark C/) in the boxes under the scales: SA, A, UN, D, 
SD where: SA = strongly agree, A= agree, N =no opinion, D=disagree, SD=strongly 
disagree. 

Attitude and motivation 

No Statements SA A N D 
SD 

14 My students have high interest to learn 
Amharic 

15 I like Amharic language because I love 
Amharic native speakers and appreciate their 
cultllre. 

16 I encourage and motivate my students to speak 
and develop Amharic. 

17 Learning Amharic is important for students' 
future carrier. 

18 I feel relaxed when I use Tigrinya during 
Amharic lesson. 

19 I have high interest to teach Amharic for my 
students 

20 Due to the similarity of the two languages 
students get difficulty 

21 I do not think two periods per week is enough 
for second language learners to acquire 
Amharic. 



Appendix B 

Tigrinya version of teachers' questionnaire 

".h·t\ rl: 'LO)·Ull'd: {} 

n,,-:o. ')'9"UC r l: (}'I-Mn 

·JI'Jincll/h. a o9"UC: 

01°7 l.tl 0/11 1· '7! I7IJ,/"'"'' r,;e '/'f""/(," ), tj; 1711tj;".t!,. :{"}:{, (:{'')~' "··7r.::) 
t7JA;ft fI"J,,:N[J''} 'IAk'· '1"/170.1>1: u,/"7l·'} ),·n fI"fI"'1C 'IA)"e :{"}U' (J,.o7C0 IIlJofl 00'H'. ), ·n 71-flA Clr//. uoo'i'D-I: ,}fI"h)",e-'}O/·'p'1f!. ,[,nd.;I· ')fI"C'/'n'} J,f!:: 

'i'.e/l 0/1'1. '7! 170/1,,,,,,, oMld· 710N'/ '} 'i'''''J/h, J, 170· '}'} ,/,,9'OJ' '} 71li'l 170At'I, 
( uot: ~fJ,;I') ),.{/ flU'I'n uot'lt: ". '//'Int: J,f!:: IJllll J,-,' Ufl 170At'I. ( l7ot:~fl,,9') fJ'}-'f. 
7IhJ,Il'/I h, 'I'J, OJ,}'1 rI,,9'OJ' '} h "fio}' '} ,n"'/I""'i' .e1f1:: 

uo·I·,/,t'Jt'lo. : 

.:. ),·n 7Ili'l.e n·'} r,:ell 0/1' 1. '7! 170 ,/,'"". OJt:·""·lifl" fI"o,/,tj; J,f''p''A '}: : 

.:. '1'f'.fI" IItj;'/: fI;./' ;I",. ),'n J,-"l7oAI,Il' J, tp'} 170AIJIl·fI" "Ao'} ·IT;I·OJ· '} .e rio '}:: 
.:. uoAt'I. J,·n fI"'1'n '1'1: fl"t:o 71flllU J,f! J,-,"nAfD uolT'Jt:'1. uoAt'I. J,·n t'J'},if. :p 

'}7IFFl7ofll' /""'.;1",. ,e-°7 uoAt'I. h(/J''} .eflJ,A J,f! J,-,,,nll'i Af" 'I.e fluAfI"· ( >,,»), '<PfI"TI fII.:: 

7i9" f1,.}. '.}. 9" U C ./: -----------------------------------------------

DY:oo : ,},;/,,,: 15 D 
Y;1' : '/'11 D 
c; ~ '}'9"UC'/: .I'.C}j : : 

15-18 D MtI.18 D 

D 
TTl D Diploma D Degree 

D 
D 

},"'IC<;' 
~,·}"ltl.l1<;' D I")tI), --------------

. , 
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UDrC,h. ,{,J:: '!I(JI" ,7"{';1--1' UDAll M~ kl"flAP UDu'It:'I. 7M,/I tf.J:A 't-l. JI"t:tJ 
rI,?r.C1 '7AtJ1 't-l. hlj:-/; {/;1- UDAll "e rfl·/f/:: 

:N\')' ·I·;r;"'/.{I1'1°}!. ~,;J{]l.oD·h·9"/tn }!. .e&.A'1'? 

v. ',m fl. ,IS. ",.I'. '1.1L ,h. ~,.e&.A'1'·} OD.C'?O<;' ~,.el'·}h··} 

2. Cj.e ;,1'1" 'I:6/, ,1,.1'. 00A~,li·9"rli·}. ,,'Hh.e'(· ''''''9'' h·fl· '1.1L (llA:I' '/P,:'·m· 
:I'll ')' m.e &oY.II ·)· .eCl,h1·/t,.:: 

3. >,,0 ~,o'lC<;' 0 0 9'''1 C M'<,·.e (l1A:I' '1·m:" M( 'O'IIfll'fl ',nifl:,' ~,.Ah·9" 

')'''19'''I,? 

vi fI'( .e:9"O At\'} M fI'( 9"M.e: <hi fI'( oocNC 
0 0 1 fI'( :I'll'/? ')'C'I'9" (11 111'1), ·oo"'ll'l. ,,'H'/AI( .I''1',/:fI·/I'l---

4. <i.e >,mlC~: fI'( OD'P~'C II·n Cj.e')·"1C<;' fI'( oo'/)')'C .e&.IIt!" p.? 

5, Cj.e ;,..t'. 'I:Cll },CCJCI'I' uoAflli·9,.rti'} ',01 '''''"/i.e'(' 1/&AtII(t!, 
.eClA,7·/t,. 

6. 'I-9'''IC''1'j },"'lC<;' I('n 'IIuo '/Ct!· ','P'} "'1'·9" h·t!· '1.11, ','h~IIfl9" Cj.e fI'( 9"M~' 
(llA:I' '1·m')· ,,'};J-.e ,,'};J-.e M"9"? 

7. 1-9" 'll T"9"/tn >,o'lC~: >,·n l/C1,M·t!·'} l/Cj'lCt!:} ','P'} hn.e:'I: 'II"/i'(· 'I"(n'n'I: 
·n>,·m')· >,C~,./Il,: 1 

8. ,nr,.e oor,n·n'I: 9"-:;')'C 9"I1'} ),,). -/'9'''1 C'li'9"rti'} c;.e (J09".e:"'1CI '/i'?C 
r ;J '1"{" 9" }!.? 

9. Cj.e ;,..1'. '/:Clt Mo'}-/- (JoAflli'9"/"li'} ',m k/·"/i.e'/· h'\"9" h·fl· '1.11, 'II'i:Ouo, 
fI')"";1")' .e "1t!O·I'I:: 

.. 

\ 

\ 

\ 



10, "'9'''/C'li'9''f'Ii'} },O'lC~: },'n '/100 'I CfI' M"} 1I,:J'r'/U ?" 0'1°'7-"1' 7,'};J '~ 

7,'};J'~ M"?"? 

ii, "'9'''1 C"li'9"f'Ii'} ,n},O'lCli',}'Hb }, 'n ·/lb;h1·fI· 7,'P'} C; ~ },O'ICli' '1oCb'} C; ~ 

')'''lCli' :) ..... :, .• } },,:Jm,00: li'9''f'Ii'} f!. ~6.ACP? 

12, <;~ ,)d'· ' /:b;'. ,}f1C'" ",.I'. 00All'fI'9"ni'} 7,(1) 7d'TI~'I' 7..1"9" h·fI· 1.11, },·n 
9"Y;"'W} 9"FI,W} 1I,:J'roo. :) ..... :,. ~"ltlO·/'1 

oo9"C(h. I1A"': 'I·Y·9" },·n <,\'}?,.":j. 1If1(1). ,',<'\11')' <;.).1) ,,,<,\·n C;~(/) 9"AI1')' 'n?"CP:)'9" 
oDAll/fI, ;J:,n,,; <,\'}?,. ";j. ·n~ = ·nn16°'l. ~rt"'lIJ°'lo ~ = ~rt°'lIJo'lIJ ",\, = , ',<'\'n I'·nfl~·} 
},~ =},~rt~o°'lo'} ·n},~ = ·n"lo~),~ll"'lIJ~b'} ~(ll.IltI · :: 

.,. A: oD·fI·7, ,I,<'\·n ·n~ .e .. h\' },~ n},~ 

14 " '9"'/C'~ }'°'lCli' 'W'9"'IC AO·A >,:{\,:/. M9'9" 

15 },~C~: 9"9"'IC 9,.rt 1H·6 ..... fI\~ ci~ '11CC; M ')' 
}9"CI)·n ~m·l'9" 

16 'H'9" 'I C' ~ },O'lCli' 'n<;1';"} '} li~6n'fI"} 
rnt-;J"H'9"'} 1""Il'nf9"'} 7,\' 

17 },O'lC<;' 009"'IC '}<;~ "'9" 'I C' ""ltI, '}C' ~,9" 
n"loo'l, m;J;o'l, M~ 

18 },O'lC~: },·n ·lI9"Ulfl· 7,'P'} ·1 '''l cli' 7"}'l,cp"'9" 
r.ll ~,ntl'/, 

19 'H9"'/C'~ },O'lC<;' 'W'9"'IC AO'A >':AI"l' M'I, 

20 n9"11·}J'·l, C;~ I1A"),9" Yf'HIf ;J")' "'oll<,\f1A'/'l-
"9'''/C' C:i~ 9"y:o'lb 0'19" ~n6("9" 

~ 1 },"'lCli' 119" I)A},~ Yf'}Yf },'n 1/00 'I CfI' 7,'P'} 
,·n flOD"} I1A'/- 1,lL 7, li'A },~"'(} 
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Appendix C 

Addis Ababa Ulliversity 

College of social sciellce amlhumallities 

Departmellt of Iillguistics alld Philology 

Questionnaire to be filled by students 

Dcar student: 

The purpose of this questionnaire is to collect primary data on the impact of mother 
tongue interference and some affective factors in second language acquisition and 
learning. Your contribution is very important to forward constructive suggestions and 
recommendations for the impact of mother tongue interference and some affective factors 
in second language acquisition for Tigrinya speakers. 

The effectiveness of this questionnaire depends on your genullle rcsponsl;: to the 
questionnaire. Your response will be kept confidentially. Therefore, you are kindly 
requested to be as frank as possible while responding to each item in the questionnaire. 

Thank you in advance for your kind cooperation and time! 

Gcneral directions 

~ There is no need of writing your name in any part of the questionnaire. 
~ Be brief and direct in responding to the open· ended questions and write down your 

response in the space provided. 

Gencral information 

Name of your school 

Age: 

Sex: 

below 15 

Male 
D 

D 

15· 18 

Female 

D above 18 

D 
D 

. , 



Direction one: Give short and brief answer for the items requiring completion and 
choose the best answer for items requiring selection. 

I. Do you speak Amharic out side the classroom with your parents and friend s? 
a. yes b. no C. no opinion 

2. If your answer for question nQ '4' is ' no ' write the reason in the space provided. 

3. Do you get good result in Amharic? 

a. yes b. no C. no Opll110n 

4. [f your answer for question nQ '2 ' is ' no ' write the reason in the space provided. 

5. "Does your teacher usually use Tigrinya language to explain concepts during 
Amharic lesson?" 

a. yes b. no c. no opinion 

6. [f your answer for nQ '5' is 'yes' in what context does your tcachcr lISC 

Tigrinya? 

" 

\ 

\ 

\ 

\ 



Direction two: in the table below, you are provided with statements that describe yo ur opinion to wards the teaching-learning Amharic. Please indicate your agreement or 
disagreement by Putting a tick mark (v") in the boxes under the scales: SA, A, UN, 0, 
SO where: SA = strongly agree, A= agree, N =no opinion D=disagrce, SD=strongly 
disagree. 

Attitude and Motivation 

No Statements of attitude SA A N 0 SO 

7 My teacher is not happy to teach us Amharic. 

8 My teacher feels that learning Amharic is very 

important. 

9 I think Amharic is the most interesting subject we 

have at school. 

10 When I write letters to my friends I prefer to use 

Amharic 

II My parents show considerable interest in my 

Amharic learning 

12 I would like to learn Amharic starting from grade 

one 

13 My teacher encourage and motivate me to learn and 

develop Amharic proficiency 

14 I get family support and foll ow up to learn Amharic. 

15 My parents motivate and encourage me to learn 

Amharic. 

16 I enjoy meeting people who speak in Amharic 

17 My teacher advice and motivate me to use Amharic 

in and out side the classroom. 

18 I like learning Amharic to get a higher paying job 

19 My parents feel that it is important to study Amharic 

to get job opportunity out side the region. 

20 My parents feel happy when I speaker Amharic in 

my home 

, , 

\ 

\ 

\ 

\ 



AppendixD 

Tigrinya version of students' questionnaire 

~ 'd'iCClH: },P,.ll Mlfl 

l.h·t\ rl' 'LO)' 177'1. rl"/J 

·n·N''' '/ C' 71f1"tjlr or'h 1. 'I! uor'",J"'J' 

fll6'l)l' fI"I,;J-{/I' '} 'II:\/. -J. -/"/170 J:"-I; 07u7-}' '} ),·n fl"fI" '/ C 'II:V,J'- I.''}I.' (', u7Cli') IIlIofi 
oo'}'/! J,·n 'lM6'l CMI. 1700£'"0-1; ,}fI"flj>'e",}-I·.R,tjf!. ,I,nt1.;1· ,}fI"C'/'I/'} lrf!:: 

£'"J'-Il or~,1.'I! uor'h-}'-}' oM!,.-1- 'lION'}'} £'"-J·'Jlh,lruo.'j') ,I,)I'OJ''} 'l/7i~ uo6'llJ. 
(uoL.LfI,;lj );·n fI"'/·n uoIJL-}' 'll'lnL lr{!:: ,MIl k)"u(I uu6'llJ. (u02.L;l,;lj tJ'},lf. 

7117),11'1111. -I'), u7'J~ ,1,)1'0)' '} l77im' '} ·n-}·r~,-}·£'" J'-tjfl:: 

~ H!fI" /19:'1; fI;r;l .. J· ),·n k}-uo6'l!,IJ' YI"J uo6'lIlIJ·YU '76'l0'} '/''1';1'0)' '} J'- ri· '}:: 
~ uo6'llJ_ ),·n fI"'/·n ~'I; fI"Lo 71nIJO l,(! kJ .. n6'lfD uoryL'!. u o6'llJ. ),·n I}'}I;. if. 

'J'lH:Fuuf/I' r~,·J!;I"'J· J:"u 7 uo6'llJ. 170)' '} J'-fll,6'l lrf! kJ .. nlJ·'; 6'l fA £,"J'- fI"6'lI7-}' 
(V)), ':h"'1'Im.:: 

7i9" /1,.) •. ). 9" U C·/: -----------------------------------------------

15-18 0 MtI. 18 0 

, , 



oo9"Cfll. "'~ : '1t19" ,)"r·;H· ooAI\. h~ h')'{\ASl' ooD'/I.'L 11" ,1\ 
/"'~A 9" I.M'L= : 

I. !-t,O 1llj:t1, (U'n" 9"il (lltI,I!;!-t'} qCll'l'n ~'0'1C~: "·C;'1.CII f/. ;"lj:NI'? 
V, },OJ 1'1 , ~,,el"(} ,I.. C'7()~: ~,,el"}h"} 

2, ~"O 'I tM "'.\" uuAil'lir ft. ~,,eI''O },'H'Jij!,'/. 9"'li'}J"', "JMI'I. 

3 }"O ~,l1']C<;' ,),,"uc'VIi 60· ';j. (II'Md' f/. ')'LIl'O? 

V, h(ll 1'1, ~,j!.I''O ,h. ,',<'1'0 l"Otl,e'} 

4 ~"O ,'tM Mil," uuAil·li/n. },,el"(} },'H'f',e'/· ,,,.tj'}y,,, "lM/'!. :: 

5. ~"O c;,e },"'}C<;' 1llj:t1 1.IL uu9"uCh'9" {h<'l(j'i"9"/',"} '},""l"l6 ')'''lC<;' ,err,,'uD./"'} 
f!.? 

U. h(U 1'1. },,eI''O ,h. ,',<'1'0 l"Otl,e'} 

6. ~"O ":M ,!,OI)··{H· uDAil ·lir ti. },(J) },;Hl1,e'/· }"O huu,e q,e'r)' qro·,v,. h9" 'WN'uu, 
"ltl6/'I. :: 

. , 

I 

\ 

\ 
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\ 

\ 
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. , 

"6,,VU''(J' 1J"i 
'l.o9lvU· :n~·t·t '< ,!!: ){.o'{ '(J'hl. U"{ '(J'"iVrv Ot: 

.1 ... 6'{'(J' n6"V"~ <l'< U·l,J .. M. \1'1i9 'I?-?IJ 
'(J'!, "~brv \1\1L1 U'L! J/ ... 6,,6U· ,!!Jl.o'{ '(J'"iVW 61 

.1'< V-'~ U·L!J,.6t 'I.'-?IJ 
afllVII,f /,00 \1-0\1 ' /·::.I/L J/, .. 6,.6 ,!!Jl.o'{ 81 

,.6.J'< {,'/,-O-/:.(.-?UJ U.7\too'(J' 
JL!,(tt ,!!Jl.o'{ -'~I,W -V :!JLI U·L, '(J'70 .. 6oo LI 

-I, \1U-'(J' 
1J"i -{.o9lvU· U'Ll7-/:t'< -t·lJV :/·JI.!,,/· :~Jl.o'{ 91 

.. 6 ... 1'< t· I,9U·\.J,hl {:I,-O-{-.(.-?U,I , 

\?U·QI.o4t '(J' '/'V'<l! ,!!Jl.o'{ '(J'!, '(J'"iVW ~I 
,1'< U" 17'(J' t \1-H·LI W.I.'/' U'V +'U '(J'!, tJ, '< ·V7/,00/l. U·'{ :~Jt.o'{ vI ! 

.. 6 ... 1'< {,.t,9U·\.J·h\ {,'I,'O-t .. (.-?UJ 
\1U·9l.o11t 'if -/'V'<LI :~Jl,o'{ '(J' !,'(J'70 .. 6oo £I 

-1,VU .. 6 
lJ'j J/,oO/L·H.'< 7·l.op, 'V:!JLI 'Cil.oli," U''-I z:I -/,VU''if 1J"i 'l.o9lvU· '(J'1 .. .6 .. 6U· ,!!Jl.o'{ 'if"iVrv I I 

'/,VU·'(J' 
1J"i :~Jt.o'{ tcb'< -V-l/'I!QII. U"{ ·UIiU·',j· 'if4Jbt 01 ::,1'< ·['o.rfLU -l.o9lvU· :p< ./ .. (.,/·JO .. 6-/-.. c 

••• ·rvVIl U'L! !'./:JO .. 6-{· ·(-'U U·'{ ,!!Jl.o'{ 6 
-' ... 6'{'if ,,6"V-'{ ;.),< 

·l.o!f£LU '1.o9lvU· :/·JO .. 6,/: :~Jl.o'{ '(J'70,.6oo 8 

: :,,6·,\'< 
,!!"'IJ"i tcb'< -VJO .. 611 U·'{ ,!!Jl.o'{ '(J'70 .. 600 L '(J' 

'if'{lJ- 'if'{ . .1'1' '(J'IJ-
U·\,I'/, '<,V-on l,.. _,. 

:: ·VI.!'IV'(J' t9l.o9I.oIJ'(J"{l.o9lvU· = '(J"{lJ- tQl.o9l.olJ'(J"{= '(J"{ t'(J'VlJ-J 
U·\,I'!' = .1'1' QI",QI.olJ'if = '(J' 91.oQ/", IJ 'if -[",QIvU' = '(J'U' 'J::I,.t\,l :"U':r: 'V/IJ\?oo 
.. tI ,(-J, ,,6U' '/:l!\1 .. 6 (/,)'(J'!, U·\,I'., L,-{.!, _{.\.J\,IIV 'WVII 'J::lit\,l U·'{ .. H'. :,"\1ll "I'J06oo 



Appendix E 

Addis Ababa University 
College of social sciellce alld IlIImallities 

Department of linguist ics and Philology 

Interview questions for Parents 

Good morn ing/afternoon! My name is _____ 1 came fo rm th e department of lingui stics of Addis Ababa University to study tile impact of IIwtller tOllglle illterferellce IIlId SIll/Ie affective factors illleamillg Amllaric a.v a secolld lallgllllgc. T he purpose o f thi s interview is to collect 
primary data on the impact of mother tongue interference and some affective factors in second language acqui sition and learning. So, thi s study concerns to you one way or the other way. So, your op inions are worthwhile to the study. Therefore, you are kindly requested to te ll me the true response fo r the questions I ask you. 

I wou ld like to let you kn ow that any information will be kept confidentia l. 

1. How profic ient are you in Amharic? 
2. Do you thi nk that learn ing Amharic as a second language is necessary for yo ur children? Why? Why not?" 

3. Do you speak (use) Amharic with your children at home? 
4. Do you encourage and motivate your children to devel op their Am har ic as a seco nd language? 

5. What do you think about the attitude or the com munity in their children' s learning of Amharic? 6. What do you think would the reason for your children becoming 
less proficient in speaking Amharic? 

7. Do you fee l happy if you get Amharic speakers in your area? 

8. Do you think there is a cultura l difference between Amharic speakers and T igrinya speakers? 

9. If your answer is 'yes' for the above quest ions, do believe the difficulty of Amharic for your children due to this difference? 

., 

\ 

\ 

\ 



Appendix F 

Tigrinya version of students' interview 

'OOOJ':uuC;.I' ',II, :J>tl u o .),,),:/, tj:;p Y,,<;' ",e:~h'9"/!n lin 1/,,.,I,llOCh'9'''I, 'Ofl!6°'l, 
I'ooll"l'~:: 

'liuu J? '/'tJI\J? Ilih<'\J? J?O'/IV,'O \'. 'JJiCCII'/; },.<tll MIJ Cj f!. II A},J? y"'"/ t (o'1I1'/'CII 
y"'''lt) 1I"-A<'\'Hltj:I'I, ')'9"UC/; '1''1'''/ trJ? hi':: 

01°7 l.Jl ,hI UOr/"j .. ;. 'i;e '/'?'''/C' ),tj: uotj:,j"h. :/,"hI: (!{''}:(' ,j''7cifj fl/A;I' 
YUJ.;/·OJ'') ',A;,l· ,/,lluo.e"'I; U7°7l,'} ),.n J1"fl'''/C ',AJ,.e !{''}:(, (!{''}!{' ),07Cifj 11110(1 
tMH'. ),'n TMA CMI, uoo'io'l' ,)fl"h.f'.e",} '1';:1(1. rl,nd.;/' ,}J1"C'"fl'j M!:: 

'i'.ell ;I'll UOr/"j .. j, UNJJ.,-i- 71uJoIJ '} 'i,j'II'fl''!h'} l,uo, '}'} rl,;lo(f}' '} ,7f71't uoAn, 
(uot:"fJ.;J') )"n fl'''/'n uollt~l' 7f7nt: M!:: IJIJlll.,j'lj'nfD 1/, UDAll, (uot:"f1,;I,) fl'},lf. 
7ffJ),f1',I /i. 'f'), "7,}'t rl,;I'U)' '} "ri{/), '} ,nl',/d,t;' ,e1(l:: . 

1. CjJ? }''''IC~' 11~,I'I,r'9" ~,'~;.I'J? J?auIIA? 
2, }'0'1C~' 1111" IIA},J? !If'H/f 9"9'''/C '~>'.'VIi·9" ~,'~;.I'J? l'O", MfP ~',Ah'9" 

-)"I,{\O,? 
3. }"O '1IfIi'9" 9"11 >,.,)o'Ii'9" },"'IC;;' .)oCj1<, f!. .)oIl,Am'? 

4. >,,'VIi'9" },o'/C;;' 'fli°'1o'OI'l' -'''/'IJ'OofP9'''~ 'h),"l1'fP9"'~ f!.? 

5, >",VIi'9" },o'/C;;' '1'0 -1-"lC;;' 'O"'(1)<'\'li, '09"9'''/C'9'' Y,lI"';;' .I\:Ii'9"? 

6. CjJ? o'/rMl 1'\0, },o'/C;;' }"O 9"9'''/C IIl'1fP Y,,'AI")"~ 1I0'l.o,,}'~ ~,'~;.I'J? 
J?oollM 

7. '}>,,'Vf"9" },"'1C;;' }"O 9"'},:JC'} 9"'}IJ'O'} 9"'Ii'}),')' 9"Y,,"1i9" M~ 
'J'ltr,), ~,'~;.I'J? ~,'~;.I'J? ~,r-9"? 

8. Cj J? },"'1C;;' '/'Cj1C-/; r),'Ol-" 1'1'0 ~,'H'lh'O >',11"'<;' .v,:Ii? 

9. CjJ? },"'IC~' "'Cj'IC"; qUA'} CjJ? }'0'1t.~' ",c;'IC'1;'} qUA'~ J?tJ\1'I M~ ~,.Ah'9" 
f!. 'N,9''',,? 

10. UOAII'Ii'9" ~,(I) ~,'~'I,'Ii',' }"O CjJ? "'9'''/C' },"'1C;;' 9"9'''/C 111'1" {)A'P UUAo,l'I, 
M~ ~I,Ah'9" ')'~,9"',,? 

I 
I 

\ 

\ 

\ 

\ 

\ 

\ 



Appendix G 

Addis Ababa University 

College of sociai sciellce allli "IIII/allities 

Departmellt of lingllistics 

Classroom observation check list 
School----------------------------------------date--------------------------------
Grade and sec ti on --------------------------time ------------------------ ----

No Student concerned statements Yes No Examples of 
students errors 

I Students try to speak Amharic when 
they respond for questions. 

2 Students have good attitude towards 
learning Amharic. 

3 Students speak Amharic with much 
interference from their mother 
tongue. 

4 Students speak well formed 
grammatical sentences when they 
respond for questions in Amharic. 

5 Students do not understand what the 
teacher says in their learning. 

6 Students use improper use of 
consonant voicing and germination 

7 Students use genuine Tigrinya words 
while answering Amharic questions. 

8 In their class work students discuss in 
Tigrinya 

9 Is there pronunciation problem 

remark 

\ 

\ 

\ 



10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

Is there Phonological errors made by 
students 

Is there Morphological errors made 
by students 

Is there Syntactic errors made by 
students 

Is there Lexical errors made by students 

Teacher motivate and encourage his 
or her students to speak in Amharic 
in the classroom 

The teacher has enough knowledge 
and speak very good Amharic while 
he teaches his her students 

The teacher give constructive feed 
back in the written part of students 
errors on the board and in their 
exerci se book 

The teacher motivates his/her 
students to participate and to speak in 
Amharic 

Teacher tell his/her students how to 
pronounce words which are difficult 
them 

Teacher tell his/her students the 
structural and usage di fference 
between the two languages 

The teacher has enough knowledge of 
phonology, morphology, syntax and 
vocabulary of Amharic 

The teacher use Tigrinya to clarify 
diffi cult concepts 

" 

\ 

\ 

\ 

\ 



Appendix G 

Students essay writing 
From the following topics choose one topic that you think is simple for you to write and 
write an essay consisting more than one hundred words. 

a) Below age marriage 

b) The effect of smoking cigarette 

c) The participation of female students in class 

. , 



Appendix H 

Tigrinya version of students essay writing 

oo9"C,h,: 11,n1l9" 11l!on, c~,l!:b'" ,1t ,1?. ",·toll /h, Il 'n 0'])1.'1: '}IIMI, :].",), '1/,1,11 
},'}</>o 0,1,.,:/&.:: 

u) ')';1"': O,I!.;uu uuCq 

fl) ·l'i;Jt· ?",).II'!i IIM(l 'fi"lC 

,h) '/ ' '''')'G.: .I'.'!: }, '}l!')'\" }, 'n n.')· ')'9"UC'/: 



L 

f 

DECLARATION 

/ hereby declare that 'tile impact of motller tOllgue illterferellce and some affective 

factors ill second lallguage learning tIle case of Wukro secolld cycle primary scllools' 

is my own work and that all the sources that / have used or quoted have been indicated 

and acknowledged by means of complete references. 

hsay 

Date of the submi ssion: 16/06/2011 
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