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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
integratively 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 play a role in enhancing students’ proficiency.
The students’ mother tongue interference, the attitudes and motivations from teachers
and parents play a negative role in the students’ proficiency of Amharic.

In order to overcome the negative attitudes 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 attitude 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 respectively.
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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 every one that research in second language acquisition and learning is an
interdisciplinary subject. The study of second language learning can be linguistic,
sociolinguistic, psycholinguistic, sociological, psychological, educational and 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 thoughts
in such general disciplines as linguistics, psychology, anthropology, science 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).



Ambharic 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 interference, 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 mastering 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 from 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



that a research conducted in this area plays an important role in solving 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 native 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.

> Is the students, teachers and parents’ attitude towards Amharic affect the students’

proficiency of Amharic?

> Is the parents and teachers motivation and encouragement have a direct relationship

with the students’ interest and achievement in the second language learning?
» What type of motivation do the students, teachers and parents have?

» What role does play the type of motivation in the students” Ambharic proficiency
3



» Are the similarities and difference between Amharic and Tigrinya play a 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

1.3.1General 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 examine 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.



= 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 Ambharic.

= 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 Ambharic 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.

X/

% 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.



¢ 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 acquisition
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 sessions were



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 acquiring 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.

X/

+ 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.



X/
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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 (L1).

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 SOV 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

Ambharic for Tigrinya speakers.



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 to 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 learned 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 use 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 play a greater role.
9



Psychological factors 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, fear of making mistakes, unwillingness 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 style, socioeconomic
background, motivation and attitude, first language interference, formal
schooling and the like. In addition, 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 (L1) 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 1984). 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; Lado1957; 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 two 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 al, 1982).

The purpose of contrastive analysis therefore is, to compare and contrast the structure of
the two languages (L1 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( ESL/EFL ) 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 predictive 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 al.,

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 received.

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; Corder1975; Schachter & Celce-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;
Schachter1974).
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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 differences between the target language or second language, and any
other language that has been previously acquired” (Dulay et al, 1982:101: Odlin, 1989 in
Virginia 2001:18).

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, Linguistics across Cultures, noted that:

individuals tend to transfer the forms and 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 attempting to
grasp and understand the language and the language and culture as

practiced by natives.
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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 Handayani (2005:17) suggests the issue of transfer
as:

Transfer is a process in language learning in which there is influence of L1
(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 L1 and L2 so he/she tend to transfer

between the two languages.

Language transfer may be positive or negative. Dulay et al. (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, Parera (1997) divides language transfer into two: positive transfer and
negative transfer and explains as positive transfer happens when there are similarities
between L1 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-V-S sequence in declarative
sentences (Little wood, 1984:17).

The positive view of L1 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 (L1)
facilitates the L2 learning, which is not part of this study. When we see the case of
Amharic and Tigrinya, the general syntactic structure SOV 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 (L1).” 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 L1 on the acquisition of second or foreign
language (L2/FL) 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 and 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 (1)
phonological interference, it occurs when a bilingual speaker re-translates or re-produces
his/her L1 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 of language such as phonology, morphology, syntaxes, lexis, and semantics.

Moreover, Dyakov (2008:2-13) divides language interference into two: linguistics and
extra linguistics. From linguistics principle, language interference is subdivided into; (1)
graphic interference which influences the development of writing system as well as the
spelling principle of the national orthography in general and separate lexical 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 may 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 any one 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 phonemes that might pass as English.

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 similar 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, learning 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 more than grammar, vocabulary or any other aspect of the language
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is. However, while learning the pronunciation of a second language, the learner often
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 (1964:38) 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 meaning 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) asserts “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 to 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 L1 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 L1 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 predictors 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 affective 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
25



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 factors
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 al, 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 five 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, 1982:31).

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 setting. Spolsky
(1989:159) reports that Gardner’s model is a major development in understanding the
relationship between attitudes and second language learning. In addition Gardner
(2004:119) also states that language learning 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 motivation 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 (Falk, 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 language 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 (Ellis1997). 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 feelings, emotions, beliefs, conviction and opinion that people
have, it implies that it affects the way an individual perceives, judges, interprets and
reacts issues regarding that. Thus the study of attitude in second 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 attitudes 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 teacher 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 his/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 higher 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” (Carrol1967:138).

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™ 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
guestionnaire 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
Ambharic 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 L1 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 present 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 time, 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 lexis) 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
Ambharic 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. Furthermore, 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 samples 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 learning 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 Alemgena (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 technique
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
Ketema Wereda and the Kilte-Awlaelo 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, five 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 selected 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 questionnaire. 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, a 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 reliable and adequate
information. These are questionnaires, interviews, observations, essay writing and

recording students’ talk.
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3.3.1 Questionnaire

The most common technique 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. In
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
(Ambharic), 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
Ambharic (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 later translated into the
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
Ambharic, 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.
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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 selected
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

evaluated.
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 Ambharic 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
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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 this, 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 statistics (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 for 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 discussed 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 discover the possible patterns and relationships among such factors. In
this chapter, an attempt is made to offer detailed presentations and discussions 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 Respondents

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, information 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 4.1.1below.
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Tablel.Background of the respondents

No | Items Respondents
Teachers Students Parents
1 Sex: No % no % no %
a. male 8 66.66 | 58 41.42 6 60
b. female 4 3333 |82 58.57 4 40
total 12 100 140 100 10 100
2 Age: a. <15 - - 20 16.6 - -
b. 15-18 - - 85 70.8 - -
c.>18 12 100 15 125 12 100
total 12 100 140 100 12 100
3 Educational qualification:
a. certificate - 0 - - 1 8.33
b. diploma 12 100 - - 1 8.33
c. first degree - 0 - - -
d. others - 0 - - 10 83.33
total 12 100 0 12 100
4 Service in year:
a. 15 3 25
b. 6-10 5 41.5
c. 11-20 - -
d. >20 4 33.3
Total 12 100
5 Mother tongue
a. Amharic 1 8.3
b. Tigrinya 11 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 only, 4 (33.33%). In respect to educational qualification of teachers, all
(100%) of them are diploma holders from TTC and in regard to their teaching experience,
3 (25%) have from 1-5 years, 5 (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 while 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 students’ 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 also the reasons
for the mispronunciation and miscommunication of the students in their learning

Ambharic.
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 accordinly.

The following data are from classroom observations and students essay

Students use correct Amharic  gloss remark
1) battann béattann a person who scatters /fifi/—/n/
lAmman lammanin beggar mi/—/n/
fattan fattann examiner mn/—/n/
2) waélad waélaj parent [il—1d/
farad faraj one who judges [jl—/d/
yarragu yardjju become old lgl— /i1
lamad lamaj trainee lj1— /d/
3) tayaz tayaz guarantor 12]—/z/
gazi gaz buyer [2]—/z/
gabaz gabaz hostess 121—/z/
4) tis ¢'ts smoke 11— It/
nt'at +nc'at fire wood /€' — It!
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5) Stggtr ctggtr difficulty 1C/— I8/

S&mmat Sdmmacd buyer ICl— 1t/

ttggtn Ctgginn seedling ICI—/t/

We can realize from the above data that students make errors because the change of the
rarely existence of the palatal affricates, /j, ¢'/ and the non-existence of the palatal
affricate consonants /C, Z/, and the palatal nasal /ii/ 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 ‘faraj’ ‘one who judges’ and

‘yarrdgu’ to say or to write the Amharic ‘yargjju’ which is ‘become old’ it takes the

meaning ‘they have made’ in Amharic and this is because of the change of the palatal

affricate /j/ in to the velar stop /g/ and to alveolar stop/d/, respectively. However, /j/ 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 /ii/ students make errors in speaking and writing
Ambharic. When we look at the Amharic word ‘battani’ ‘a person who scatters’ in the
above data, the students say or write the word “‘battann’ 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 ‘battanii’ is written as ‘battani’ because of
the non-existence of the palatal nasal /fi/ in their native language except in onomatopoeic

words like ‘hann’ 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 /m, n, 11 the /11/ is marginal and it is found only in rare cases usually
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in onomatopoeic words, like the sounds of a cat 'iaw’.” As a result when Amharic words
with the phoneme /11/ is used by the Tigrinya native speakers, they automatically change
it in to the alveolar nasal consonant /n/ and pronounce it accordingly. Because of these
changes, students do not get the intended meaning from the written 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 word ‘lamman’ instead of ‘lammafifi’ ‘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, ‘lamman’, 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 ‘tdyaz’ (example 3) for the Amharic word ‘tdyaz’
‘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 /z / in their
language.

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

Palatilization is lexically distinctive, and common grammatical processes by which dental
consonants are replaced by the corresponding palatal consonants. In Ambharic,

palatalization occurs in verbs and verbal nouns. For example, when the final consonant of
the verb stem is one of the dentals /t, d, s, s, z, n, I/, it is palatalized to the corresponding //;
¢, ¢',s, z, n, yl in the second person feminine singular of the imperative and in the first

person singular of the gerund. For example, kAot —k#Aoc¢ and Wisad—w4sa/. However,

palatilization is far less frequent in Tigrinya and this makes 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 ‘¢+gg+r’
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‘difficulty’ (example 5), students write it as ‘Stgg+r’. Here students change the consonant
/¢/ by /§/ because the palatal /¢/ is not found in the indigenous Tigrinya rather it mostly
occurs in words borrowed from Amharic. Supporting this Girmay (1983:12) says “from
the three palatal affricate phonemes /&', ¢&,/, /¢/ is found in words borrowed from
Ambharic only. But /j/ and /¢'/ are found in the indigenous Tigrinya words even though
they, most frequently, occur in words from Ambharic is greater than in the indigenous

Tigrinya words.”

Regarding the issue of palatals and their difficulty for Tigrinya native 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 like /¢/ and /f/ in Tigrinya do indeed occurring mainly in word
borrowings from Amharic. For example, ‘mikfdca’ ‘key’, ‘danna’ ‘judge’. In

addition, the phonetic weight of /Z / seems to be light since it is of rare

occurrence and often appears in free variation with /j/; zammard/ jammara ‘to
begin’, Zimat/ jtmat ‘nerve’.

Labialization of the bilabials / m" and b"/, alveolar /r"/ glottal /h"/ and labio-dantal

/£ | consonants as sources of errors in their learning Amharic

Labialization is the phonological assimilation of the non-labial consonants in to labials.
Tigrinya native 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 (1976:78) notes that “Tigrinya speakers face
difficulty to pronounce words or letters like labialized consonants produced by rounding
the lips while pronouncing the consonants / r", ¥, m" and b" / that often occur in

Ambharic but they are rare in the other Semitic languages like Tigrinya.”
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As the students recording is concerned, students in this 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) béhala bah"ala then after Ih"/—/h/
fafate f"af"ate waterfall I 1— /1
bunba b"uwanb"a pipe water 10%—/b/
ararat’ann arrar"at’ann he made me hurry  /r"/—/r/
mamma m"“amm"a dissolved Im"“/—/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 (No 6) to
write the Amharic ‘m“am“m"a’ ‘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 difficult for your students 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
Ambharic. 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 native language while it
exists in the second language. So as a remedial action for the above difficulty, teachers
should be aware about the non-existence 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 of Pharyngeals and other Change 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 this, there are similar words in both

languages except minor difference only in phonetic forms.

The following data are from classroom observation and teachers questionnaire

Students’ use correct Amharic gloss remark
7) haldma allaméa dreamed g —/ h/
hazala azzéla carried g —/ 1/
har&da arrada slaughtered g —/ h/
8) lax'x'ama lak'k'amé picked up IK'[—/X']
hanax'a annak'a shocked IKI—/X']
r+hux’ ruk’ far IK'[—/ X'/
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9) mixntyat mikinyat cause Ikl— /x/

10) has'ara attara made a fence /t'/— /s'/
s'éguri t'agur hair It'1— Is'

11) rafada rada shook g—/\/
l+f\at l+fat weariness a—/5/

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 /h/
at the initial position of words beginning in low-mid vowel in Amharic as the examples
in No 7. Besides, there is also addition of the voiced pharyngeal /5/ word medially as in

the example No 11above.

Furthermore, Tigrinya speakers change the ejective velar stop /k'/ in Amharic to the

ejective velar fricative /x'/ (see examples in 8) and the ejective alveolar stop /t/ in

Ambharic to the ejective alveolar fricative /s'/ (see examples in 10) the cause for these

changes may be in Tigrinya the ejective velar stop /k'/ is not frequently found in word
final position and the ejective velar fricative /x'/ 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 /k/ in Amharic is also changed in

to the voiceless velar fricative /x/ 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 Wode (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

Ambharic.

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.
4.2.1.4 Phonological Interference due to Vowel Change

Tigrinya speaker students mostly change the mid-central unrounded vowel /&/ to the mid

back rounded vowel /o/. Moreover, the high front unrounded vowel /i/ to mid central

unrounded vowel /#/ and vice versa. Because of this change, the students may not

effectively pronounce and write Amharic words.
a. Change of /4/ to /o/ (vowel harmony)

The following data are from students” Amharic essay writing.

Students’ write  correct Amharic gloss remark
12) bok'lo bék'lo mule 1&l—/o/
domowéz daméawéz salary [a/—/o/
k'obéaro k'dbéro fox lél—/o/
bok'k'tlawal bak'k'tlawal grew 1&/— o/
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mokkara makkara tried fal—/o/

b. Change of /i/ to /+/ and /4/ to /+/

The following data are from students’ Amharic written essays

Students’” writing  correct Amharic gloss remark

13) sit't'alla sit't'alla when he quarrel  /i/—/4/
hida hida she went ll—/4l
méntharya ménnaharya bus station lal—/+/
stmu samu the beeswax 1&]—/4/

14) stlallo stlalla because he is present /a/—/ 0/

As can be seen from the above data, /#/ is the most frequent vowel in Tigrinya in the

medial position, and because of this reason, Tigrinya native speakers made errors by

changing certain vowels such as /a/ and /i/, to /+/, 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 /&/ which is the most

frequent vowel, but /#/, and the other difference is in Amharic /#/ is helping vowel but in

Tigrinya it is /i/ which is the helping vowel.”

Furthermore, the students change the vowel /&/—/ol, li/—/1/. For example, the students
write the word ‘stlallo” (examplel14) instead of the Amharic word ‘stlalld” ‘because he is

present’ the reason for their writing ‘stlallo’ is in their mother tongue the equivalent
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meaning is written as ‘s+ldzéllo’ and because of this concept in their mind they write the

word ‘stlallo’ 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 because of vowel harmony?”

Table2: teachers’ opinion about vowel harmony (n=12)

Respondents responses
Item
Total
11 Yes No No opinion
F % F % F % F %
8 66.66 |2 16.66% | 2 16.66% | 12 100

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 /&
/—/o/ and /e/—/al the latter mostly in the final position. For example, instead of saying

‘k'dbdro’ they say ‘k'obdro’, ‘mék'édlle’ students say ‘mék'alla’ and instead of saying

‘Stmagtlle’ they say ‘Stmag+lla’ ‘old man’, etc.
c. Addition of the vowel /i/ 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) hizbi hizb people g—/i/
libi lib lung g—/i/
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malsi mals answer g—/1/

lammani [Ammann beggar g—/1/

marzi marz poison, antidote  g—/i/
As we have seen from the above data, students attach the high front unrounded vowel /-i/
at the final position because in Tigrinya, no consonant clusters occur in the final position
and it is dissolved by adding /-i/ when they speak and write words which ends with /4/.

For example, mixri *advice’ sabayti ‘wife’. Because of this hypercorrection students use

the vowel /-i / for Amharic words ending in consonant.
g. Errors due to deletion of the non-past marker high central vowel /4-/.

Tigrinya native speakers delete the non-past marker high central unrounded vowel /+/ at
word initial position. Since there is a structural difference between the two languages,
students make errors when they learn Amharic. In Tigrinya, only CV and CVC 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 VC, VCC

and with final CC may be difficult for Tigrinya native speaker students. As the

researcher’s classroom observation is concerned, students delete the vowel /#/ at the

initial position and use the words as they are in Tigrinya. Because of this 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) nagéanallan tnnagéinnallén we will get  /+/—0

n+hid +nnthid lets go [+[—O

nitamamallan tnnittamamallan we will sick /#/— O
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niCilalan inniCilalléan we can [#—O
ntbal +nnibal let say [#1—©

nidarsallén +nnidarsallén we reach [+1—O
As we can observe from the above data, students delete the non-past marker mid central

unrounded vowel /#/ 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 ‘nittamé&malldn’ instead of the Amharic
‘tnnittamamallan’ “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
‘nthamim 7ina’. In this case, the Tigrinya word begins with the consonant /n-/ and

because of this concept in their mind, students delete the vowel /#/ 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 VCC like ‘and’ ‘one’. However, in the case of Tigrinya there is no any

syllable beginning with VC rather CVC or CVCC. In addition, when we take the Tigrinya
word ‘nixif4l” ‘we can’, there is no vowel at the initial position. However, in case of
Ambharic it becomes “#nniCtlallan’ ‘we can’. Therefore, in Amharic the word needs the
vowel /+-/ at the initial position to become meaningful. However, students write as
‘niCtlallan’ 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.

4.2.1.3 Concluding Phonological Interferences

Tigrinya native speaker students have a severe phonological problem in their learning

Ambharic as a second language. In order to master the sound system of Amharic, teachers

59



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 deals 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 Tigrinya 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 malefactive markers during learning Amharic.

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

the malefactive. For example, ‘wandimmen sild t'éarrallinn sallamkut” ‘I awarded him

because, he summoned my brother (on my behalves)’. In this sentences, the /-lI-/ in the

)

word “sila t'arrallinn’ is the benefactive marker. However, in the sentence ‘‘wand+mmen

sild tarrabbinn metahut ‘I hit him because, he summoned my brother (for my

M vy

disadvantage).” The /-bb-/ in the word ‘sil& t'arrabbinn’ is the malefactive marker. In case

of Tigrinya, both the benefactive and malefactive are expressed by suffixing only the
form /-11-/ to the verbs, except in the malefactive for the intransitive verbs in which case
the verbs takes-ll- for the benefactive and is @ 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 /-1l-/ 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 ‘satiyyulldy’ either it may be ‘he drank against my
will” or “he drank for my sake’ it needs context to understand which sense it represents.

Intransitive verbs, as noted above, take @ for the malefactive. For example, mé&s'i?u-g-ni
‘he came against my will” ‘kdydu-g-ni’ “he went against my will’ but ‘més'i?u-Il-ni or

‘kaydu-lI-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.

TR

18a)* bizu  birr al-fajja  ll-ati-mm

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

b) bizu  birr al-fajja  -bb- ati- mm
much money NEG-cOnsume-MAL-3SGF -NEG

‘It did not consume much money against her advantage.’

19a)* haftay l+bts"-a-n b&d hayl k’addad-&-11-at
PROP.name Cloth-3sGF-AcCc by force  tear-3SGM-MAL-3SGM

b) haftay libis" -a- n ba hayl k’&ddad-& - 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) *min  hono naw vya sak'k'-4 -nn

what happened IS COMP. Laugh-3SGM-1SG
b) min hono ndw  yé- sak'k'a -bb-+ -nn
what happened s COMP. laugh. PAST -3SGM-MAL-1SG

‘What made him, laugh in my disadvantage?’
21a) * +nnat -e mot-& CC-#nn
Mother-1sG  died-3SGF-1SG
b) +nnat -e mot-4 CC- bb-in
Mother-P0OSS.1SG  died-3SGF-MAL-1SG
‘My mother died in my disadvantage.’
22a) *stla k'alladann maét-a-hut
because jock-3sG hit-1SG-3SGM
b) stld k'dllada- bb-inn  mat-a-hut
because jock-MAL-3SG  hit-1SG-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 /-11-/ incorrectly resulting in ill formed sentences in Amharic. The

ill formed counter parts are given below each of them for comparison.
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For example, when we take the sentences as ‘haftay libis"an ba hayl k'addadallat’, in

(19a), “haftay tore her cloth in her advantage’; the word ‘b&hayl” ‘by force’ doesn’t agree
with the word ‘k'addadallat’. 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'addadallat’ and ‘k’addadabbat’ are written the same as
* k'adidulla’ *he tore for her advantage or for her disadvantage.

ill formed in Amharic because of the change of the malefactive marker /-bb-/. By the

benefactive marker /-1I-/. Besides, in the case of number 23a above, students make the
errors because in Tigrinya the equivalent sentence ‘stla kélladani wéx'i?dayyo’ ‘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 ‘stld kalladann méatahut’

with out malefactive marker instead of ‘st#la k'alladabbinf maitahut.’

4.2.2.2 Errors in Compound Noun formation in Amharic

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 /Tigrinya/ and the second language (Amharic) on
the formation of compound nouns. As clearly indicated by Daniel (2000:124) in his book
Zamanawi stwastw 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 “halawi ?abagi§’ ‘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 betd kirsttyyan’ church’. However, the indigenous Amharic

compound 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 matat't mat'att  bet ‘beverage house’
bet timhirt ttmh+rt bet ‘school’
bet s'thfat s'thfat bet ‘bureau’
bet mazzégéja mazzégaja bet ‘municipality’, “city hall’
bet migib migtb bet ‘restaurant’
halawi kéfti kébt t'ébak'i ‘a person who keeps cattle’

As can be seen from the above data, students make errors when they speak and write
Ambharic 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 /as-/ in their writing and
speaking Ambharic. Tigrinya native speaker students face this difficulty in learning
Ambharic because in their native language the causative marker is marked only by the
morpheme /a-/ 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 from mother tongue interference

whose correct forms are offered in (b) corresponding to each number
24 a) *wuha ya t'&mm- all
water AGEN-thurst.3SGM
b) wuha vya- as- t'dmmall
water AGEN —CS-thurst.3sG
‘It made one thirsty.’
25 a) *bérbérre-w nat't'dsa-nn
Pepper.DEF  sneezed-1SG
b) barbarre-w as-nat't'dsa-nn
papper.DEF  CS-sheez-1SG

“The pepper made one sneeze.’
26a) *Kedija la Mehammed a gaddala-cC+w
PROP.name OBM PROP.name Kill.PAST-3SGF-3SGM

b) kedija mahammad  -n as  gaddala-cci-w

PROP.name PROP.name ACC CS Kkill. PAST -3SGF-3SGM

‘Kedija made Mehammed to be killed.’

27a) *tammari-w 13 mammsthr-u aféarrarra
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Student-DEF OBM  teacher-pPOSS  terrified.3SGM
b) tadmari-w mamms+hr-u-n as-farrara

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

“The student threatened to attack the teacher.’
28a) * ttnanttnna wéand+mm-e ak'ayyamé-nn
yesterday  brother-pOSS  grude.PAST-1SG
b) tinantinna  wandimm-e  as-k'dyyama-nn
yesterday brother-POSS  CS-grude.PAST-1SG

‘My brother made me feel grudge, yesterday.’
29a) * Stgara bizu Stggir  yammiyakattil basitta naw
cigarette much influence AGE causal  disease is
b) sigara bizu Stggir yammiy-as-kattél basitta  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 /as-/ 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’attald’ is equivalent to the Amharic root verb ‘gaddald’ ‘killed” when

one writes in the causative form in Tigrinya, it becomes ‘ax’#tt&la” ‘caused to be killed’
only with suffix /-a/ but in Amharic it is *as-gaddala’” with the suffix /as-/. Since Tigrinya
uses only the morpheme /a-/ 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 ‘tammariw 1& mammihru aférrara’ 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 ‘tdmhari 1& madmmihru

afarrarihu’. Furthermore, the sentence written in example (29a) by the students,

‘ttnantinna wandimme ak'dyydmann’ to give the sense ‘yesterday my brother made me

feel grudge’ has a similar problem. The word ‘ak’dyyamann’ is meaningless as far as

AN MY

Ambharic is concerned. But Tigrinya native speakers write the word ‘ak’dyyadmann

because in their language it is written as ‘timali hawdy ax’ayy+muni’ is possible.

Supporting the above ideas, Hudson (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 /a-/, for example, when we add /a-/
to the word falla boiled it becomes afélla (he caused to boil), abdlla ‘he caused
to eat’ where as causatives, of transitive verbs are formed with the prefix / as-
/. For example, ‘as-gaddald’ ‘he caused to be killed’. The /as-/ causative of an
intransitive is an indirect causative with potential for two agents. For example

‘as-méat't'a’ ‘he caused to some one bring’.

But in the case of Tigrinya there is no clear cut causative marker for direct and indirect or
transitive and intransitive verbs. It only uses the prefix /a-/ like the case of ‘?aflihu” ‘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
Ambharic is the deletion and wrongly use of the object marker /-n/ in writing and speaking

Ambharic. 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 /n#/ or / |1a-/ prefixed to the nouns and adjectives. For

example, ‘SuSay n tasfa wax'iSuwo’ ‘Shushay hit Tesfa’ and , “SuSay n hada 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 /n#/ 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

/1a-/. For example, ‘kasa alemu-n mataw’ Kasa hit Alemu’ and zina & habtamu més'hafu-

n sat’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 /-n/ is attached to the direct object

‘alemu’. However, in the second sentence, the morpheme /1&-/ is attached to the indirect

object habtamu, and /-n/ 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 /1&-/ 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 /1a-/ for the direct object nouns, assuming to be equivalent to /n-/. For example,
Tigrinya native speakers may write ‘la abebe aganndhut’ ‘I met Abebe’ in Amharic
while the correct way of saying it in Amharic is ‘abebe-n agannéhut.’

Another thing that cause errors for Tigrinya native speakers is, in Tigrinya for direct
object the use of /n-/ or / 1&-/ is optional especially if the objects is inanimate. But

Ambharic 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 nimandax' k'abiru’ or
‘abdba mandax' k'abitu’ ‘Abebe painted the wall.” Whereas, in Amharic the sentence
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will be ‘abdba gidgiddaw-n k'abd’ with no other option like the Tigrinya. But in the

indirect object in Tigrinya it should be prefixed by /n-/or /Ia&-/. “?ado niwulada migbi

hiba” “‘mother gave food to her child.’
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
31a) *tne la abéaba matta -hu -t

I OBM  PROP.Nname.3SGM  hit.PAST-1SG -3SGM.OBM
b) ine ababa -n matta -hu -t
I PROP.name-ACC.3SGM  hit.PAST-1SG -3SGM.OBM
‘I hit to Abebe.’

32a) *la  polis-u matta-hu -t
OBM polis-DEF.3SGM hit.PAST-1SG -3SGM.OBM
b) polis —u -n matta-hu-t
PROP.name -DEF-3SGM.OBM hit.PAST-1SG -3SGM.OBM

‘I hit the police.”

33a) * Abriha |a dimmat  ba- marfe wagg-at
PROP.name OBM cat INST needle pierce.PAST-3SGF
b) Abebe dtmmat-u-a-n ba méarfe  wagg-at

PROP.name cat-OBM-F-ACC INST 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) /-n/ by their very familiar native language
object marker /1&-/, which makes the Amharic sentences ill formed.
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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 errors resulting from mother tongue interference

whose correct forms are offered in (b) corresponding to each number.
34a)*1a ¢"uaddanna-ye féllig-e aginn-ahu-t
OBM friend-POSS need-1SG get.PF-1SG - 3SGM.OBM
b) g“uaddannayi -n fallig-e aginn-ahu-t
friend.POSS-3SGM-ACC  search-1SG get.PF 1SG - 3SGM.OBM

‘I looked around for my friend and I got him.”

35a) *la +nnat-e mayyat  nafik'-e-all&-hu
OBM  mother-POSS.1SG  see MIiss-1SG-AUX-1SG
b) +nnat-e-n & mayat nafik'-e- all&-hu

mother-POSS.1SG-ACC PP see Miss-1SG-AUX-1SG
‘I missed my mother.’

As has been seen in the above data, the two sentences have only the direct object and in
Ambharic the direct object is marked by the morpheme /-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 /ni-/ and in the sample area is /1a-/ (dialect), the students

use the morpheme /I&-/ and make an error.

70



4.2.2.5 Concluding Morphological Interference

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

Item 6: “Do you usually observe morphological interferences in your students’ learning
of Amharic?” this question is posed for teachers 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 1(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 should 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 will 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 exists in the second language, the second category
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 attempting to
grasp and understand the language and the culture as practiced by natives.
(Lado (1957:2).

In the lexical level, 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 fHit’at allow
b) mamhr zaray bizu +wk’at allow
“Teacher Zeray has much knowledge.’
37 a)*set oc¢  yatéldyayyu s'é@x’+t’oéé yidarsacawall
b) setoc¢ yéatéldyayyu ¢'annawodé yidarsubbaccawall
‘Women face different harassments.’

38 a)* bahulu maday b) bahulu bakkul

‘In all directions or aspects’

39 a)* sdawyaw dimmat sana

b) sé&wyédw dimmat 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'@x’it’oc¢’

‘harassments’ only the plural marker /-o¢¢/ indicates that the word is Amharic but the
root verb is Tigrinya which is ‘s'ax’#’i’ ‘harassment’. Thus having this knowledge of

their mother tongue, students ‘write ‘s'dx’#t’o¢¢” in place of ‘¢’annawoc¢’. 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 mattakéb y+wéadal
Farmer-DEF grass gathering like.3SGM
b) gabdrew  sar masabsab y+wadal

Farmer-DEF grass gathering like.3sGM

“The farmer likes gathering grass.’
41 a)* migthb-u  ¢'aw ¢'dw  t’ama-fif
food -DEF salt salt test.35G-1SG
b) migib-u ¢'é4w ¢'daw ala-in
Food-DEF salt salt say.3SG-1SG

“The food tasted salty to me.
42 a) *ya saw lths +ndi-sat’a-w naggara-w
that person cloth  gave-DEF-3SGM say-3SGM

b) ya saw l+bs tndi-sat’a-w t’ayyéak’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’ ‘collecting grass’. This is because in their native

language, the phrase is written as ’saStri mirikab’. The same is also true for the sentence

‘migibu ¢'aw ¢'aw t’amanii’ instead of ‘migibu ¢'aw ¢'aw aldni’ for ‘the food tasted

salty to me.” Since in Tigrinya the sentence is written as ‘migibu ¢'aw &¢'aw t’+Simuni’, the

students  automatically  transfer  the  Tigrinya  word into  Ambharic.

4.2.3.2 Lexical Errors Because of Direct Translation from Tigrinya to Amharic

Tigrinya native speakers try to translate the words in Tigrinya in to Amharic literally.
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) * Almaz k& tdmdsgén tidar ad+rg-alace
POP.name with POP. name marrage make-3SGF
b) Almaz ka tdmasgadn  gar tidar ytz-alace
POP.name with POP.name marriage with make-3SGF

‘Almaz has made marriage with Temesgen.’
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44 3) *ya- mamhir - u ammamar t'+ru naw

COMP- teacher-3SGM-DEF teaching style good IS.PF
b) y&-mémhir-u ya-mastammar zdde t'tru naw
COMP- teacher-3sGM-DET POSs-teaching method good  is.PF

“The teacher’s method of teaching is good.’

As the above examples indicate, students 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 ‘tidar adirga’ literally ‘she having made marriage’ is used.

Students directly translate from the equivalent Tigrinya phrase ‘hadar géyra.” The

Tigrinya word ‘gayra’ is the same with the Amharic word ‘adirga’ in meaning and due to

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

‘ydmé&mhiru ammamar t'+ru ndw’, students use the word ‘ammamar’ because they

directly translate from the Tigrinya ‘amahahtra’ ‘teaching method” and use it for the

Ambharic ‘yamastamar zéde’. 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 used instead of the intended examples in (b).
45a)* 4]  -u timhirt -u ba- sdlam zazzdma -w
Child-3sGM.DEF  study-DEF.3SGM PP- peace ended-3SGM (Tig)
b) l4j-u timhirt -u-n ba- sdalam  fas's'ama-w
Child-3sGM.DEF  study-DEF-3SGM PP- peace ended-3SGM (Amh)

“The boy ended his study peacefully.’
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46 a) *ka-ttmh+rt-wa t+-  tarifa -1lace
(from) PP- study-3SGF IMPF-left over-3SGF
b) k& -ttmhirt-wa t+-k’&ra —llace
(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 1: 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 of Tigrinya 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 use the correct form gloss

47) Ttay kitilim al¢tlim ‘I can not’
nay baStlay ya-rase ‘my own’
kahabtkut kasat’t’&hut ‘while I gave him’
2+ndSi ’+nja ‘not sure’
d+ma dammo ‘besides’ or “also’
flt’at twk’at ‘knowledge’
maséliwa méabitwa ‘her right’
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bet més+ta ma t’at bet ‘beverage house’

bet firdi fird 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 baS+ldy’ instead of ‘yé&-rase’

‘my own’, ‘74ndSi” instead of ‘?+nja’ ‘not sure’. All the words of Tigrinya used in their

Ambharic 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 mésita’ “ beverage house’ for Amharic ‘mat’at bet” and ‘bet firdi’ for Amharic

‘fird bet’ ‘law court’.
4.2.3.3 Concluding Lexical Interference

Items 11 and12 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

11 Yes No No opinion Total
F % F % F % F %
9 75% 2 17% |1 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 1 (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 Ambharic but when their lexical
category is evaluated, they are from Tigrinya and students translate their mother tongue
language and use in Amharic. We can conclude 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 main 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.

4.2.3.1 Students Errors in their use of Prepositions

In Tigrinya the preposition indicating destination are /nab/ and /n-/ and in the case of the
sample area of study they use /1a-/ 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 while

those in (b) are the correct forms in Amharic.
48 a) *saw  1a saw sit’t’alla  as-tark’ -u ytbbalal
human (to) PP human IMPF -quarels ~ CS-reconciled-2PL  say.IMPF
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b) saw k& saw sit't’alla as-tark’ -u ytbbalal
human (from) PP human IMPEF-quarrels CS -reconciled-2PL say. IMPF

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

49 a) *la samba-¢¢é+n béstak'ar
PP (to) lung-POSS.1PL with out
b) ka samba-¢é+n bastak'ar

PP (from) lung-POSS.1PL  with out
‘Except our lung’
50 a) * ka wukro 13 méakalla
PP (from) wukro PP (to) PROP.méx'alla
b) k& wukro wada mak'élle
from wukro PP (t0) méx'alle

‘From Wukro to Mekelle.’

51a)*ba +l&4-tat and Kk'én

by day-PL one day

b)kd +l&-tat and k'dn

from day-PL one day

‘Once up on a time’

52 a) * bt fatana wak't



by (Tig) exam season
b) ba fatdna 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 /1&-/ instead of the Ambharic /k&-/, /1a-/ instead of the Amharic /wédéa/ and the
Tigrinya preposition /bd/ instead of the Amharic /k&-/ while learning Ambharic. For

example, the sentence ‘saw |4 séw sit’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&-/.
However, if we use the preposition / ka-/ instead of / 1a-/ 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 /Ia-/.

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 frequently 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 /bd/ in Amharic and the preposition /bi-/ in
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Tigrinya resembles each other. To say  bat'int * ‘ancient’, the students say and write

‘bit'#nti’ 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 correct forms in

Amharic are given.

53 a) *birhan-n s'élimat-n b) birhan +nna s'dlimat ‘light and dark’

light. CONJ dark . CONJ light cony dark

54 a) *abdba -n tésifay-n b) ababéa #nna tésifaye ‘Abebe and Tesfay’

PROP.name-CONJ PROP.name-CONJ  PROP.name CONJ tasifaye

55 a)* béare-n fiyyel-n gdza b) bare #nna fiyyal gdza ‘He bought ox and goat.
0X-CONJ goat-CONJ buy 0X CONJ goat buy

As can be seen from the above data, the students make errors in using Ambharic
conjunctions due to the interference of the Tigrinya structure. In Tigrinya the commonest
coordinating conjunctive marker/-n/ 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 manner 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 reflect their view on the syntactic differences

between Tigrinya and Amharic by using illustrative examples.

Item4: “Are the syntactic structures of Tigrinya different from the Amharic syntactic
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% were
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 in
Ambharic 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 persevere in studying Ambharic.
Since there are no short cuts to learning the language, when they are sufficiently exposed
to the language through the various language skills of reading and listening, the
possibility or making errors is minimized. Moreover, Teachers should encourage their
students to write by providing helpful criticisms and not damaging ones. They should
make constructive criticisms of their students' work. Over-insistence on 'correctness'
hinders the learning process. The right attitude of the teacher is important 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 them 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 issues by reading 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 questionnaire is used for students,
teachers, and the interview for the parents. Classroom observation by the researcher was
also employed effectively.
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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 five point Likert-
type scale ranging from 1 (strongly agree) to 5 (strongly disagree). In reference to

students’ attitudes, questions were presented for students, for teachers, and for parents.

Their responses are presented in the tables below.

Item11:*I think Amharic is the most interesting subject that we have at school.”

Item14: “I like learning Amharic starting from grade one.”

These questions are designed to evaluate the students’ attitude towards the learning

Amharic as a second language.

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

Item no Respondents responses
SA A N D SD Total
11 F | % F | % F | % F % F | % F | %
12 | 17.14 | 17 | 24.14 | 2 228 33 47146 |857 |70|100
14 20 | 2857 |18 | 25.71 | 3 428 |12 |17.14 |17 |24.28 |70 | 100

Note that in this table and other similar ones, SA, A ,N,D,SD

strongly agree, agree, no opinion, disagree, strongly disagree, respectively.

In item 11, the students were asked whether or not they found learning Amharic is more
interesting than other subjects. In reacting to this 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

in the table represent,




(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
Ambharic 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
Ambharic 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 number 41.4% of

respondents had no favorable attitude towards learning Amharic starting from grade one.

To crosscheck this result, a similar statement is raised for teachers in the questionnaire,

the result of which is presented in table5.

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

Table5: teachers’ opinion about their students interest towards Amharic (n=12)

Item no Respondents responses
SA A N D SD Total
14 F | % F % F % F % F | % F |%

1 833 |3 |25 1 |833|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, 5 (41.7%) disagreed and 2 (16.66%) respondents
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strongly disagreed (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 Ambharic.
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.

Item12: “When | write letters to my friends, | prefer to use Amharic.”

Table6: students’ response about the use of Amharic

Item no Respondents responses
SA A N D SD Total
12 F | % F | % F % F % F | % F | %

7 |10 17 | 2428 |3 428 |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 preference of Amharic whereas a small number of respondents 34.2% have
preference on the use of Amharic to communicate with friends through letters.
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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 friends. 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.

Item1: Do you speak Amharic out side the classroom with your parents and  friends?”

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 No 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 exam?

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 their Amharic
exam a reflective question was prepared for the students. As the data obtained from this
item reveals, the majority of the respondents failed to score good results 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 Learning Amharic as a Second Language

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

were designed.
Item20: “I like learning Amharic to get a high paying job in the future.”

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

Item no Respondents responses
SA A N D SD Total
13 F | % F | % F | % F % F | % F | %

47 1 67.14 118 (257 |0 |O 3 4.8 2 (28 |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 explained 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, 2001).

Another question is designed to see whether or not students appreciate the native speaker
of Amharic and to check whether the students are integratively motivated.

Item18: “I enjoy meeting people who speak in Amharic.”

Table8: Students’ opinion about their integrative motivation towards learning Ambharic.

Item no Respondents responses
SA A N D SD Total
18 F | % F | % F | % F % F | % F | %

21 | 30 18 |25.7 |8 |[114 |8 1142 |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
Ambharic 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 (1989), 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 (1zzo, 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 they 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.
Item19: ““I have high interest to teach Amharic for my students.”

Table9: Teachers’ opinion about their interest in teaching Amharic (n=12)

Item no Respondents responses
SA A N D SD Total
14 F | % F | % F | % F % F | % F | %

3 |25 4 13333|1 |833]|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 1(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 Ambharic.
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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.

Item8= ““My teacher is not happy to teach us Amharic”

Tablel10: Students’ responses on their teachers’ attitude towards teaching Amharic (n=70)

Item no 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 we
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.

93



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.
Item18: “I feel relaxed when | use Tigrinya during Amharic lesson.”

Tablell: teachers’ opinion towards the use of Amharic (n=12)

Item no Respondents responses
SA A N D SD Total
18 F | % F | % F | % F | % F | % F | %

5 417 |3 |25 1 |833]|2 16.66 |1 |8.33 |12 100

In item18, 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 1 (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
no

SA A N D SD Total
19 F | % F | % F | % F % F | % F | %

10 |14.2 |17 | 2428 |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
Ambharic. 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 Teachers’ Views about the Motivation of Learning Amharic

Item17: Learning Amharic is important for students’ future carrier.
This question is designed to know whether teachers are instrumentally motivated or
integratively motivated towards the learning of the language. Regarding this statement

the response of teachers are presented in the table bellow.

Tablel3: Teachers’ opinion about use of Amharic as instrumental motivation (n=12)

Item no Respondents responses
SA A N D SD Total
17 F | % F | % F | % F % F | % F | %

4 133333 |25 1 8332 16.66 | 2 | 16.66 | 12 | 100

Item 17 was designed to identify whether teachers favor instrumental motivation to learn
Ambharic. 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 significant 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: | like Amharic language because | love Amharic native speakers and |

appreciate their culture.
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Tablel4: Teachers’ opinion about use of Amharic as integrative motivation (n=12)

Item no Respondents responses
SA A N D SD Total
15 F | % F | % F | % F % F | % F | %

2 |16.66 |3 |25 1 (8333 |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. Only 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
motivation for learning Amharic. Significant minorities (41.66%) of respondents do not
agreed or believe on the integrative function of learning the language.

In summary, the teachers in the study area are both instrumentally and integratively
motivated even though their 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 Ambharic, 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 questions
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:
Item13= *“My parents show considerable interest in my Amharic learning.”

Tablel5: students’ opinion about their parents’ attitude towards learning Ambharic.
(n=70)

Item Respondents responses

no

SA A N D SD Total

13 |F | % F | % F |% |[F |[% |F |% |F |%

10 (143 |13 |186 |0 |O 22 |314 25|35 |70]100

In item13, the students were asked whether their parents show interest in their learning of
Ambharic 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 children’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
Ambharic 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’

98



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 this may be due to the reason that their
parents do not have positive or favorable interest towards learning the language. So the
students’ Amharic proficiency and their parents’ interest towards Amharic have direct
relationship and this may be the reason for their becoming less proficient in their learning

Ambharic.

4.3.4.1 Parents’ Motivation for Learning Amharic

Another statement was presented for students to express their agreement regarding their
parents’ motivation of learning Ambharic as a second language.

Item20:““My parents feel 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.

Tablel6: Students’ opinion on their parents’” motivation for learning Amharic (n=70)

Item Respondents responses
no

SA A N D SD Total
20 F % F | % F | % F % F % F | %

22 314 | 21| 30 2 |28 |18 | 257 | 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, respectively. The

remaining 2 (2.8%) of the respondents replied that they have no opinion on the idea.
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From this, we can infer that a great majority of respondents 61.4% parents feel that
learning Amharic solves the problem of job opportunity. In general, from this we can
safely conclude that students’ parents are instrumentally motivated for 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 feel happy when | speak Amharic in my home.”

Tablel7: Students’ opinion on their parents’ attitude towards the use of Amharic (n=70)

Item Respondents responses

no

SA A N D SD Total

18 F % F | % F | % F | % F % F | %

18 25.7 |15 | 2142 |10 | 1428 | 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 positive
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. Negative attitudes by the second
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 with their parents and
this may be the cause for 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 to
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
Item16: | 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 (n=12)

Item no Respondents responses
SA A N D SD Total
16 F | % F | % F % F % F | % F |%

4 133333 |25 3 (25 |2 1666 |0 |0 12 | 100
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In reaction to the above statement, 4 (33.33%) respondents strongly agreed and 3 (25%)

of them agreed with the statement. On the contrary, 2 (16.66%) respondents disagreed

with the statement and there was no strong disagreement. A significant number, 3 (25%)

of respondents had no opinion for the statement.

From this we can realize that most of the teachers (58.33%) motivate and encourage 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 motivation 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 students’

questionnaire asking whether or not their teachers motivated and encouraged them to

develop Amharic proficiency.

Item13: 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
no

SA A N D SD Total
13 F % F | % F | % F % F % F | %

10 142 |5 |71 |5 |71 | 20| 357 (20 |35.7 |70|100

As can be seen from the above data, the majority, 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 encouraged them to learn the language. The rest 5 (7%) respondents
reported that they have no idea on the above statement. From this 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%) claimed 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 a
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 the students negative
improvement of learning and developing Amharic. In general, teachers’ encouragement

and motivation may be a principal cause for students less proficient.
4.3.5.2 Parents’ Support of their Children in Learning Amharic
Item15: ““I get family support and follow up to learn Amharic.”

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

Item Respondents responses
no

SA A N D SD Total
15 F % F | % F | % F % F % F | %

10 1428 |15 | 214 |3 |428| 24 (3428 |18 |25.71|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 family 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 of their parents in students’ home work.

Item Respondents responses
no
SA A N D SD Total
17 F % F % F % F % F % F | %
3 428 |15 |214 |2 285 24 [ 342826 |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.

The 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 children’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. This 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 of
proficiency in the second language.

Item1: “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 1 10 3 30 3 30 3 30
Listening 3 30 2 30 3 20 2 20
Reading 1 10 3 30 3 30 2 20
Writing - 10 2 30 4 20 4 40
Total 6 60 10 100 | 13 120 11 110

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
Ambharic. Their listening 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% fair 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 also 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.

Item2: “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 necessary because:

= |tis the national language of the country

= |t helps the learners to get job opportunity

= |t makes students to participate in different social and economic domains of the
country.

= |t 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 Ambharic.

= |ts difficulty to the children contributes to their confusion rather than 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
Ambharic for instrumental and integrative reasons, while a small number of respondents

do not even believe in their children learning of the language as a second language.
Item3: 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

Ambharic 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 socially 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 their Amharic as a
second language? (n=12)

In response to the above question 60% of the interviewees responded that they encourage
and motivate their children to develop their Amharic while a significant number (40%) of
the interviewees claimed that they do not motivate and encourage their children to learn

and develop Amharic. One of the interviewees reflected the following ideas:

I motivate my children in their learning of Amharic frequently because
Amharic is the national language of Ethiopia. Since we parents are
responsible to our children even better than teachers to make them aware
and motivate to them learn Amharic. More time should spend with us than
with teachers. Parents should motivate their children by offering material
support and psychological make up like appreciating, advising, giving
tutorial support in the home and giving material prize like clothes, books

and the like in the form of reward to their knowing 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 in their children’s
learning of Amharic as a second language? (n=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 Derg
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 acquire and learn the language wherever and whenever they get
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the opportunity and the exposure. Besides, the community 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.

Item 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 children, 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.

Item 7: Do you feel happy and speak with them if you get Amharic speakers in
your area? (n=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 happy is and speak

109



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 this 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 relationships among such factors is also the
objective of this study. To achieve this 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
Ambharic teachers who offer Amharic for grade eight students. The rationale behind
involving teachers as participants in the study 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 questionnaire, 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
Ambharic 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 and 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 students, 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 evels. 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 Ambharic, 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 learning 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 lexical 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 not 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 design 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 teaching-
learning 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 attitude 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 environment. 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 students to use and practice the
language both inside and out side the classroom by designing extracurricular
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 this knowledge to
develop some methods to rectify the interferences. Moreover, it is recommendable
that teachers should give emphasis for the difference in structure 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 possible 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 revealed 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 their affective needs to

produce more successful language learners.
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Appendix A
Addis Ababa University
College of social science and humanities
Department of linguistics and Philology
Questionnaire to be Filled by Teachers

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: [ ]
Sex:  MaleL—1 Female ]
Academic qualification: TTIL_] Diploma [_] Degree [_]
Educational back ground: Language[_]  Social science ]

Natural science 1 others [ ]

Your experience 1] teaching Amharic



Direction two: Give a brief answer for the items requiring completion
and choose the best answer for items requiring selection.
1. In your students’ Amharic essay writing, do you come across words that are
completely/ genuinely Tigrinya?
a. yes b. sometimes c. never d.notsure

2. If your answer for question no 1 is ‘yes, write the words students usually interferes?

3. Among the following, which interference is most frequent in students’ learning
Ambharic?
a. phonological c. syntactic e. specify others
b. morphological d. lexical
4. Are the syntax of Amharic different from Tigrinya syntax?
a. yes b. no C. no opinion
5. If your answer for question no ‘4’ is ‘yes’ mention the syntactic difference in

Ambharic 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 example for each consonant.

8. Do your students make pronunciation errors because of vowel harmony?
a. yes b.no c¢. notsure
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?




11. 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 solution 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 (v') 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
Ambharic
15 | I like Ambharic language because | love
Amharic native speakers and appreciate their
culture.

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 | use Tigrinya during
Ambharic 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 | 1 do not think two periods per week is enough
for second language learners to acquire
Ambharic.




Appendix B
Tigrinya version of teachers’ questionnaire
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Appendix C

Addis Ababa University
College of social science and humanities
Department of linguistics and Philology
Questionnaire to be filled by students
Dear 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 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:  below 15 — 15-18 [ ] abovel8 ]
Sex:  Male [ 1 Female [ ]



Direction one: Give short and brief answer for the items requiring completion and
choose the best answer for items requiring selection.
1. Do you speak Amharic out side the classroom with your parents and friends?

a. yes b. no C. no opinion

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

3. Do you get good result in Amharic?
a. yes b. no C. no opinion

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

5. “Does your teacher usually use Tigrinya language to explain concepts during

Ambharic lesson?”
a. yes b. no C. no opinion

6. If your answer for no ‘5’ is ‘yes’ in what context does your teacher use

Tigrinya?




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 (v') 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 of attitude SA SD

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 | prefer to use
Ambharic

11 | My parents show considerable interest in my
Ambharic learning

12 | I would like to learn Amharic starting from grade
one

13 | My teacher encourage and motivate me to learn and
develop Ambharic proficiency

14 | I get family support and follow up to learn Amharic.

15 | My parents motivate and encourage me to learn
Ambharic.

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 | 1 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 | speaker Amharic in

my home




Appendix D

Tigrinya version of students’ questionnaire
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Appendix E
Addis Ababa University

College of social science and humanities
Department of linguistics and Philology
Interview questions for Parents

Good morning/afternoon! My name is | came form the department of linguistics of
Addis Ababa University to study the impact of mother tongue interference and some affective
factors in learning Amharic as a second language. The purpose of this interview is to collect
primary data on the impact of mother tongue interference and some affective factors in
second language acquisition and learning. So, this study concerns to you one way or the other
way. So, your opinions are worthwhile to the study. Therefore, you are kindly requested to tell me

the true response for the questions I ask you.
I would like to let you know that any information will be kept confidential.

1. How proficient are you in Amharic?

2. Do you think that learning Amharic as a second language is necessary for your children?
Why? Why not?”

3. Do you speak (use) Amharic with your children at home?

4. Do you encourage and motivate your children to develop their Amharic as a second
language?

5. What do you think about the attitude of the community 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 feel happy if you get Amharic speakers in your area?
8. Do you think there is a cultural difference between Amharic speakers and Tigrinya speakers?

9. If your answer is ‘yes’ for the above questions, do believe the difficulty of Amharic for your

children due to this difference?



Appendix F

Tigrinya version of students’ interview
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Appendix G
Addis Ababa University

College of social science and humanities

Department of linguistics

Classroom observation check list

SchoOl--------m-m e date----------------mememm oo
Grade and section-------------------------- time --------------m oo
No Student concerned statements Yes | No | Examples of remark
students errors
1 Students try to speak Amharic when
they respond for questions.
2 Students have good attitude towards
learning Ambharic.
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




10

Is there Phonological errors made by
students

11

Is there Morphological errors made
by students

12

Is there Syntactic errors made by
students

13

Is there Lexical errors made by students

14

Teacher motivate and encourage
his or her students to speak in
Ambharic in the classroom

15

The teacher has enough
knowledge and speak very good
Ambharic while he teaches his
her students

16

The teacher give constructive
feed back in the written part of
students errors on the board and
in their exercise book

17

The teacher motivates his/her
students to participate and to
speak in Amharic

18

Teacher tell his/her students how
to pronounce words which are
difficult them

19

Teacher tell his/her students the
structural and usage difference
between the two languages

20

The teacher has enough
knowledge of phonology,
morphology, syntax and
vocabulary of Amharic

21

The teacher use Tigrinya to
clarify difficult 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

av9°Cch.: VOR9° HOOO CANIT he avddn/n, W0 “Lat F0A. PAT HAH
AYPd OAhG/ 4

V) teéht: 0L av ov(CY
A) o TR HN60 TG

) TATE &€ AWHES AN W THICVCH:




DECLARATION

| hereby declare that ‘the impact of mother tongue interference and some
affective factors in second language learning the case of Wukro second
cycle primary schools’ is my own work and that all the sources that | have
used or quoted have been indicated and acknowledged by means of complete
references.

Name: Teklay Kahsay

Signature:

Place: Addis Ababa University

Date of the submission: 16/06/2011



	3TAPPENDICES

