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Needs Analysis: A Student’s Real Needs
Emerging from their Experiences

Koyo OGAWA

. Abstract

According to the century-long history of transfer research, similarity between learning
contexts and performance contexts plays the most important role in enhancing transfer
of learning. Task-based language teaching is powerful in this respect because it
embodies real-life tasks as its teaching contexts. In determining which tasks to employ,
it is recommended to carry out needs analysis which identifies what learners should
learn based on their own needs. The current study is a single case study that attempts
to make a Japanese student’s needs in a different country clear by means of interviews.
Three interviews were conducted with the student, which depict what she experiences in
the United States as well as difficulties she faces. In Vivo coding is used in the process
of qualitative analysis. Discussion will focus around two research questions addressed
in this paper: 1) What are the actual difficulties and challenges a Japanese student faces
in her 9-month stay in the United States?; and 2) What tasks may be appropriate to carry
out in language classrooms based on these ﬁndings‘?

1. Introduction

Task-based language teaching (TBLT) ‘has been drawing a considerable amount
of attention from researchers and language educators. In fact, Benson (2016) points out
that we have “a growing body of empirical evidence to support how and to what extent
this approach can promote language learning” (p. 341). One of the important phases in
TBLT is students’ needs analysis. Needs analysis clarifies what students want to learn,
need to gain, and ought to overcome, and thus enables language educators to provide
their students with exactly what they need in language classrooms.

Needs analysis is powerful because, carried out properly, it can maximize the
chances of learners’ transfer of learning (defined in the next section). Haskell (2001,

p. 116) suggeéts that “significant and general transfer is primarily the consequence
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of personality and other dispositional characteristics such as attitude, motivation, and
feeling. In short, I [he] will suggest that general transfer is the consequence of what
I [he] refer[s] to as the spirit of transfer.” James (2012) classifies such motivation of
transfer into eight categories, which include perceptions of opportunity for transfer. It
is, therefore, suggested that students with clear learning purposes and those who can
envision future situations where their learning may be useful will have a better chance
of transfer. Therefore, needs analysis is one of the very important topics in transfer of
learning and TBLT research.

This paper, as an exploratory case study, introduces a Japanese student’s needs
during her 9-month stay in the United States, mainly from linguistic and task-
based perspectives, identified by means of interviews which interrogate her real-life
experiences. As a first step towards building a transfer-appropriate TBLT, this paper-
further discusses future directions based on the current findings.

2.  Transfer of learning

Transfer of learning means the application of learning in one context to different
contexts. We may transfer our language skills acquired when learning a second language
to learning another language. We may also transfer our sport skills when trying new
sports for the first time. Educators want their students to transfer their learning in a class
to their next class, next school year, and ultimately, to their outside-of-school and real-
world experiences. Likewise, our life is full of transfer opportunities. Yet, what I would
like to discuss in this paper is a more general type of transfer: transferring knowledge
and skills to different contexts to perform them properly there.

Transfer of learning has been researched by both psychology and second language
acquisition researchers. In fact, transfer research in educational psychology has more
than a century of history. The first study was carried out by Thorndike and Woodworth
in 1901. Their finding is often discussed as the “identical element” theory which claims -
that transfer is very rare but may occur in cases where there are identical elements
shared by two different functions or contexts. A similar discussion is made by Morris,
Bransford, and Franks (1977) and they put forward the transfer-appropriate processing
(TAP) theory. Likewise, a line of research on transfer of learning in the last century has
reached a sort of consensus, that is, in short, that the more similar two contexts are, the
better transfer happens between them. This claim has been supported by a large number
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of researchers with a large amount of empirical evidence (e.g., Godden & Baddeley,
1975; Cann & Ross, 1989; Balch, Bowman, & Mohler, 1992; Metzger, 2002; Shin et
al., 2021; Essoe et al., 2022).

The theory of TAP or the similarity principle is sometimes mentioned in second
language acquisition research too, although SLA study on transfer is still scarce.
One of the common claims that connects transfer of learning to language teaching is
that learners should learn communicative language skills in actual communication.
Lightbown (2007), for example, says that “TAP is also consistent with the idea that the
most effective preparation for understanding and producing language in communicative
environments will occur in contexts where learners gain experience in understanding
and producing language in communicative environments” (p. 32).

Other aspects of transfer of learning are also discussed both in psychology and in
second language acquisition. James (2018), for example, developed 6 important factors
that can affect transfer of L2 learning:

learner affect (e.g., motivation for transfer)
support for transfer in transfer contexts (p. 332).
As you can see, beside contextual similarity, we have more principles to take into

1. contextual similarity (e.g., between learning and testing tasks)
2. - learning of general principles

3. amount of practice

4.  variability in practice

5.

6.

consideration, and indeed, there is underlying evidence for each factor listed above.
(See James’ (2018) research timeline.) However, the biggest emphasis is always put on
the importance of the similarity principle, and this is why task-based language teaching
may play an important role in the transfer of second language learning. I would like to

discuss it more in the next chapter.

3. Task-based language teaching and transfer of learning
Task-based language teaching (TBLT) assigns tasks to learners, and they focus
on completing those tasks while the target language is communicatively used among
learners. In other words, completion of tasks is the primary goal of learners while TBLT
“promotes learning language knowledge and training skills in the process of performing
tasks” (Hismanoglu & Hismanoglu, 2011, p. 49).
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TBLT may be one of the most transfer-appropriate teaching frameworks because
well-designed tasks can embody some of the transfer-related principles. First of all, it
embodies transfer-appropriate processing theory, because everyday life outside of school
is full of small tasks, from taking public transportation to making an order at a café
and shopping at a nearby supermarket. This characteristic may be the most important
aspect of TBLT, as Lin (2009) points out that the “task-based approach has closed the
distance between class and real life and has changed the malpractice in which teachers
completely separated traditional foreign language teaching from real life” (p. 23).

Actually, TBLT sets itself apart from traditional language teaching in many ways
as a strong version of communicative language teaching. The comparison table below
that appears in Ducker (2012, p. 5) summarizes it very well.

Table 1. Comparison of methodology (Ducker, 2012, p. 5)

Aspect Task-based instruction Traditional

Focus of .

learning Meaning Form (grammar etc...)
.Learnmg Students generate language Teacher generated language and
input rules of language

Learning Driven by student needs Pre-determined by teacher
content

Learning Implicit learning by student Explicit learning by teacher
action deduction instruction

Description | Holistic “chunks” of natural | Discreet segments of

of language | language synthesized language
Learning Tasks to practice whole Exercise to practice segments
activity integrated skills of language

There may be so many aspects to discuss when it comes to comparing TBLT
and traditional or other teaching frameworks, but I would like to focus on the learning
content which is determined based on what students need. ““A properly designed TBLT
course begins with a needs analysis (NA)” (Long, Lee, and Hillman, 2019, p. 507), and
therefore, TBLT is “consistent with this practical goal in that the instruction is centered
around real-life tasks students need (or will need) to accomplish outside the classroom”
(lizuka, 2019, p. 134).
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In the next chapter, I would like to look at needs analysis a little more deeply.

4. Needs analysis

In an analytical approach, where learners are holistically exposed to large amounts
of target language input, such as TBLT and other communicative language teaching
methods, clear learning purposes are crucial. Without them, such an approach often falls
into what is called TENOR (Teaching English for No Obvious Reason) that leads to
“situations in which instruction is generally unfocused, learner motivation is lower than
it could be, and learners come out of individual courses, and the program as a whole,
without any clear idea of what they have learned or the ability to pull it together for any
functional purpose” (Lambert, 2010, p. 101). Needs analysis plays a powerful role here
to overcome such problems.

In fact, needs analysis studies have been conducted in several different contexts.
Botev and Sybing (2022), for example, interviewed Japanese study abroad students
and identified challenges they encountered in the target countries. lizuka’s (2019) needs
analysis used interviews and a questionnaire, focusing on communicative needs of
American students and their Japanese host families, and figured out that students are
heavily concerned about their speaking skills. On the other hand, Lambert’s (2010)
needs analysis focuses on Japanese graduates’ business English needs. In a similar vein,
Huh (2006) identified frequent business English tasks encountered by Korean business
professionals. Likewise, needs analysis is useful in multiple contexts to identify different
kinds of needs.

In terms of TBLT, needs analysis first clarifies what Long, Lee, and Hillman (2019)
call “target tasks,” that is, “the real-world communicative uses to which leamners will put
the L2 beyond the classroom” (p. 507). Taking these real needs into consideration, task-
based approaches can not only provide learners with explicit goals but also maximize

. their motivation to learn a language set necessary to complete the tasks. According to
Long, Lee, and Hillman (2019), identification of target tasks is followed by identification
of “target discourse,” which means “gathering genuine samples of target language use
by NSs (native speakers) performing the most frequent or most critical target tasks™ (p.
508). This way, learners experience communication involving authentic language as
well as tasks which are also authentic and directly applicable to similar tasks outside of

classrooms.
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However, lizuka (2019) notes that this integral part of TBLT is frequently skipped
by language educators and curriculum designers (p. 135). According to Bryfonski and
McKay’s (2017) analysis, only 9 out of 47 task-based studies conducted needs analysis.
It seems clear that more needs analysis studies are needed.

5. Research purposes and questions

The current case study on a Japanese student’s needs is a beginning phase of my
designing transfer-appropriate TBLT. Once I clarify the student’s needs, I am going to
define target tasks and target discourse based on those needs, and then design pedagogic
tasks that can actually be carried out in transfer-appropriate task-based language
teaching in my future research. Long, Lee, and Hillman (2019) explain that “modified
elaborated (not linguistically simplified) versions of the prototypical spoken or written
target discourse models are used in the production of task-based material—pedagogic
tasks” (p. 509).

This study is exploratory in nature, qualitatively focusing on a single case of a
student who spends her time in a different country. A main purpose of the current paper,
therefore, is to figure out what tasks a Japanese student actually experiences in the real
life of the United States in order to build transfer-appropriate language tasks later.

Accordingly, research questions employed in this paper are:

1) What are the actual difficulties and challenges a Japanese student faces
in her 9-month stay in the United States?

2) What tasks may be appropriate to carry out in language classrooms
based on these findings?

6. Methods

Three semi-structured interviews were conducted during a period of nine months
while a Japanese student was studying abroad in the United States. The first interview
was carried out on December 10", 2022. The second interview was conducted on March
11%, 2023, followed by a third interview on May 17", within a few days of her return
from the United States.

Each interview consists of six prepared questions with some impromptu questions
following them. The first interview has four more questions to ask her expectations

before leaving for the United States. The ten prepared questions are shown below in
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English:

1. What was your motivation for studying abroad?
‘What were you looking forward to before leaving Japan?
‘What were you worried about before leaving Japan?
‘What did you do and prepare for studying abroad?
‘What difficulties have you experienced so far?

S O

How has your impression on studying abroad changed since you started
studying abroad?

‘What do you think you should have done before studying abroad?

How do you spend your time when you are not taking university classes?

0 =

What English phrases or expressions do you often use or hear in your daily
life?

10. If you were to give a piece of advice to students who want to study abroad,

what would it be?

The first four questions were used to clarify the student’s motivation for studying
abroad, and what difficulties and challenges she had expected, as well as what she had
done to prepare for such expected challenges. Question 5, 7, and 10 deal with needs in
the United States: Question 5 directly asks the difficulties and challenges she actually
faced while staying in the United States; question 7 asks her needs too but from a
different angle; and the last question asks for her advice to those who want to study
abroad, with an underlying purpose to figure out the needs that she thinks study abroad
students have before studying abroad. Questions 6 focuses on changes in her attitude
towards studying abroad. Questions 8 and 9 focus on her daily life outside her academic
classes in order to elucidate everyday tasks and language use in the United States.

The original questions are all in Japanese and the interviews were also conducted
in Japanese. All interviews were audio-recorded and transcribed, but excerpts from the
interview, which will appear in the next chapter, were translated into English by the
author.

Transcribed data was analyzed by means of In Vivo coding, which uses “a
word or short phrase from the actual language found in the qualitative data record”
(Saldafia, 2016, p. 105). I used this coding method because using the participant’s own
language in codes can avoid a researcher’s subjective labeling based on his/her arbitrary
interpretations. Saldafia (2016) points out coding examples which are based on the
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same single set of data but labeled differently according to different researchers. He
explains that “coding requires that you wear your researcher’s analytic lens. But how
you perceive and interpret what is happening in the data depends on what type of filter
covers that lens and from which angle you view the phenomenon” (pp. 7-8).

I used the student’s original language to label each code. However, since the
original data is Japanese, it was codified in Japanese; therefore, English translations of
the codes do not necessarily match the exact language in the English excerpts due to the
additional process of translation. (Excerpts from the original Japanese transcripts with In
Vivo codes will be shown in the Appendix.)

7. Findings
Iwould like to cover each question, comparing her answers to each question across
the three interviews, but first, let me introduce her motivation and expectations for
studying abroad before leaving Japan. In the next section, I would like to introduce the
student’s answers to the first four questions that shed light on the period before studying
abroad.

7.1. Before studying abroad

As a result of In Vivo codification, four codes are identified in her answer to the
first question: “Interests when in high and junior high school”, “Pure desire when at
university”, “Wanted to get rid of it soon”, and “Did not have to be the United States.”

Her answer to the first question tells us that her original motivation for studying
abroad was relatively weak and she did not have any strong and clear goals before
leaving Japan. The following excerpt includes all the four codes I identified, which
will be put in square parentheses after corresponding answer. The S before each quote

represents “student” and R stands for “researcher,” meaning the interviewer.

Excerpt 1:

S: 1 just wanted to study abroad anyway. I had been longing for it since when I
was in junior high school and high school [“Interests when in high and junior
high school””], which motivated me to study for it, but when I became a university
student, it was not really a motivation anymore, but something like a pure desire

[“Pure desire when at university”], and I felt like getting rid of it as soon as
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possible [“Wanted to get rid of it soon™].

R: Does that mean where you would study abroad didn’t have to be the United
States?

S: Exactly, it didn’t have to be the United States [“Did not have to be the United
States™].

When I asked whether her target country had to be the United States and she
denied it, she explained that she wanted to study somewhere in Europe instead.

The second question was about what she was looking forward to before studying
abroad. Identified In Vivo codes are “Changing environment” and “Verbalize studying
abroad.” Although she briefly said she was looking forward to the new environment, the
largest part of her answer to this question indicates that she considered studying abroad
as something to aspire to rather than an opportunity to do something. The following
excerpt shows the “Verbalize studying abroad” part that suggests that she was not
interested in what to do in the United States and she was rather obsessed with studying
abroad itself instead.

Excerpt 2:

I have been wondering what studying abroad is. Although I came across a lot of
answers to this question by other people, they simply did not convince me, and I
was looking forward to becoming able to verbalize it myself [“Verbalize studying
abroad”].

The third and the fourth questions are about what she was worried about and what
she actually did to prepare for studying abroad, respectively. In Vivo codes in the third
question are “Language proficiency”, “English”, “Housework”, “Conversation”, and
“Making friends.” In question 4, “Watching Vlogs about literature”, “Nothing useful
for daily life”, “Watching academic YouTube videos”, “No English conversation”, and
“Reading a grammar book.” Her answers to these questions in the following excerpts
show that she did not do anything special to learn something useful for her life in the
United States, even though she had a considerable amount of anxiety.
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Excerpt 3:

I was worried about my English because I had not studied it to prepare for studying
abroad at all [“English”]. Also, I had never lived by myself before and did not
do housework and I was concerned about laundry, how to close the gas tap, and
stuff like that [“Housework™]. I also thought that I would not be able to join
conversation [“Conversation”]. And friends. I was so worried about making friends
that it brought me unease [“Making friends”].

Excerpt 4:

S: I told my university that I wanted to take literature classes, which was true. I
really thought so, and I watched some Vlogs of literature students who are in other
English-speaking countries. .. [“Watching Vlogs about literature™] I did not watch
something useful for daily life [“Nothing useful for daily life”’], but instead, I often
watched YouTube videos on something academic like that [“Watching academic
YouTube videos™].

R: So, didn’t you learn English for daily conversation that much?

S: You’re right. I didn’t study it because I was not motivated, and what I was
interested in was that part (English literature) [“No English conversation™].

The student’s answers to the questions about the period immediately before
studying abroad and the excerpts above reveal that she did not clearly envision her future
life in the target country and thus did not prepare anything special for it. Rather, what she
was looking forward to was studying abroad itself and English literature classes. This
may be a rare case where a studying abroad student is less motivated, but the current
findings about the student in my study would suggest that students sometimes need to
envision their future needs and goals more explicitly in order to actually do something
and prepare for studying abroad. Therefore, the rest of the questions in the interviews
and her answers to them, which will show up in the next section, are very important not
only for identifying what difficulties and challenges a student actually faces but also for
providing study abroad students with real needs that they may not be able to perceive by

themselves before leaving their home countries.
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7.2. While and after studying abroad

With the last six questions, which were used in all the three interviews, I shed light
on her needs while staying in the United States. Asking her the same set of questions
three times in the 9-month period allowed me to obtain not only a more accurate
description of what the study abroad student experiences, but it may also reveal the
gradual changes in her attitudes as well as needs in her daily life.

The fifth question was “What difficulties have you experienced so far?” and the
following table summarizes and compares In Vivo codes identified from her answers in

the three interviews.

Table 2. Codes derived from the student’s answers to question 5

1st interview after 3
months

2nd interview after 6
months

3rd interview after 9
months

“Conversation at meals
with her host family”
“Low language
proficiency outside
campus”

“Talking with a janitor”
“Paying dormitory fee”
“Understanding
explanation at the
orientation”

“Making friends”
“Continuing
conversation”

“No one uses an
umbrella”

“Colorful foods and
drinks”

“Jetlag”

“An annoying
roommate”
“Discussion based
lessons”

“Catching up with
classes”
“Understanding other
students’ comments”
“Fewer friends than
before”

“Loneliness”

“Communication at café
and restaurants”
“Understanding
unexpected utterances”
“Explaining directions”
“Understanding other
students’ comments”

Although it is not surprising that she had more difficulties right after her arrival
in the United States, comparing her answers in the three interviews highlights that
the number of difficulties she mentioned decreases as she stays in the target country,
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suggesting that she gradually got used to these challenges. However, it seems like

she still had some language problems especially when she had to communicate with

unfamiliar people. The following excerpt from the third interview shows an example of
this tendency.

Excerpt 5:

S: I still cannot understand what people say when, for example, eating out at a
restaurant. I cannot understand if I cannot expect what they would say beforehand,
although I can guess what I should reply without understanding their utterances
[“Communication at café and restaurants”].

Another example situation she mentioned in the interviews as being challenging
was her university classes, which is codified as “Understanding other students’
comments.” She explained that she was able to express her ideas when asked in
classes, but she had problems when it comes to class discussions that happened after
local students shared their opinions, because, she said, understanding unfamiliar native
speakers’ language was very hard for her.

Question 6 was “How has your impression on studying abroad changed since you
started studying abroad?” I included this question expecting that she might remark that
studying abroad requires much more than she originally thought it would, which could
make a difference in her answers, but she said almost the same things through the three

interviews as Table 3 shows.

Table 3. Codes derived from the student’s answers to question 6

1st interview after 3
months

2nd interview after 6
months

3rd interview after 9
months

“Not that great”
“Good environment for

studying”

“Just living in a different
place”
“Not that special”

“Not that special”

1 would like to use an excerpt from the second interview below, but her answers in

the first and the third interviews were quite similar.




Excerpt 6:

S: I heard a lot of comments like “you are going to change if you study abroad,’
which made me think of studying abroad as something very special [“Not that
special”]. But come to think of it now, I realize that it is just living in a different

country and studying there [“Just living in a different place™].

Although she identified many difficulties in the last question, her impression on
studying abroad seemed not affected much by them. Rather, she experienced a kind of
disillusionment that may be because of her strong desire and aspirations for studying

abroad before leaving Japan, which we saw in the previous section.

The next question was “What do you think you should have done before studying
abroad?” and this question led to rather interesting answers in the three interviews. As
the following table shows, as of December when she had spent 3 months there, she
thought there was nothing that she should have done before. However, after another 3
months, she said she should have studied English more as the following excerpt from
the second interview shows.

Table 4. Codes derived from the student’s answers to question 7

1st interview after 3 2nd interview after 6 3rd interview after 9
months months months
“Nothing” “Studying English” “Cannot avoid
“Accept new things” “Having more difficulties”
opportunity to learn “Prepare for current
English” concerns”
“Being more eager to “Background
learn English” knowledge”
Excerpt 7:

S: I'wish I had had more opportunity to learn English in a way that suits me better
[“Having more opportunity to learn English]. T watched YouTube videos about
English sometimes, but I found a lot of more useful videos here though I could
have done it in Japan before studying abroad. I think I should have been more

eager to learn English [“Being more eager to learn English™].
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However, in the third interview, she told me something different. She said that
people cannot completely avoid difficulties no matter what they do before studying
abroad, explaining that they can only prepare for something they are looking forward to,
interested in, or concerned about. One of the examples that she mentioned in the third
interview was about the culture in the United States. The following excerpt shows what
happened to her.

Excerpt 8:

S: The most difficult thing was the local students’ background knowledge. I cannot
understand examples given in classes because I do not share the same background
knowledge underlying them. For example, the Marvel movies, the Bible, and
something cultural and local like that made me have a hard time catching up with
what people were talking about using examples [“Background knowledge”].

She explained that being interested in the target culture could be a big advantage in
such situations. Likewise, she talked about learning politics, something which Japanese
people are often indifferent about. She explained that hearing other people saying that
they should have learned politics before studying abroad does not necessarily make
students learn it, but rather, they should learn something that is directly useful in their
own situations.

The next question was “How do you spend your time when you are not taking
university classes?” which was included in the interview questions to clarify task-based
needs in her daily life. She told me quite a lot of things to do as the following table

shows.

Table 5. Codes derived from the student’s answers to question 8

1st interview after 3 | 2nd interview after 6 | 3rd interview after 9
months months months

“Study” “Traveling” “Going downtown”
“Going downtown” “Studying at the “Ice cream shops”
“Shopping” Academic Support “Café”

“Cafes” Center” “Bar”

“Ping pong with “Reading books”

friends”
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“Keeping a diary”
“Eating out with host
family”

“Teaching Japanese
language and culture”

The question was particularly useful in identifying which tasks are relevant to
the real daily life in the United States. However, as Lambert’s (2010) study points out
that “respondents to the open questionnaire rarely provided information at the level
of specific target tasks. They conceptualized their language use in terms of general
activities and variations on a limited range of task types” (p. 104), the student in my
study also mentioned events as broadly as task types. Therefore, I asked her some
follow-up questions in order to clarify what she and people there do in certain task
types. In the third interview, for example, I asked several additional questions about the
ice cream shop and what she did there. My follow-up questions led to more specific
information around tasks in this interview. The following excerpt depicts how a visit to
a bar went.

Excerpt 9:

R: So, you did not visit a bar?

S: Well, I did [“Bar”].

R: Oh, you did?

S: I'watched the baseball game in which Ohtani Shohei played in a bar, a sport bar.
R: Can you tell me more about that. What was is like?

S: Well, my senior made a reservation call and asked if they were going to show
Ohtani’s game there. Then after walking in the bar, they asked us if we wanted
some appetizer. I ordered fish and chips then. When I ordered, they asked me the
size. They serve appetizer in several sizes, and you can choose from them just
like when you order a pizza. It was my second time there and I was able to order
without any problem, but I was not able to understand what the server said when I
ordered for the first time, not knowing that we got size options.

R: Did you sit at a table?
S: Yes. We visited there several times, but we used table seats all the time.
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R: How many times have you been there?
S: Three times.

S: “And yeah, you are supposed to show your ID when buying drinks. This is very
important. And sometimes, they charge you some entrance fee. It is like a fee to
pay the performers there. They randomly charge us about once a week or so, and
we were charged about 5 dollars then. ...Also, it was a bit surprising, but students
often use cash here.

The ninth question was “What English phrases or expressions do you often use
and hear in your daily life?” which was also included in the questions to identify some
target discourse or useful expressions to focus on in task-based language teaching. Her
answers included very casual phrases that are not specific to tasks mentioned in the
previous answers, and thus, I also used follow-up questions and gave some specific
situations and contexts so that she can more easily think of common expressions used
there. For example, in the following excerpt, I asked her to give English phrases she
used when making orders in the bar.

Excerpt 10:

R: Well, because we talked about a bar, do you want to share some phrases from
the bar situations?

S: Well, maybe, ‘can I get ~” and stuff like that [“Can I get ~”]. Bar is not that
special, it is like a café.

R: Did you ask for recommendations there?

S: Ah, I said ‘what would you recommend?” in the café [“Do you have any
recommendations?”’]. I didn’t ask it in the bar though. But Ken (pseudonym: her
senior) did by saying something like ‘do you have any recommendations? I like
something sweet.” So, we use ‘something’ a lot in phrases like ‘something to
drink’, ‘something sweet’, and ‘something hot’ here [“Something ~”]. But even
when asking for recommendations, I sometimes cannot understand what they
say back to me. In that case, I say something like ‘is it hot?” and “is it spicy?’ So,
adjectives related to flavors and tastes should be useful [“Adjectives”].
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Likewise, I asked her further questions about useful expressions in cafés too. Other
English expressions she referred to are summarized below in the table. Very casual
phrases that Japanese students do not usually learn at school like “I’m gonna ~” and

“‘we’re gonna ~” are also mentioned.

Table 6. Codes derived from the student’s answers to question 9

1st interview after 3 2nd interview after 6 3rd interview after 9
months months months
“Can I get ~?” “I’m gonna go” “I’m gonna ~.”
“I’m gonna ~” “Progressive aspect” “Could you ~?”
“We’re gonna ~” “Would” “Can I get ~?”
“Could” “Do you have any
“Screw up” recommendations?”
“Might” “Something ~.”
“Adjectives”
“Fluffy”
“Slippery”

The last question in the interviews was “If you were to give a piece of advice to
students who want to study abroad, what would it be?”, whose underlying purpose
is quite similar to that of question 7, which asked what she should have done before
studying abroad. Therefore, I expected her answers here to be very similar to those in
question 7; however, as the table below shows, her answers were more holistic and
seem to have little to do with what she said in question 7. She coherently stressed the
importance of embracing new challenges through all the three interviews. Although
such an answer does not say much about task-based needs, the coherence in her answers

may suggest the strength of her belief.

Table 7. Codes derived from the student’s answers to question 10

1st interview after 3 2nd interview after 6 3rd interview after 9
months months months
“Accept new things” “Open to new things” “Open to new things”
“Express yourself” “Get out of your comfort
: zone”




Needs Analysis: A Student’s Real Needs Emerging from their Experiences Iv

8.  Discussion and conclusion

Needs analysis plays an important role in identifying what tasks to focus on and it
helps language educators design transfer-appropriate language teaching curricula as well
as learners prepare for real-world tasks to encounter in different countries.

In my needs analysis attempt, it turned out that the student did not see many needs
before studying abroad. She actually did little to prepare for it. However, as the fifth
interview question revealed, she had a considerable number of difficulties especially
right after she started studying abroad. This highlights the importance of needs analysis
studies and making students aware of such needs to get ready before studying abroad
and reduce unnecessary obstacles. Although the number of difficulties the student
mentioned in the interviews decreased as she stayed more in the United States,
she thought she still had some language problems when communicating with new
(unfamiliar) people there, providing an answer to the first research question: learning
how to communicate with unfamiliar people may be one of the most important needs in
daily life in the United States.

Some of the questions and the student’s answers also led to useful findings that
can be embedded in TBLT, because they successfully showed that the Japanese student
experienced many tasks in real life in the United States. As we have seen, the student
often went downtown to hang out with friends. She visited cafés, ice cream shops, and
bars several times. There are some linguistic items that she identified as being very
useful too. When designing a TBLT curriculum, they will be very useful references as
target tasks and target discourses. Answering the second research question, tasks in these
places such as making reservations and making orders are suggested to be incorporated
in TBLT as real-life tasks that students frequently come across abroad. This finding
is consistent with previous needs analysis studies which identified them as frequently
encountered tasks (e.g., lizuka, 2019; Hillman & Long, 2020; Botev & Sybing, 2022),
suggesting that they should be a primary focus of TBLT.

Although the current needs analysis of a student who studied abroad gives us
some insights and useful information, it has some limitations as a single case study.
First of all, like any individual case study, it is not possible to assume that the findings
necessarily apply to everyone else, although a sufficiently qualitative description of
participants, methodology, and setting would enable readers to determine what and how
to apply to their own situations. Referring to more students’ reports on their experiences
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abroad may work as a set of data and be useful for consolidating the current findings
and identifying what students in our context need in general. However, it is true that
conducting a set of qualitative interviews, like the one in the current research, many
times with a large number of students may be very time-consuming. Therefore, together
with exploratory and qualitative research, quantitative studies with shorter and simpler
types of questions, to focus only on their needs as rough as task types for example, may
be useful to grasp a holistic trend of students’ needs in a certain context.

Another limitation may be the subjectivity of the data. Suggesting the use of
multiple sources and methods, lizuka (2019, p. 140) claims that “learners’ actual needs
cannot be fully understood by consulting them; we also need input from ... local people
in the target country such as host families in the case of survival NA, experiggced
workers on the particular job in the case of occupational NA, experienced professors
in the respective fields in the case of academic NA, etc.” As well as a larger number of
participants, multiple approaches to their needs may be important.

Finally, in this paper, although I mainly refer to and explain the student’s needs
outside of school, such as ordering situations and daily conversations with people there,
to make transfer discussion more relevant to a general real-life that Japanese students
may experience in the United States, transfer targets can also be found within school
contexts like academic activities and classes. In fact, the student in my study quite
frequently referred to academic situations as being challenging as shown in Table 2.
If the primary focus of needs analysis is to find out appropriate tasks specifically for
studying abroad students, these needs should be one of the most important transfer
targets in language education.

The next step is to actually build a transfer-appropriate TBLT based on the
findings. From the transfer of learning perspective, making tasks as real as possible is
the key to a successful outcome. With the example of making orders as a target task,
simulating environments such as bars and restaurants and letting learners experience

tasks as realistically as possible is a promising avenue for future research.
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10. Appendix
Excerpts used in this paper are all translated to English. The original Japanese with
In Vivo coding appears here.

Excerpt 1:

S:LVHAY, BFEELTHEVEWVWIDTTNR, BANFS Lok
WEND, FEROENSBEEE LW E BoT, BiE Mo & x1x
FORDB > T, TNDHBROBIHIC R 572 AT & [« gk, Bk ),
RESDWNTR o728, MBROBHEIZ S 72 B2V BV, 72 OBREZEL 1
C7RobeoT[KRFE, LEOKLE”, Ehb, L0bxP. ZhE R
BELEV WS TWIREB Lo HVE L[ BB LEY 7=,
REVWHIZ LT, TAVHI LR THEDoTo TR LTI,

S: H— BALIET AY BATE L Kdole o TR ETY [“T AU DFT
&7l lahotz ],

Excerpt 2:

S: BADIRP T EFE S TRARNNIED D 5T o & BoTRESS MR d - T,
BARBIELRT, THERTHMETERDP DT, B2FAMT e
EfETEDROTNI ORELAT L [“BE->TRAES S EEIL,

Excerpt 3:

St EY FREEIL. BT B0 00T, RREEBEME L TRVDIC
R BB [“EEMRLTRN ), BERUTE L, AEEICE
LT, —ABLLENLIEZ LoD e, EFOFEL S LN
A TRDT, WWEBEDNEA L DPARNATTE, WELDIARNA
THTE EVHRTEINIB L& LI N, HRADOTROFEDF &
DN ES VWD ORLEE oT-D L [“RE”], bELEE, HTE RN
LRSI D, TNHLETLER[RET, be. Kk KEboba
AETLIBALIC, KROBELRBL BV KE,

Excerpt 4:
S: WFDOFREHEARY I\ & SURORELR T2 TRBERITE -
Vo TV EEZEEICRKFRICIIH L TRATTIT S, ZhiTEET, =




Ix

BB AEA L ICF 9 BoTT, FUHEITE, 1EHOREEIEATTRE
TEoThH. THREDOAD vieg B R TE Lz [“UFD vlog’], - EiFIT L
ERBRUOIEHAEY RTARL T [ AFICSERELOFR TRV, &
SBRPENS EFINIHRRDL—F 2 — N—DHFELBNTE L, W
BT [ F138 R D YouTuber],

R . Uoblc BESTE L POEFICITOAE ML IR TRh o7
D,

S: TR, REKRENoTENT, LTRNTTR, BIRRHSIOBZ T
FoleDT[ AERFEOHRFL TRV,

Excerpt 5:

S ¥, LA KT U EMToIT, BEBRNARY, FRIATERNI &IX
BEXRIARV, Ehb, 7 =fFolkk, E2V) LM TE->THD
. b9, EoTHILIEbHARVITE, b, H—I5V5 T LREIE
WS TZ L3 [ VAR NTY, A7, HEBRNLZN,

Excerpt 6:

S: %%+ 5 LTI Ebs L, BANEDLD LI &b TIVEFTS
FCEW TN b o T, TIVWEES TV a7 b BERICH LT
F VR A BN E DRI R ERN D B R o TT 0 EEBEZTIATT I L,
#EEE R Exud, MOEICEEELRI L, ZIOETRE®®RT S
TR RS TVI L EITRSEE LR REEEDLIE L,

Excerpt 7:

S: b0 LHEFICAN DN IR EHECL L TIEL oo TRVWET
[« I DI DIER "], BIZIE, bo & HRICE ST b5 TRAEE
i bR THUE I oTo L BWET, Hix4E. FA YouTube & > THFED R T
FATTTE, RADb o LERICE H W) O LIFIEE 0T, 12AD,
T o BIZETE WO youtuber & BT 720 L7ZATT &, AL L
BALE ST AARTTEREZ LRDIT, RAND I ZRTHINR > TEo
T, ToEROTEAT, RAD, HELDHTICHS LRI L CE
RTHBAREXTE oo TRWET [ HEMRICERTH L&),
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Excerpt 8:

SSEELWATTTE, I3 1 BEE LD o7eho T, ZOAEEELRE-TS
Ny 7 779K, BIZIE, OFENETOALRONE, BEFINMITS -
DDOPONPLIR, END, HoblElw—Lih, T2V 5B ThiE
ToTHBATTITE, RADBH>HLOEEDMLE D, %5\ 5 Lty
RODOME, o bLOBRE T TOMB, IR ZNITDA AR ND T,
BEAEBITME > THEONRETHONPARN TN DIFEEALE T Lk
[Ny 7Ty K7,

Excerpt 9:

R: T, NIRRT -> CThRVWATE LR,

S, ITEELE[—"],

Ridb, 1Tok= 1

S: HD, RBFAFD, WBC Z RIATo 7=z, N—TREDT, AF—Y
IN—"T,

R DIoEHNLTHAETONTEA, 2, 1EAEIE, BE ol i,
EARRB RO,

S: FBZETASTIT LRARVTETD, RB—V R~ BRANTAY v
2N ATT R, T A2 TWoT, T, b, TPFHLE. i
TFTRILICATTFE, B, TREFEDRSH-TE 2] o TEo b, (b,
HoTHE—] 2T k=3RRI —] ZEVWRRET, ThoTB5L
WESTE>TUToATT L, T, 7o T, THBICHYEAT. b,
%@K7ﬂ&4ﬁ—&m%%h1\7ﬂ&4$—?EwT\F\ﬂ\%@7
AYTaT UV RFYFABATELTTIFE, ZORBIZ64 2L 12 42 X
BTN, AV ADENIZA T E, ZOBEENL A 55 Lol
TP BV LA L, NEVY A XERE VYA R, Zhb R
I B2 T MTE o TCADIDALBolzZ thot ATHITE, T
2EIBRESTAT, ERLENTH—ZoBIZLEI Mo T 55T, 7=
1A —F— LT,

R: b—F =T N0,
S: 7 =TT, MEN T EAWE 5 T,



Lxii

R HAD A A==, x. MEL BV ATTR S
SR, 3E BUVTEE LT

S: b, be. BRLLHVELE, D, BROBEEIMIDZRED,
NAEREAETT, T Bx, bOABERONS, ReBROREY, 22
s, D, HHEEOTEOOABE, RADEIC 1ET X A TRLI
VLT, BROBIERONE L, 5 FASDHY, .. T, BAhL, PAEEFY
YU TEELTETR, AEYZ U LELEbA, (2o, Frvyval
2] 2 TRVELRE,

Excerpt 10:

R Lo, Soxbrobidoh A—DfbokAT, N—TIifEo
Tl BRI N DE X TET D

S o—Th. leanlget~] EMNNFALPRUTT [“Canlget~"), £ 5 TT
25T, LT, S, 28— TEARBRISEF LR, &
W N—oT, H7 xRNV ERRNTTD,

R:#7 =% lcanlget] &2 RAMAAAREDHNZY LELTZ?

S: . [do you have a recommendation?] < HWTF, BV 72 b LE 94 [Do
you have any recommendations?], T, /3= TIXETRITHNT RN TT,
5—ju. Th, ken KA, ZDOHAANDH IZEWTE L7z, [doyouhavea
recommendation? I like something sweet] & 73, HWORWWEMR, £IF D
B o fE > C¥ L7z, 72725, [something to drink| & %>, [something sweet,
something hot] & 7>, % 5 & 9 .- 1% Something f#\ V% 4~ & 42 [“Something ~],
... TH®-lF. [do you have a recommendation?] - TRV Vz& LTh, E2
THZLERDbPOLAZE BBV ET, EHDEZORIC, Msithot?) &7 Mls
it spicy?] &2MEIRoEBIE ET, E0b. FHWESR, RANTOH IR
SRPRVBEENZE I NI D? 2 2T 5 LRRNTTH, iDL IE HRD
WRFALDEZ L EVNDTe & BWET [“TBEF L



