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Abstract 

Students can only benefit from teacher feedback if they recognise its value for learning. 
However, there is still a lack of research to investigate the factors influencing students’ 
perceptions of the value of teacher feedback in the context of learning English as a 
foreign language. This study investigated the impacts of two significant individual fac‑
tors (i.e. possible second language (L2) selves and language learning strategies) of 687 
college English learners on their perceived value of teacher feedback (i.e. grades and 
comments) in a Chinese university. Structural equation modelling analyses indicated 
the following:

(i) Ideal L2 self significantly and positively predicted the perceived value of grades, both 
directly and indirectly (mediated by self‑regulation strategies).

(ii) Ideal L2 self significantly and positively predicted the perceived value of teacher 
comments, both directly and indirectly (mediated by social strategies and self‑regula‑
tion strategies).

(iii) Ought‑to L2 self only indirectly predicted the perceived value of grades, mediated 
by memory strategies.

The findings highlight students’ proactive roles in the feedback process. Only if stu‑
dents aspire to become proficient English users and frequently use deep language 
learning strategies, they will perceive more value of teacher feedback and take up it for 
better learning.

Keywords: Possible second language selves, Language learning strategies, Perceived 
value of teacher feedback, College English learners

Introduction
Teacher feedback is the information provided by the teacher on the aspects of individual 
learning performance (Hattie & Timperley, 2007). It significantly influences students’ 
learning outcomes in the context of learning English as a foreign language (EFL) (Hyland 
& Hyland, 2006; Lee, 2014). However, the large variability of feedback effects on learning 
has been witnessed in the literature (Shute, 2008). More and more researchers realise 
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that students can only benefit from teacher feedback if they recognise its value for learn-
ing (e.g. Crisp, 2007; van der Kleij, 2019; Winstone et al., 2021). Students’ characteris-
tics especially their learning motivation, prior knowledge and skills, and abilities would 
influence how students view and utilise teacher feedback, thus further mediating the 
effects of teacher feedback on learning (Shute, 2008). Surprisingly, there is very limited 
empirical evidence available to reveal how individual variables influence students’ views 
about teacher feedback and the subsequent use of it (van der Kleij, 2019; Winstone et al., 
2017).

Among individual variables, learning motivation and learning strategies are especially 
important because they largely decide students’ roles in the feedback process, which may 
cause different interpretations of teacher feedback and uptake of it (Carless et al., 2011; 
Harks et al., 2014). Some research has investigated the influence of intrinsic motivation 
and development goals of EFL learners on their perceived value of teacher feedback (e.g. 
Papi, Rios, et al., 2019; van der Kleij, 2019). Even though possible second language (L2) 
selves have been widely used to examine students’ English learning motivation in EFL 
learning contexts (Mackay, 2019; You & Dörnyei, 2016), their relationship with their per-
ceived value of teacher feedback is still unknown.

It was found that in both EFL and non-EFL contexts, students’ use of learning strate-
gies especially self-regulation strategies make them appreciate teacher feedback due to 
its requirement of promotion-focused strategic behaviour (e.g. Jang & Lee, 2019; Lefroy 
et al., 2015; Nicol & Macfarlane-Dick, 2006; Rowe & Wood, 2008; Vattøy & Smith, 2019). 
At the same time, students’ possible L2 selves have been shown to significantly predict 
their language learning strategies, perceptions, and outcomes (Dörnyei & Chan, 2013; 
Papi, Bondarenko, et al., 2019). For example, individuals with ideal L2 selves employ dis-
tinct learning strategies in their goal pursuits (Higgins, 1997). Because language learning 
strategies are related to both possible L2 selves and the perceived value of teacher feed-
back, a mediating effect of language learning strategies may be hypothesised between 
them. Until now, such a mediating effect has not been investigated in the literature.

In order to fill the above-mentioned research gaps, this study attempted to investigate 
the influence of Chinese college English learners’ possible L2 selves on their perceived 
value of teacher feedback obtained from their compulsory College English courses and 
the mediating roles played by language learning strategies. To achieve these  research 
objectives, a survey was issued to 687 freshmen from a foreign language university in 
southern China.

Literature review

Students’ perceived value of teacher feedback in EFL learning

After submitting assignments, university students often receive teacher feedback in the 
forms of grades and/or comments (Chalmers et  al., 2018). Brookhart (2018) believed 
that grades are evaluative and play a summative function, while comments are descrip-
tive and play a formative function. Students can benefit from both grades and comments 
in different but complementary ways (Guskey, 2019). Grades help students to assess and 
track their EFL learning and calibrate their self-assessment against standards. Com-
ments facilitate and improve students’ EFL learning by providing constructive sugges-
tions. Teachers often have a feeling that the full potential of feedback has not been used 
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in students’ EFL learning (Lee, 2011). Recent studies have increasingly recognised that 
if students devalue teacher feedback, they are less inclined to engage with and benefit 
from it (Crisp, 2007; van der Kleij, 2019; Winstone et al., 2021). Therefore, students’ per-
ceived value of teacher feedback is considered as a prerequisite condition for maximis-
ing teacher feedback effectiveness on EFL learning.

The existing studies have revealed that EFL students might differentiate the formative 
and summative values of teacher feedback. For example, Zhan (2019) found that EFL 
college learners endorsed more judging and encouraging functions of teacher feed-
back than its improving functions. This finding is consistent with that of other studies 
(e.g. Deeley et  al., 2019; Henderson et  al., 2019; Lee, 2008; McLean et  al., 2015; Pou-
los & Mahony, 2008). Students who disregard the formative value of teacher feedback 
are likely to overlook valuable information that could improve their learning (Winstone 
& Boud, 2022). To maximise the effectiveness of teacher feedback, students should be 
encouraged to pay equal attention to grades and comments. Therefore, it is important to 
find out what factors would influence students’ perceived value of teacher feedback.

Considerable differences exist in how individual students perceive the value of teacher 
feedback (Poulos & Mahony, 2008). Evans (2013) identified 12 individual factors that can 
influence students’ perceptions of teacher feedback such as learning ability, personality, 
past learning experiences, and motivation. Winstone et al. (2017) suggested individual 
variables such as learning motivation, self-concept, academic skills, and learning abil-
ity play a crucial role in determining their acknowledgement of teacher feedback value. 
Among these individual variables, learning motivation and learning strategies are par-
ticularly important, as they influence students’ identification of their roles in the feed-
back process, which differentiates their interpretation of teacher feedback and further 
action (Carless et al., 2011; Harks et al., 2014). The present research focused on explor-
ing the complex relationship between learning motivation, learning strategies, and the 
perceived value of teacher feedback in the context of EFL learning.

Possible L2 selves and perceived value of teacher feedback

Some previous studies have linked students’ language learning motivation with their 
perceived value of teacher feedback. van der Kleij (2019) found that Australian students’ 
intrinsic motivation positively predicted their perceived value of teacher feedback in 
English learning. Papi, Rios, et al. (2019) found that in foreign language learning, Ameri-
can students who endorsed development goals were more likely to attend to teacher cor-
rective comments than those who endorsed demonstration goals. In general education, 
Winstone et al. (2021) found that students’ mastery goals had a significant association 
with their perceived value of teacher feedback. It should be noted that even though pos-
sible L2 selves have been shown to better explain students’ language learning motivation 
in EFL contexts (Mackay, 2019; You & Dörnyei, 2016), no studies to date seem to have 
specifically explored the influence of possible L2 selves on the perceived value of teacher 
feedback.

Possible L2 selves consist of ideal and ought-to selves (Dörnyei, 2009). The former rep-
resents “the learner’s internal desire to become an effective L2 user”, whereas the lat-
ter reflects “social pressures coming from the learners’ environment to master the L2” 
(Dörnyei & Chan, 2013, p. 439). Higgins (1996) used self-discrepancy theory to interpret 
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the impetus triggered by possible selves by arguing that a person’s actions are often 
driven by the aspiration to fill the gap between the possible self and present self. How-
ever, the roles played by the ideal and the ought-to selves are different in such a process. 
The ideal self-guide focuses on promoting learning success, always with wishes, desires, 
growth, and achievement. On the contrary, the ought-to self-guide emphasises prevent-
ing learning failure, often with duty, safety, and promise (Dörnyei, 2005). Intrinsic moti-
vation, mastery goals, and development goals, as mentioned above, have a promotion 
tendency, which is related to the desire for self-development (Papi, Rios, et  al., 2019; 
Winstone et al., 2021). The ideal L2 selves have the same focus. Therefore, it could be 
inferred that the ideal L2 selves would positively predict the perceived value of teacher 
feedback. On the contrary, the ought-to L2 selves with the prevention regulatory focus 
may make students see teacher feedback, especially when it is negative as an attack on 
their self-image (Papi, Rios, et al., 2019), thus causing their less recognition of teacher 
feedback value.

Language learning strategies as a mediator of the relationships between possible L2 selves 

and perceived value of teacher feedback

Language learning strategies refer to “actions chosen by learners (either deliberately or 
automatically) for the purposes of learning or regulating the learning of language” (Grif-
fiths, 2015, p. 426). Oxford (1990) categorised six groups of language learning strategies 
in her Strategy Inventory for Language Learning, namely memory, cognitive, compensa-
tion, metacognitive, affective, and social. In this study, three types of language learning 
strategies were explored including self-regulation strategies, social strategies, and mem-
ory strategies. Memory strategies are often described as the most frequently used Eng-
lish learning strategies by Chinese students (e.g. Hu, 2002; Jiang & Smith, 2009). Tragant 
et al. (2013) categorised memory strategies into the surface group of language learning 
strategies since they emphasised repetition, review, and reproduction. On the other 
hand, they grouped the strategies which demanded the use of higher-order skills like 
metacognitive strategies and interacting with others into the deep cluster of language 
learning strategies. Students’ use of deep language learning strategies is often regarded 
as a crucial condition for the success of English learning (e.g. Zhan et al., 2021; Gerami 
& Baighlou, 2011; Ghasemi & Dowlatabadi, 2018; Oxford, 2016; Purpura, 1997). For 
example, self-regulation strategies facilitate students’ learning to learn (Zimmerman & 
Schunk, 2011) and help to monitor their learning behaviour by filling the gaps between 
their current performance and their target grades or goals (Nicol & Macfarlane-Dick, 
2006). Social strategies highlight the collaboration with others in the English learning 
process, and the use of these strategies helps students to overcome the learning difficul-
ties which might not be solved by themselves (Qingquan et al., 2008).

Some studies have investigated the effect of students’ possible L2 selves on their use 
of language learning strategies. Kormos and Csizér (2014) found that the ideal L2 selves 
were positively correlated with students’ adoption of self-regulation strategies. Jang and 
Lee (2019) reported that in English writing, the ideal L2 selves had a positive association 
with students’ use of planning strategies, while the ought-to L2 selves only significantly 
predicted their use of revising strategies. Papi, Bondarenko, et al. (2019) found that stu-
dents with ideal L2 selves tended to use eager L2 learning strategies like regulating their 
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effort and time and asking others for help. Accordingly, we assumed that the ideal L2 
selves were more likely to trigger students to use deep learning strategies such as self-
regulation strategies than the ought-to L2 selves.

A few researchers have examined the influence of students’ learning strategies on their 
perceived value of teacher feedback. Rowe and Wood (2008) made a general observation 
that students who used deep learning strategies preferred teachers’ comments, whereas 
those who used surface learning strategies preferred grades and corrective answers. 
Recently, as indicated in van der Kleij (2019), Australian students’ self-regulation in Eng-
lish learning and their intrinsic motivation conjointly predicted their perceived value 
of teacher feedback. Vattøy and Smith (2019) also found that Norwegian students’ self-
regulation strategies are closely related to their perception of teacher feedback quality. 
Based on these limited references, we hypothesised that language learning strategies 
could mediate the relationship between possible L2 selves and the perceived value of 
teacher feedback.

Research questions

To address the research gaps in the literature discussed above, this study attempted to 
explore the influence of possible L2 selves and language learning strategies on Chinese 
freshmen’ perceived value of teacher feedback obtained from their compulsory college 
English course. Teacher feedback examined in this study had two forms, namely grades 
and comments which played summative and formative functions respectively. Four spe-
cific questions were explored as follows.

a) How is students’ perceived value of grades influenced by their possible L2 selves?
b) Do language learning strategies mediate the relationship between possible L2 selves 

and the perceived value of grades?
c) How is students’ perceived value of comments influenced by their possible L2 selves?
d) Do language learning strategies mediate the relationship between possible L2 selves 

and the perceived value of comments?

Methodology
Participants

The sample consisted of 687 freshmen from a foreign language university in southern 
China. They ranged in age from 17 to 22. One-hundred and sixty-five (24.0%) of the par-
ticipating students were males, 511 (74.4%) were females, and 11 (1.6%) did not indicate 
their gender. Their majors were as follows: 60.2% studied business, management, and 
economics; 15.9% studied minority languages; 11.7% studied arts and communication; 
8.0% studied various other disciplines, such as law, social work, and psychology; and 
4.2% did not report their majors.

Measures

The questionnaire consisted of three scales measuring possible L2 selves, language 
learning strategies, and perceived value of teacher feedback. All the scales were initially 
designed in English and further translated into Chinese when they were used in this 
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study. In addition to completing these three scales, the participants were asked to tell 
demographic information (e.g. gender, age, and major). The survey took approximately 
15 minutes to finish.

The scale for possible L2 selves was designed by adapting and simplifying the L2 
motivational self-system survey (Dörnyei & Taguchi, 2010) and the Chinese language 
learning motivation survey (You & Dörnyei, 2016) to fit the context of college English 
learning in China. The scale covers both ideal and ought-to L2 selves, each of which was 
measured using four items. A sample item of ideal L2 selves is “I imagine that someday 
I will speak English with foreigners”. A sample item of ought-to L2 selves is “I have to 
study English; if I did not, I think that my parents would be disappointed with me”. All 
of the items were answered on a 6-point scale with 1 indicating “strongly disagree” and 6 
indicating “strongly agree”. Cronbach’s alpha coefficient of the ideal L2 selves was 0.801, 
and that of the ought-to L2 selves was 0.852. The item-scale correlation coefficients of 
all of the items ranged from 0.774 to 0.873 (see Table 1), indicating good internal con-
sistency of the two subscales. Confirmatory factor analysis (CFA), illustrated in Fig. 1, 
provided further evidence of the validity of the scale (χ2/df = 2.885; CFI = 0.985; PNFI = 
0.516; RMSEA = .052).

The scale of language learning strategies was designed based on Zhan et al.’s (2021) 
survey on deep language learning strategies and the Cognitive and Metacognitive 
Strategy Questionnaire (Purpura, 1999). It investigated the students’ social strate-
gies (3 items), self-regulation strategies (5 items), and memory strategies (5 items). 
Social strategies were defined as strategies that enabled the students to work with 
other people in the English learning process. A sample item is “I ask my teacher to 
correct my English errors”. Self-regulation strategies were related to planning, eval-
uating, and monitoring the English learning process. A sample item is “I manage 
my study schedule to guarantee that I have enough time to learn English”. Memory 
strategies involved rote recitation and rehearsal skills. A sample item is “I do mock 
papers to learn English”. All of the items were measured on a 6-point scale with 1 
indicating “never” and 6 indicating “always”. The Cronbach’s alpha coefficients for 
social strategies, self-regulation strategies, and memory strategies were 0.692, 0.829, 
and 0.862, respectively. Table 1 shows that the item-scale correlation coefficients of 
all of the items ranged from 0.697 to 0.844, indicating an acceptable level of internal 

Table 1 Item‑scale correlation of three scales

** p < .001

Possible L2 selves Language learning strategies Perceived value of teacher 
feedback

Ideal Ought to Social Self-
regulation

Memory Grades Comments

Item Corr. Item Corr. Item Corr. Item Corr. Item Corr. Item Corr. Item Corr.

PS1 0.820** PS5 0.774** LLS1 0.790** LLS4 0.763** LLS9 0.833** TF1 0.894** TF4 0.822**

PS2 0.828** PS6 0.859** LLS2 0.785** LLS5 0.816** LLS10 0.816** TF2 0.860** TF5 0.844**

PS3 0.784** PS7 0.873** LLS3 0.793** LLS6 0.787** LLS11 0.844** TF3 0.843** TF6 0.773**

PS4 0.809** PS8 0.838** LLS7 0.802** LLS12 0.817** TF7 0.822**

LLS8 0.697** LLS13 0.721** TF8 0.752**

Mean 0.810 Mean 0.836 Mean 0.789 Mean 0.773 Mean 0.806 Mean 0.866 Mean 0.803
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consistency of the three dimensions of the scale. As indicated in Fig.  2, CFA pro-
vided further evidence of the validity of the scale (χ2/df = 3.496; CFI = 0.954; PNFI 
= 0.638; RMSEA = .060).

The scale of the perceived value of teacher feedback was developed based on 
the first author’s another qualitative study of college students’ beliefs about the func-
tions of teacher feedback (Zhan, 2019). The grade dimension included three items 
related to the types of grades usually received by the students in college English 
courses (i.e. total course grade, the grade assigned to assessment tasks in daily teach-
ing, and final exam grade). The comment dimension consisted of five items that 
represented the types of comments that the students normally received in college 
English courses (i.e. written comments, oral comments, individual comments, whole 
class comments, and comments based on the provided checklist). All of the items 
were rated using a 6-point Likert scale with 1 indicating “totally unimportant” and 
6 indicating “extremely important”. Cronbach’s alpha was.832 for the grade dimen-
sion and.861 for the comment dimension. As shown by Table 1, the item-scale cor-
relation coefficients of all of the items ranged from 0.752 to 0.894, suggesting a high 
level of internal consistency of the two dimensions. An additional CFA, shown in 
Fig. 3, provided further evidence of the validity of the whole scale (χ2/df = 4.973; CFI 
= 0.969; PNFI = 0.507; RMSEA = 0.076).

Fig. 1 Model of possible L2 selves
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Statistical analyses

We conducted Pearson’s correlation analysis to initially explore the relationships 
between students’ possible L2 selves, language learning strategies, and perceived value 
of teacher feedback. As mediation effects may exist among these three variables, struc-
tural equation modelling (SEM) analyses were also utilised to establish a more accurate 
path model and further estimate the path coefficients for the variables. Although vari-
ous fit indices can be used for SEM, the ratio of the chi-square statistic to the degrees 
of freedom (χ2/df) is the most widely applied. Other three common SEM fit indices are 
CFI (comparative fit index), PNFI (parsimonious normed fit index), and RMSEA (root-
mean-square error of approximation). This study calculated all four fit indices.

In this study, we explored students’ perceived value of teacher feedback in terms of 
grades and comments. As discussed before, in most cases, grades play a summative 
function, while comments play a formative function, and EFL students often differenti-
ate these two types of teacher feedback. Therefore, two SEM models were established 
separately responding to the research questions.

Fig. 2 Model of language learning strategies
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Results
Correlations between possible L2 selves, language learning strategies, and perceived value 

of teacher feedback

For the scale measuring possible L2 selves, the mean of the ideal L2 selves was found 
much higher (M = 5.403; SD = 0.665) than that for the ought-to L2 selves (M = 2.833; 
SD = 1.077). Of the three dimensions of language learning strategies, self-regulation 
strategies were scaled highest (M = 3.886; SD = 0.882), and social strategies were 
scaled lowest (M = 2.977; SD = 0.948). It was also found that the perceived value of 
grades (M = 4.843; SD = 0.739) was higher than the perceived value of comments (M 
= 4.588; SD = 0.757).

As indicated in Table 2, the ideal L2 selves were positively associated with all three 
language learning strategies. The coefficients were all significant. Social strategies (r 
= 0.183, p < .01) and self-regulation strategies (r = 0.215, p < .01) more strongly cor-
related with the ideal L2 selves than memory strategies did (r = .086, p < .05). As for 
the ought-to L2 selves, the coefficient was only significant for memory strategies (r 
= 0.130, p < .01). No significant correlation was identified between the ought-to L2 
selves and either social strategies or self-regulation strategies.

Fig. 3 Model of perceived usefulness of teacher feedback
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Both the perceived value of grades (r = 0.207, p < .01) and the perceived value of com-
ments (r = 0.296, p < .01) were significantly positively correlated with the ideal L2 selves. 
All correlation coefficients were insignificant between the perceived value of grades or 
comments and the ought-to L2 selves. All of the coefficients between the language learn-
ing strategies and the perceived value of grades and comments were significantly posi-
tive, ranging from 0.133 to 0.217.

Impacts of possible L2 selves and language learning strategies on the perceived value 

of grades

After the correlation analysis, an SEM analysis was performed to establish a path 
model linking possible L2 selves, language learning strategies, and the perceived value 
of grades. In the initial analysis, we hypothesised causal relationships between possible 
L2 selves, language learning strategies, and the perceived value of grades. No significant 
relationship effects were found between the ideal L2 selves and memory strategies (ß = 
.08), between the ought-to L2 selves and social strategies (ß = .04), between the ought-
to L2 selves and self-regulation strategies (ß = −.04), between the ought-to L2 selves 
and the perceived value of grades (ß = −.03), or between social strategies and the per-
ceived value of grades (ß = .05). Therefore, these connections were excluded from the 
final model (marked with dashed lines in Fig. 4). The final model of the impact of pos-
sible L2 selves and language learning strategies on the perceived value of grades was sup-
ported and shown in Fig. 4 (χ2/df = 3.466; CFI = 0.909; PNFI = 0.720; RMSEA = .060). 
The ideal L2 selves had a direct and significant positive effect on the perceived value of 
grades (ß = 0.20, p < .01), as well as an indirect and significant positive impact mediated 
by self-regulation strategies. There were significant path coefficients between the ideal 
L2 selves and self-regulation strategies (ß = 0.21, p < .01) and between self-regulation 
strategies and the perceived value of grades (ß = 0.16, p < .01). In contrast, the ought-
to L2 selves had only an indirect and significant positive impact on the perceived value 
of grades, mediated by memory strategies. In this mediated path, there were significant 
path coefficients between the ought-to L2 selves and memory strategies (ß = 0.14, p < 
.05) and between memory strategies and the perceived value of grades (ß = .09, p < .05).

Fig. 4 Path analysis and path coefficients of the impacts of possible L2 selves and language learning 
strategies on students’ perceived value of grades
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Impact of possible L2 selves and language learning strategies on perceived value 

of comments

The initial SEM analysis also hypothesised the causal relationships between possible L2 
selves, language learning strategies, and the perceived value of comments. After elimi-
nating insignificant paths (marked with dashed lines in Fig. 5), a final model was estab-
lished, which was supported by the SEM analysis (χ2/df = 3.231; CFI = 0.911; PNFI = 
0.732; RMSEA = .057) (see Fig. 5). The ideal L2 selves had a direct and significant posi-
tive impact on the perceived value of comments (ß = 0.28, p < .01) and two indirect 
and significant positive effects on the perceived value of comments, mediated by social 
and self-regulation strategies, respectively. Specifically, there were significant path coef-
ficients between the ideal L2 selves and social strategies (ß = 0.19, p < .01), between the 
ideal L2 selves and self-regulation strategies (ß = 0.21, p < .01), between social strate-
gies and the perceived value of comments (ß = 0.13, p < .01), and between self-regula-
tion strategies and the perceived value of comments (ß = 0.17, p < .01). In contrast, the 
ought-to L2 selves had no direct or indirect impacts on the perceived value of comments.

Discussion
This study explored students’ perceived value of teacher feedback. Descriptive analysis of 
the data revealed that the students were more likely to acknowledge the value of grades 
than that of comments. This finding aligns with other studies (e.g. Zhan, 2019; Deeley 
et al., 2019; Henderson et al., 2019; Lee, 2008; McLean et al., 2015; Poulos & Mahony, 
2008). Even more importantly, our findings reveal individual differences in students’ per-
ceived value of teacher feedback with substantial evidence.

Possible L2 selves and language learning strategies

Previous studies have indicated that the ideal L2 selves are associated with greater moti-
vation capacities than the ought-to L2 selves (e.g. Kormos & Csizér, 2014; Papi, Bondar-
enko, et al., 2019; Teimouri, 2017; You & Dörnyei, 2016). Echoing this, this study found 
that the ideal L2 selves had significantly positively impacts on self-regulation strategies, 

Fig. 5 Path analysis and path coefficients of the impacts of possible L2 selves and language learning 
strategies on students’ perceived value of comments
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social strategies, and memory strategies, while the ought-to L2 selves have a positive 
impact on memory strategies.

In fact, ideal L2 self-driven students have a promotion focus and adopt eager L2 learn-
ing/use strategies to sustain their sense of achievement (Higgins, 1997; Papi, Bondar-
enko, et al., 2019). At the same time, self-regulation strategies investigated in this study 
belong to eager L2 learning/use strategies which require “the control of one’s present 
conduct based on motives related to a subsequent goal or ideal that an individual has set 
for him or herself” (Zimmerman & Schunk, 2008, p. 1). Therefore, a positive relationship 
was found in the present study between the ideal L2 selves and self-regulation strategies.

On the contrary, students with ought-to L2 selves have a prevention tendency that in 
turn encourages vigilant and effortful goal-pursuit strategies (Higgins, 1997). They tend 
to focus on ensuring accuracy and avoiding mistakes when doing tasks, with the goal of 
staying in a safe and secure learning context (Papi, Bondarenko, et al., 2019). Memory 
strategies can be regarded as vigilant and effortful goal-pursuit strategies, as they require 
students to spend time and energy reciting and practising the language to avoid making 
mistakes. Consequently, the ought-to L2 selves were found as a significant predictor of 
memory strategies in this study.

Language learning strategies and perceived value of teacher feedback

Nicol and Macfarlane-Dick (2006) maintain that self-regulated students “actively inter-
pret external feedback […] in relation to their internal goals” (p. 200). Self-regulated 
students are sensitive to teacher feedback and are good at monitoring their learning 
behaviour by filling the gaps between their current performance and their target grades 
or goals. Both grades and comments contain useful information for them (Lefroy et al., 
2015). Therefore, in this paper, self-regulation strategies were found to significantly pre-
dict their perceived value of teacher feedback. Moreover, it was found in this paper that 
students who used social strategies were particularly aware of the value of comments. 
Students who use more social strategies may be more willing to approach teachers for 
feedback, which makes them more aware of the value of teacher feedback (Li & Han, 
2022; Nicol, 2010).

In line with Rowe and Wood (2008), we found that students who used memory strate-
gies tended to recognise the value of grades. The Chinese participants’ use of memory 
strategies may have been related to the emphasis on accuracy of judgement and effort 
cultivated by the Chinese examination culture (Zhan & Wan, 2010), making them tend 
to regard grades as useful information.

Possible L2 selves and perceived value of teacher feedback

Besides the impacts mediated by learning strategies, direct impacts of the ideal L2 selves 
were found on the perceived value of both grade and comments. Previous research has 
indicated that the ideal L2 selves have the desire for self-development (Higgins, 1997; 
Papi, Bondarenko, et  al., 2019). Since both grades and comments can provide hints 
for students to identify the direction of self-development, students with more ideal L2 
selves will be more inclined to acknowledge the value of both grades and comments. In 
addition, the ideal L2 selves tend to stimulate positive emotions such as joy and pride 
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(Higgins, 1997; Teimouri, 2017), which is crucial for students’ acknowledgement of 
teacher feedback value.

In opposition to the ideal L2 selves, the ought-to L2 selves focus on preventing learn-
ing failure and can easily cause L2 learning anxiety and shame (Teimouri, 2017). Stu-
dents with ought-to L2 selves are likely to interpret the inconsistency between the 
present selves and possible selves as “a sense of inferiority, unattractiveness, or defective-
ness/deficit on the part of the learners” (Teimouri, 2017, p. 691). To protect their posi-
tive self-image, students with ought-to L2 selves may display strong emotional resistance 
to teacher feedback (MacDonald, 1991). Hays and Williams (2011) claimed that the per-
ceived value of feedback is negatively related to individuals’ desire to protect themselves 
from information that could damage their self-image or others’ impression of them. 
Therefore, it makes sense that the ought-to L2 selves did not directly predict the per-
ceived value of teacher feedback but only were indirectly associated with the perceived 
value of grades, mediated by memory strategies. Grades may contain less information 
than comments (Brookhart, 2018), and memory strategies would drive the attention of 
the students with ought-to L2 selves to grades.

Conclusion and implications
This study has provided empirical evidence on the roles played by students’ learning 
motivation and learning strategies to unlock the potential of teacher feedback (Carless 
& Boud, 2018; Papi, Rios, et al., 2019). Only if students desire to become effective Eng-
lish users and adopt more deep language learning strategies, especially self-regulation 
strategies, they will be more likely to perceive more value of teacher feedback no matter 
be it grade or comment. Their perceived value of teacher feedback can further trigger 
their effective uptake of it, thus potentially generating positive effects on learning. These 
findings could inspire EFL teachers to figure out the measures of maximising feedback 
effectiveness beyond the recommendations of improving teacher feedback quality which 
has been much discussed in the literature (Li & Han, 2022).

To make students perceive more value of teacher feedback, EFL teachers need to cul-
tivate students’ ideal L2 selves in English learning. There are many measures that EFL 
teachers can take to help students establish and sustain their ideal L2 selves. For exam-
ple, they can use English learning tasks and materials to create attractive and authen-
tic scenarios where students can visualise their self-image to use English (Lee & Lee, 
2020). In addition, teachers can act as role models and guide students to make a spe-
cific action plan so as to approximate their ideal L2 selves (Zhan & Wan, 2016; Dörnyei, 
2009). Furthermore, EFL teachers could create more opportunities for students to use 
self-regulation strategies and social strategies in English learning. For example, teachers 
can ask students to do self-reflection after the completion of English learning tasks or 
allow students to exchange their ideas with peers or with them. These learning opportu-
nities could in turn reinforce students’ deep interpretation and appreciation of teacher 
feedback. The above-mentioned suggestions would enrich Winstone and Boud’s (2022) 
recommendations for maximising the learning function of teacher feedback by consider-
ing students’ learning motivation and strategies.

In spite of its significant findings on the complex relationships between possible L2 
selves, language learning strategies, and perceived value of teacher feedback, this study 
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has some limitations which call for further investigation. First, the study was carried out 
in a foreign language university where the overall English proficiency of students might 
be higher than those in other kinds of universities due to the emphasis on English teach-
ing in the research site. Therefore, further studies should be carried out to examine if the 
findings of the present research can be applied to students with normal or lower Eng-
lish proficiency. Second, although this quantitative study made inferences on the causal 
relationships among variables through statistical analysis, further qualitative research 
is needed to explain or check the conclusions drawn by this paper. Third, in addition 
to possible L2 selves and language learning strategies, several individual variables may 
contribute to students’ perceived value of teacher feedback such as past learning experi-
ences, self-efficacy, and personality (Chong, 2021; Winstone et  al., 2017), which could 
be investigated in further studies. Last but not least, in addition to teachers, peers are 
important feedback providers in students’ EFL learning. This study has not explored stu-
dents’ perceived value of peer feedback. An interesting further study could be done on 
individual variations of students’ perceived value of peer feedback in EFL learning.

Abbreviations
EFL  English as foreign language
L2  Second language

Authors’ contributions
YZ collected data and was a major contributor in writing the manuscript. JCKL constructed the theoretical framework of 
the paper and advised the writing process. ZHW analysed the survey data and contributed to the writing of discussion 
part. The authors read and approved the final manuscript.

Authors’ information
YZ is Assistant Professor at Assessment Research Centre and the Department of Curriculum and Instruction, The Educa‑
tion University of Hong Kong. She has published more than 30 papers in international academic journals. Her research 
focuses on assessment for learning, feedback, and e‑assessment.
JCKL is Vice President (Academic) and Chair Professor of Curriculum and Instruction, the Education University of Hong 
Kong. He is also the Codirector of the Centre for Excellence in Learning and Teaching (CELT). He has served as the Editor 
in Chief of Cogent Education, Regional Editor (Asia Pacific) of Educational Research and Evaluation and Executive Editor 
of Teachers and Teaching: theory and practice. He has been awarded as Changjiang Chair Professor, a distinguished 
national chair professorship conferred by the Ministry of Education, the People’s Republic of China.
ZHW is Associate Professor in the Department of Curriculum and Instruction at The Education University of Hong Kong. 
STEM education and formative assessment are his long‑standing research interest. His research works have been widely 
published in top international journals, including Computers and Education, Thinking Skills, and Creativity.

Funding
This study has been funded by Research Cluster Fund (No.: RG76/2020‑2021R) in the Education University of Hong Kong.

Availability of data and materials
The datasets generated and/or analysed during the current study are not publicly available due to ethical issues but are 
available from the corresponding author on reasonable request.

Declarations

Competing interests
The authors declare that they have no competing interests.

Received: 22 November 2022   Accepted: 19 December 2022

References
Brookhart, S. M. (2018). Summative and formative feedback. In A. A. Lipnevich, & J. K. Smith (Eds.), The Cambridge Hand-

book of Instructional Feedback, (pp. 52–78). Cambridge University Press. https:// doi. org/ 10. 1017/ 97813 16832 134. 005.
Carless, D., & Boud, D. (2018). The development of student feedback literacy: Enabling uptake of feedback. Assessment & 

Evaluation in Higher Education, 43(8), 1315–1325. https:// doi. org/ 10. 1080/ 02602 938. 2018. 14633 54.

https://doi.org/10.1017/9781316832134.005
https://doi.org/10.1080/02602938.2018.1463354


Page 16 of 17Zhan et al. Language Testing in Asia           (2022) 12:62 

Carless, D., Salter, D., Yang, M., & Lam, J. (2011). Developing sustainable feedback practices. Studies in Higher Education, 
36(4), 395–407. https:// doi. org/ 10. 1080/ 03075 07100 36424 49.

Chalmers, C., Mowat, E., & Chapman, M. (2018). Marking and providing feedback face‑to‑face: Staff and student perspec‑
tives. Active Learning in Higher Education, 19(1), 35–45. https:// doi. org/ 10. 1177/ 14697 87417 721363.

Chong, S. W. (2021). Reconsidering student feedback literacy from an ecological perspective. Assessment & Evaluation in 
Higher Education, 46(1), 92–104. https:// doi. org/ 10. 1080/ 02602 938. 2020. 17307 65.

Crisp, B. R. (2007). Is it worth the effort? How feedback influences students’ subsequent submission of assessable work. 
Assessment & Evaluation in Higher Education, 32(5), 571–581. https:// doi. org/ 10. 1080/ 02602 93060 11169 12.

Deeley, S. J., Fischbacher‑Smith, M., Karadzhov, D., & Koristashevskaya, E. (2019). Exploring the ‘wicked’ problem of student 
dissatisfaction with assessment and feedback in higher education. Higher Education Pedagogies, 4(1), 385–405. 
https:// doi. org/ 10. 1080/ 23752 696. 2019. 16446 59.

Dörnyei, Z., & Chan, L. (2013). Motivation and vision: An analysis of future L2 self images, sensory styles, and imagery 
capacity across two target languages. Language Learning, 63(3), 437–462. https:// doi. org/ 10. 1111/ lang. 12005.

Dörnyei, Z. (2005). The psychology of the language learner: Individual differences in second language acquisition, (1st ed., 
).&nbsp;New York: Routledge. https:// doi. org/ 10. 4324/ 97814 10613 349.

Dörnyei, Z. (2009). The L2 motivational self system. In Z. Dörnyei, & E. Ushioda (Eds.), Motivation, language identity and the 
L2 self, (pp. 9–42).&nbsp;Clevedon, UK: Multilingual Matters.&nbsp;https:// docs. wixst atic. com/ ugd/ ba734f_ 08e57 
fb081 864ec d9b98 274bf 24e23 c6. pdf? index= true.

Dörnyei, Z., & Taguchi, T. (2010). Questionnaires in second language research: Construction, administration, and processing, 
(2nd ed., ).&nbsp;New York: Routledge.&nbsp;https:// www. engli sh‑ efl. com/ wp‑ conte nt/ uploa ds/ 2020/ 12/ quest 
ionna ires‑ in‑ second‑ langu age‑ resea rch. pdf.

Evans, C. (2013). Making sense of assessment feedback in higher education. Review of Educational Research, 83(1), 70–120. 
https:// doi. org/ 10. 3102/ 00346 54312 474350.

Gerami, M. H., & Baighlou, S. M. G. (2011). Language learning strategies used by successful and unsuccessful Iranian EFL 
students. Procedia-Social and Behavioral Sciences, 29, 1567–1576. https:// doi. org/ 10. 1016/j. sbspro. 2011. 11. 399.

Ghasemi, A. A., & Dowlatabadi, H. R. (2018). Investigating the role of task value, surface/deep learning strategies, and 
higher order thinking in predicting self‑regulation and language achievement. Journal of Asia TEFL, 15(3), 664–681. 
https:// doi. org/ 10. 18823/ asiat efl. 2018. 15.3. 7. 664.

Griffiths, C. (2015). What have we learnt from ‘good language learners’? ELT Journal, 69(4), 425–433. https:// doi. org/ 10. 
1093/ elt/ ccv040.

Guskey, T. R. (2019). Grades versus comments: Research on student feedback. Phi Delta Kappan, 101(3), 42–47. https:// doi. 
org/ 10. 1177/ 00317 21719 885920.

Harks, B., Rakoczy, K., Hattie, J., Besser, M., & Klieme, E. (2014). The effects of feedback on achievement, interest and self‑
evaluation: The role of feedback’s perceived usefulness. Educational Psychology, 34(3), 269–290. https:// doi. org/ 10. 
1080/ 01443 410. 2013. 785384.

Hattie, J., & Timperley, H. (2007). The power of feedback. Review of Educational Research, 77(1), 81–112. https:// doi. org/ 10. 
3102/ 00346 54302 98487.

Hays, J. C., & Williams, J. R. (2011). Testing multiple motives in feedback seeking: The interaction of instrumentality and self 
protection motives. Journal of Vocational Behavior, 79(2), 496–504. https:// doi. org/ 10. 1016/j. jvb. 2011. 01. 007.

Henderson, M., Ryan, T., & Phillips, M. (2019). The challenges of feedback in higher education. Assessment & Evaluation in 
Higher Education, 44(8), 1237–1252. https:// doi. org/ 10. 1080/ 02602 938. 2019. 15998 15.

Higgins, E. T. (1996). The “self‑digest”: Self‑knowledge serving self‑regulatory functions. Journal of Personality and Social 
Psychology, 71(6), 1062–1083. https:// doi. org/ 10. 1037/ 0022‑ 3514. 71.6. 1062.

Higgins, E. T. (1997). Beyond pleasure and pain. American Psychologist, 52(12), 1280–1300. https:// doi. org/ 10. 1037/ 0003‑ 
066X. 52. 12. 1280.

Hu, G. W. (2002). Recent important developments in secondary English‑language teaching in the People’s Republic of 
China. Language, Culture and Curriculum., 15(1), 30–49. https:// doi. org/ 10. 1080/ 07908 31020 86666 31.

Hyland, K., & Hyland, F. (2006). State‑of‑the‑art review on “Feedback in second language students’ writing”. Language 
Teaching, 39(2), 83–101.

Jang, Y., & Lee, J. (2019). The effects of ideal and ought‑to L2 selves on Korean EFL learners’ writing strategy use and writ‑
ing quality. Reading and Writing, 32(5), 1129–1148. https:// doi. org/ 10. 1007/ s11145‑ 018‑ 9903‑0.

Jiang, X., & Smith, R. (2009). Chinese learners’ strategy use in historical perspective: A cross‑generational interview‑based 
study. System, 37(2), 286–299. https:// doi. org/ 10. 1016/j. system. 2008. 11. 005.

Kormos, J., & Csizér, K. (2014). The interaction of motivation, self‑regulatory strategies, and autonomous learning behavior 
in different learner groups. TESOL Quarterly, 48(2), 275–299. https:// doi. org/ 10. 1002/ tesq. 129.

Lee, I. (2008). Understanding teachers’ written feedback practices in Hong Kong secondary classrooms. Journal of Second 
Language Writing, 17(2), 69–85. https:// doi. org/ 10. 1016/j. jslw. 2007. 10. 001.

Lee, I. (2011). Working smarter, not working harder: Revisiting teacher feedback in the L2 writing classroom. Canadian 
Modern Language Review, 67(3), 377–399. https:// doi. org/ 10. 3138/ cmlr. 67.3. 377.

Lee, I. (2014). Revisiting teacher feedback in EFL writing from sociocultural perspectives. TESOL Quarterly, 48(1), 201–213. 
https:// doi. org/ 10. 1002/ tesq. 153.

Lee, J. S., & Lee, K. (2020). Role of L2 motivational self system on willingness to communicate of Korean EFL uni‑
versity and secondary students. Journal of Psycholinguistic Research, 49(1), 147–161. https:// doi. org/ 10. 1007/ 
s10936‑ 019‑ 09675‑6.

Lefroy, J., Hawarden, A., Gay, S. P., McKinley, R. K., & Cleland, J. (2015). Grades in formative workplace‑based assessment: A 
study of what works for whom and why. Medical Education, 49(3), 307–320. https:// doi. org/ 10. 1111/ medu. 12659.

Li, F., & Han, Y. (2022). Student feedback literacy in L2 disciplinary writing: Insights from international graduate students at 
a UK university. Assessment & Evaluation in Higher Education, 47(2), 198–212. https:// doi. org/ 10. 1080/ 02602 938. 2021. 
19089 57.

MacDonald, R. B. (1991). Developmental students’ processing of teacher feedback in composition instruction. Review of 
Research in Developmental Education, 8(5), 3–7 https:// files. eric. ed. gov/ fullt ext/ ED354 965. pdf.

https://doi.org/10.1080/03075071003642449
https://doi.org/10.1177/1469787417721363
https://doi.org/10.1080/02602938.2020.1730765
https://doi.org/10.1080/02602930601116912
https://doi.org/10.1080/23752696.2019.1644659
https://doi.org/10.1111/lang.12005
https://doi.org/10.4324/9781410613349
https://docs.wixstatic.com/ugd/ba734f_08e57fb081864ecd9b98274bf24e23c6.pdf?index=true
https://docs.wixstatic.com/ugd/ba734f_08e57fb081864ecd9b98274bf24e23c6.pdf?index=true
https://www.english-efl.com/wp-content/uploads/2020/12/questionnaires-in-second-language-research.pdf
https://www.english-efl.com/wp-content/uploads/2020/12/questionnaires-in-second-language-research.pdf
https://doi.org/10.3102/0034654312474350
https://doi.org/10.1016/j.sbspro.2011.11.399
https://doi.org/10.18823/asiatefl.2018.15.3.7.664
https://doi.org/10.1093/elt/ccv040
https://doi.org/10.1093/elt/ccv040
https://doi.org/10.1177/0031721719885920
https://doi.org/10.1177/0031721719885920
https://doi.org/10.1080/01443410.2013.785384
https://doi.org/10.1080/01443410.2013.785384
https://doi.org/10.3102/003465430298487
https://doi.org/10.3102/003465430298487
https://doi.org/10.1016/j.jvb.2011.01.007
https://doi.org/10.1080/02602938.2019.1599815
https://doi.org/10.1037/0022-3514.71.6.1062
https://doi.org/10.1037/0003-066X.52.12.1280
https://doi.org/10.1037/0003-066X.52.12.1280
https://doi.org/10.1080/07908310208666631
https://doi.org/10.1007/s11145-018-9903-0
https://doi.org/10.1016/j.system.2008.11.005
https://doi.org/10.1002/tesq.129
https://doi.org/10.1016/j.jslw.2007.10.001
https://doi.org/10.3138/cmlr.67.3.377
https://doi.org/10.1002/tesq.153
https://doi.org/10.1007/s10936-019-09675-6
https://doi.org/10.1007/s10936-019-09675-6
https://doi.org/10.1111/medu.12659
https://doi.org/10.1080/02602938.2021.1908957
https://doi.org/10.1080/02602938.2021.1908957
https://files.eric.ed.gov/fulltext/ED354965.pdf


Page 17 of 17Zhan et al. Language Testing in Asia           (2022) 12:62  

Mackay, J. (2019). An ideal second language self intervention: Development of possible selves in an English as a foreign 
language classroom context. System, 81, 50–62. https:// doi. org/ 10. 1016/j. system. 2019. 01. 003.

McLean, A. J., Bond, C. H., & Nicholson, H. D. (2015). An anatomy of feedback: A phenomenographic investigation of 
undergraduate students’ conceptions of feedback. Studies in Higher Education, 40(5), 921–932. https:// doi. org/ 10. 
1080/ 03075 079. 2013. 855718.

Nicol, D. J. (2010). From monologue to dialogue: Improving written feedback processes in mass higher education. Assess-
ment & Evaluation in Higher Education, 35(5), 501–517. https:// doi. org/ 10. 1080/ 02602 93100 37865 59.

Nicol, D. J., & Macfarlane‑Dick, D. (2006). Formative assessment and self‑regulated learning: A model and seven principles 
of good feedback practice. Studies in Higher Education, 31(2), 199–218. https:// doi. org/ 10. 1080/ 03075 07060 05720 90.

Oxford, R. L. (1990). Language learning strategies: What every teacher should know, (1st ed., ).&nbsp;New York: Newbury 
House: Heinle and Heinle publishers.

Oxford, R. L. (2016). Teaching and researching language learning strategies: Self-regulation in context, (2nd ed., ).&nbsp;New 
York: Routledge. https:// doi. org/ 10. 4324/ 97813 15719 146.

Papi, M., Bondarenko, A. V., Mansouri, S., Feng, L., & Jiang, C. (2019). Rethinking L2 motivation research: The 2× 2 model of 
L2 self‑guides. Studies in Second Language Acquisition, 41(2), 337–361. https:// doi. org/ 10. 1017/ S0272 26311 80001 53.

Papi, M., Rios, A., Pelt, H., & Ozdemir, E. (2019). Feedback‑Seeking behavior in language learning: Basic components and 
motivational antecedents. The Modern Language Journal, 103(1), 205–226. https:// doi. org/ 10. 1111/ modl. 12538.

Poulos, A., & Mahony, M. J. (2008). Effectiveness of feedback: The students’ perspective. Assessment & Evaluation in Higher 
Education, 33(2), 143–154. https:// doi. org/ 10. 1080/ 02602 93060 11278 69.

Purpura, J. E. (1997). An analysis of the relationships between test takers’ cognitive and metacognitive strategy use and 
second language test performance. Language Learning, 47(2), 289–325. https:// doi. org/ 10. 1111/ 0023‑ 8333. 91997 
009.

Purpura, J. E. (1999). Learner strategy use and performance on language tests: A structural equation modelling approach, (1st 
ed., ).&nbsp;Cambridge: Cambridge University Press.

Qingquan, N., Chatupote, M., & Teo, A. (2008). A deep look into learning strategy use by successful and unsuccessful stu‑
dents in the Chinese EFL learning context. RELC Journal, 39(3), 338–358. https:// doi. org/ 10. 1177/ 00336 88208 096845.

Rowe, A. D., & Wood, L. N. (2008). Student perceptions and preferences for feedback. Asian Social Science, 4(3), 78–88. 
https:// doi. org/ 10. 5539/ ass. v4n3p 78.

Shute, V. J. (2008). Focus on formative feedback. Review of Educational Research, 78(1), 153–189. https:// doi. org/ 10. 3102/ 
00346 54307 313795.

Teimouri, Y. (2017). L2 selves, emotions, and motivated behaviors. Studies in Second Language Acquisition, 39(4), 681–709. 
https:// doi. org/ 10. 1017/ S0272 26311 60002 43.

Tragant, E., Thompson, M. S., & Victori, M. (2013). Understanding foreign language learning strategies: A validation study. 
System, 41(1), 95–108. https:// doi. org/ 10. 1016/j. system. 2013. 01. 007.

van der Kleij, F. M. (2019). Comparison of teacher and student perceptions of formative assessment feedback practices 
and association with individual student characteristics. Teaching and Teacher Education, 85, 175–189. https:// doi. org/ 
10. 1016/j. tate. 2019. 06. 010.

Vattøy, K. D., & Smith, K. (2019). Students’ perceptions of teachers’ feedback practice in teaching English as a foreign 
language. Teaching and Teacher Education, 85, 260–268. https:// doi. org/ 10. 1016/j. tate. 2019. 06. 024.

Winstone, N. E., & Boud, D. (2022). The need to disentangle assessment and feedback in higher education. Studies in 
Higher Education, 47(3), 656–667. https:// doi. org/ 10. 1080/ 03075 079. 2020. 17796 87.

Winstone, N. E., Hepper, E. G., & Nash, R. A. (2021). Individual differences in self‑reported use of assessment feedback: The 
mediating role of feedback beliefs. Educational Psychology, 41(7), 844–862. https:// doi. org/ 10. 1080/ 01443 410. 2019. 
16935 10.

Winstone, N. E., Nash, R. A., Parker, M., & Rowntree, J. (2017). Supporting learners’ agentic engagement with feedback: A 
systematic review and a taxonomy of recipience processes. Educational Psychologist, 52(1), 17–37. https:// doi. org/ 10. 
1080/ 00461 520. 2016. 12075 38.

You, C. J., & Dörnyei, Z. (2016). Language learning motivation in China: Results of a large‑scale stratified survey. Applied 
Linguistics, 37(4), 495–519. https:// doi. org/ 10. 1093/ applin/ amu046.

Zhan. Y. & Wan, Z. H. (2010). Perspectives on the cultural appropriacy of assessment for learning in Chinese context. 
Educate~, 10(2), 9–16.

Zhan, Y. & Wan, Z. H. (2016) College students’ possible L2 self‑development in an EFL context during the transition year, 
English Language Teaching, 9(1), 41–50.

Zhan, Y. (2019). Conventional or sustainable? Chinese university students’ thinking about feedback used in their English 
lessons. Assessment and Evaluation in Higher Education, 44(7), 973–986.

Zhan, Y., Jiang, Y., Wan, Z.H. & Guo, J.J. (2021). Is there an “expectancy× value” effect? Investigating the impact of self‑
efficacy and learning motives on Chinese undergraduates’ use of deep language learning strategies. The Asia‑Pacific 
Education Researcher, 30(1), 83–94.

Zimmerman, B. J., & Schunk, D. H. (2008). Motivation: An essential dimension of self‑regulated learning. In D. H. Schunk, 
& B. J. Zimmerman (Eds.), Motivation and self-regulated learning: Theory, research and applications, (1st ed., pp. 
1–30).&nbsp;New York: Lawrence Erlbaum Associates.

Zimmerman, B. J., & Schunk, D. H. (2011). Handbook of self-regulation of learning and performance, (1st ed., 
).&nbsp;Oxfordshire: Routledge. https:// doi. org/ 10. 4324/ 97802 03839 010.

Publisher’s Note
Springer Nature remains neutral with regard to jurisdictional claims in published maps and institutional affiliations.

https://doi.org/10.1016/j.system.2019.01.003
https://doi.org/10.1080/03075079.2013.855718
https://doi.org/10.1080/03075079.2013.855718
https://doi.org/10.1080/02602931003786559
https://doi.org/10.1080/03075070600572090
https://doi.org/10.4324/9781315719146
https://doi.org/10.1017/S0272263118000153
https://doi.org/10.1111/modl.12538
https://doi.org/10.1080/02602930601127869
https://doi.org/10.1111/0023-8333.91997009
https://doi.org/10.1111/0023-8333.91997009
https://doi.org/10.1177/0033688208096845
https://doi.org/10.5539/ass.v4n3p78
https://doi.org/10.3102/0034654307313795
https://doi.org/10.3102/0034654307313795
https://doi.org/10.1017/S0272263116000243
https://doi.org/10.1016/j.system.2013.01.007
https://doi.org/10.1016/j.tate.2019.06.010
https://doi.org/10.1016/j.tate.2019.06.010
https://doi.org/10.1016/j.tate.2019.06.024
https://doi.org/10.1080/03075079.2020.1779687
https://doi.org/10.1080/01443410.2019.1693510
https://doi.org/10.1080/01443410.2019.1693510
https://doi.org/10.1080/00461520.2016.1207538
https://doi.org/10.1080/00461520.2016.1207538
https://doi.org/10.1093/applin/amu046
https://doi.org/10.4324/9780203839010

	Who perceives more value of teacher feedback? Exploring the roles of college students’ possible second language selves and language learning strategies
	Abstract 
	Introduction
	Literature review
	Students’ perceived value of teacher feedback in EFL learning
	Possible L2 selves and perceived value of teacher feedback
	Language learning strategies as a mediator of the relationships between possible L2 selves and perceived value of teacher feedback

	Research questions

	Methodology
	Participants
	Measures
	Statistical analyses

	Results
	Correlations between possible L2 selves, language learning strategies, and perceived value of teacher feedback
	Impacts of possible L2 selves and language learning strategies on the perceived value of grades
	Impact of possible L2 selves and language learning strategies on perceived value of comments

	Discussion
	Possible L2 selves and language learning strategies
	Language learning strategies and perceived value of teacher feedback
	Possible L2 selves and perceived value of teacher feedback

	Conclusion and implications
	References


