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Summary: The rapid evolution of Computer-Assisted Language Learning (CALL) and the
integration of advanced tools in EFL and ESP instruction have propelled Self-Directed Learning (SDL)
to new levels of significance. Students who develop strong SDL skills tend to achieve greater academic
success, particularly in university settings. Among the Al-driven tools reshaping language learning,
ChatGPT has emerged as a game-changer, yet its role in ESL and ESP remains largely unexplored.

This study aimed to investigate students’ Self-Directed Learning Readiness (SDLR) and their
perceptions of ChatGPT as an ESP learning tool. Specifically, it sought to examine: (1) the influence of
motivation on ChatGPT utilization in self-directed ESP learning, (2) the impact of effective learning
strategies on usage frequency, satisfaction, and perception of ChatGPT's features, and (3) students’
perceived benefits of integrating ChatGPT into ESP instruction. Using a quantitative research design,
the study surveyed 79 university students through an adapted Self-Directed Readiness Scale (SDRS)
and a set of original questions.

The findings reveal that while students demonstrate a moderate readiness to employ SDL
strategies in ESP learning, their engagement with ChatGPT varies. A moderate positive correlation
was observed between students’ motivation and their frequency of ChatGPT use, satisfaction, and
perception of its effectiveness. Higher motivation and the application of diverse learning strategies
were linked to more frequent use and greater satisfaction with ChatGPT, reinforcing the role of
motivation in self-directed learning. However, factors such as language proficiency, gender, and age
did not significantly impact these relationships.
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Purposes, Self-directed Learning Readiness, motivation.
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Introduction

Self-directed learning (SDL) is an essential
skill that enables adult learners to take responsibil-
ity for planning, implementing, and evaluating their
own learning in an era of ever-expanding access to
information (Hiemstra, 1994). SDL fosters key at-
tributes such as proactivity, flexibility, and autono-
my, making it particularly relevant in technology-
driven education, where learners must actively man-
age their own progress. This became even more evi-
dent in the post-pandemic shift to online and hybrid
learning, as students had to navigate their education
more independently. The sudden transition under-
scored the need for learners to develop new strat-
egies and adapt quickly, reinforcing SDL as a cor-
nerstone of effective learning in times of disruption.
Moreover, as Morris et al. (2023) aptly observe, SDL
is deeply rooted in a democratic ethos, emphasizing
its significance not only for individual growth but
also for fostering societal progress and resilience.

In higher education, SDL is increasingly rec-
ognized as a key factor in academic success. Re-
search indicates that students who effectively de-
velop their SDL abilities are more likely to achieve
higher academic performance. For instance, Harini
(2023) finds that students with strong SDL abilities
demonstrate superior problem-solving skills com-
pared to their peers. Similarly, Li et al. (2024) high-
light the link between motivation, emotional intelli-
gence, and proactive learning strategies, all of which
enhance SDL and academic performance. Finally,
Tang et al. (2022) emphasize the role of a supportive
learning environment in strengthening SDL skills
and improving overall student achievement.

The increasing relevance of self-directed
learning (SDL) extends beyond academic contexts,
emerging as a key driver of professional develop-
ment and lifelong learning in an evolving global
landscape. Recent studies and surveys highlight the
surging demand for SDL, particularly in profession-
al training. A 2019 survey of over 3,000 employed
U.S. respondents found that 42% of Millennials pre-

ferred self-directed learning (Bohne, 2022). Addi-
tionally, in 2022, 61% of German companies imple-
mented Al-driven learning experience platforms
(LXPs) to support this trend, indicating that SDL is
not just a preference but a strategic priority for or-
ganizations worldwide (Koptyug, 2025). These find-
ings illustrate the pivotal role of SDL in shaping both
modern education and workforce development.

As the demand for SDL grows, understanding
the role of Al in supporting self-directed learning
is becoming increasingly important. Research has
shown that Al tools can enhance autonomy, motiva-
tion, and personalized learning (Aladini et al, 2025;
Tica & Krsmanovi¢, 2024; Wu et al., 2024; Popen-
ici & Kerr, 2017), yet there remains a gap in under-
standing their specific applications in English as a
Foreign Language (EFL) learning, particularly from
an SDL perspective. Given the rapid expansion of
Al-driven educational tools, further research is
needed to examine how Al can effectively support
SDL among EFL learners, enhancing both linguistic
and metacognitive development.

Theoretical background

Self-directed learning (SDL), or “the appar-
ent need to learn on one’s own” (Garrison, 1997: 19),
is a pedagogical approach in which individuals take
the initiative in diagnosing their learning needs, set-
ting goals, identifying resources, selecting appropri-
ate strategies, and evaluating learning outcomes. Al-
though the roots of SDL can be traced back to the
19th century or earlier (Hiemstra, 1994), it gained
prominence in the 1960s and 1970s with the work of
Houle (1961), Tough (1971), and Knowles (1975),
who outlined its key components within the field
of adult education and andragogy (Loeng, 2020;
Moore, 1982). Knowles emphasized the role of au-
tonomy and independence in learning, arguing that
self-directedness is a characteristic specific to adult
learners rather than children (Brookfield, 2009). He
defined SDL as follows:
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“In its broadest meaning, ‘self-directed learn-
ing’ describes a process in which individu-
als take the initiative, with or without the
help of others, in diagnosing their learning
needs, formulating learning goals, identify-
ing human and material resources for learn-
ing, choosing and implementing appropriate
learning strategies, and evaluating learning
outcomes.” (Knowles, 1975: 18)

Garrison (1997) made a significant contribu-
tion to SDL theory by refining earlier models and
emphasizing three interrelated components essen-
tial for learners to take control of their learning pro-
cess: self-management (task control), self-monitor-
ing (cognitive responsibility), and motivation (task
initiation and persistence). Motivation, according to
Garrison, is central to the SDL model, driving both
the initiation and continuation of learning efforts
(Garrison, 1997: 29). Entry motivation triggers en-
gagement, while task motivation sustains commit-
ment throughout the learning process. Self-moni-
toring involves continuous regulation and reflection
on learning strategies through cognitive and meta-
cognitive processes. Empirical research further sup-
ports these theoretical connections, such as Abd-
El-Fattah’s (2010) study, which found that motiva-
tion mediates the relationship between self-manage-
ment and self-monitoring, and influences academic
achievement, especially in the second semester.

SDL is not only an individual endeavor but is
significantly shaped by social contexts and the in-
volvement of others (Alnajjar et al., 2024). Garrison
(1997) extended this idea with a “collaborative con-
structivist perspective,” highlighting the role of oth-
ers in shaping knowledge. SDL, thus, becomes both
a personal and social process, with outcomes that
are not only “personally meaningful” but also “so-
cially worthwhile,” emphasizing the broader impact
of SDL on individual growth and societal progress.
For SDL to be effective, educators must actively en-
gage in the process. Cadorin et al. (2017) emphasize
the importance of tools like the Self-Directed Learn-

ing Readiness Scale (SDLRS), which assess learners’
readiness and help identify areas where students
need support. These tools bridge the gap between
students’ self-directed efforts and effective teaching
practices.

SDL has become increasingly important in to-
day’s digital age, as education shifts toward distance
and hybrid models, and the integration of various
digital tools has gained prominence. This transition
has underscored SDLs compatibility with modern
learning environments (Morris, 2019). As learners
navigate vast amounts of information, developing
critical skills for assessing and effectively utilizing
resources has become essential (Morris, 2019). This
shift has also spurred a rise in research focusing on
how digital platforms and blended learning environ-
ments can enhance SDL capabilities. Studies show
that these tools provide flexible access to resourc-
es, foster collaboration, and ultimately strengthen
students’ ability to engage in self-directed learning
(Tekkol & Demirel, 2018; Jeong, 2022).

The acquisition of English as a Foreign Lan-
guage (EFL) is also among the fields where self-
directed learning (SDL) has been extensively ex-
plored. Evidence suggests that EFL learners who
adopt SDL strategies tend to outperform those who
rely predominantly on teacher-directed learning
(TDL) methods, as SDL has been shown to improve
EFL learners” writing skills (Aghayani & Janfeshan,
2020), foster overall language development (Haid-
ari et al., 2019), and enhance self-efficacy and moti-
vation (Chen & Hsu, 2022).

Finally, the integration of artificial intelli-
gence (Al) into SDL has emerged as a transforma-
tive force, reshaping the ways learners engage with
knowledge and develop autonomy. AlI-driven tech-
nologies, including large language models (LLMs)
and adaptive learning platforms, have demonstrat-
ed their potential to enhance personalized learning
experiences, foster critical thinking, and support
metacognitive skills. Recent research highlights that
Al can facilitate SDL by providing learners with re-
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al-time feedback, personalized recommendations,
and interactive learning opportunities that promote
self-regulation and engagement (Popenici & Kerr,
2017; Hwang & Oh, 2021). In particular, AT’s abil-
ity to generate tailored content and assessments en-
ables more flexible and adaptive learning environ-
ments, strengthening SDL capacities in various ed-
ucational contexts (Namjoo, 2023).

Among the most widely researched Al tools
in EFL is ChatGPT, an advanced conversational Al
model developed by OpenAl. Built on the Gener-
ative Pre-trained Transformer (GPT) architecture,
ChatGPT uses deep learning algorithms and vast
datasets to generate human-like responses, sup-
porting various aspects of language learning. Stud-
ies have explored its role in ELT, with findings indi-
cating both benefits and challenges. While some re-
search highlights its effectiveness in enhancing writ-
ing skills, conversational fluency, and SDL strate-
gies (Klimova et al., 2024; Tica & Krsmanovi¢, 2024;
Kang & Sung, 2024), others, without diminishing
these advantages, also emphasize concerns relat-
ed to content reliability and ethical considerations
(Kohnke & Zou, 2025; Chen & Gong, 2025).

While existing studies have explored the role
of Al in self-directed learning and language acqui-
sition, there is still limited research specifically ad-
dressing how students’ self-directed learning read-
iness (SDLR) influences their engagement with Al
tools in English for Specific Purposes (ESP). This
study aims to fill that gap by examining students’
perceptions of using ChatGPT as a learning tool in
ESP and the impact of their motivation and learning
strategies on its usage.

Aims and Objectives of the Study

The primary aim of this study is to exam-
ine the relationship between students” Self-directed
Learning Readiness (SDLR) and their use of Chat-
GPT as a learning tool in English for Specific Pur-
poses (ESP). More specifically, the objectives are:

1. To investigate the influence of students’
motivation on their use of ChatGPT for
self-directed ESP learning.

2. To examine how learning strategies affect
students’ frequency of ChatGPT usage,
their satisfaction with the tool, and their
perception of its features.

3. To explore students’ perceptions of incor-
porating ChatGPT into ESP instruction,
with a focus on identifying its benefits and
drawbacks in enhancing language acquisi-
tion.

Research Methodology

To investigate the study objectives, formulat-
ed as three research questions (RQ1-RQ3), a quanti-
tative, survey-based research design was employed.
This design was selected for its effectiveness in sys-
tematically analyzing relationships between key var-
iables, namely motivation, learning strategies, and
the integration of ChatGPT in ESP instruction. All
three research questions were addressed through a
structured questionnaire that combined an adapted
version of the Self-directed Readiness Scale (SDRS)
(Xuan et al., 2018) with original items developed
for this study. The instrument enabled the measure-
ment of students’ motivation, learning strategies,
and perceptions of ChatGPT, thereby directly cor-
responding to RQ1, RQ2, and RQ3.

Procedure

Although participants were already familiar
with ChatGPT, they were formally introduced to its
targeted use for ESP learning at the beginning of the
summer semester of 2024. During this phase, they
received structured guidance and demonstrations
on how to apply its features effectively for self-di-
rected learning in an ESP context. While attending
a compulsory Business English course designed to
enhance their business communication skills, stu-
dents were encouraged to integrate ChatGPT into
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their weekly assignments, which covered all four
core language skills—reading, writing, listening,
and speaking. However, the use of ChatGPT was
voluntary, allowing students to decide the extent of
their engagement. This approach ensured that its
implementation was exploratory and student-driv-
en, aligning with SDL principles. At the end of the
semester (June 2024), a comprehensive question-
naire was administered to assess students’ experi-
ences, perceptions, and the impact of ChatGPT on
their ESP learning journey.

Research Instrument and Participants

To investigate students’ Self-directed Learn-
ing Readiness (SDLR) and their perceptions of using
ChatGPT as an ESP learning tool, the original data
collection instrument consisted of three parts, com-
bining an adapted version of the Self-directed Readi-
ness Scale (SDRS) (Xuan et al., 2018) with a set of
original questions tailored to the study’s objectives.
The first section of the instrument contained three
demographic questions aimed at capturing partici-
pants’ age, gender and English language proficiency.
The second section comprised questions from the
SDRS scale, designed to measure participants’ readi-
ness to engage in self-directed learning. This section
contained 30 questions divided into two subscales:
11 items assessing motivation and 19 items meas-
uring overall language learning strategies. All items
were rated on a 5-point Likert scale, ranging from
1 (Strongly Disagree) to 5 (Strongly Agree). The re-
sponses provided a quantitative measure of stu-
dents’ self-directed learning readiness (SDLR) lev-
els, which were later analyzed to examine potential
correlations with their use of ChatGPT as a learn-
ing tool. The third section focused on participants’
experiences and perceptions of ChatGPT. It includ-
ed five questions to assess satisfaction, frequency of
use, and perception of ChatGPT’s features. The in-
strument was pilot-tested to ensure clarity and reli-
ability before being distributed to the sample of 79
university students.

The participants were undergraduate stu-
dents enrolled at the Faculty of Technical Sciences,
University of Kragujevac (Serbia). All of them were
attending a compulsory Business English course in
the second year of their study program. The course
is part of the ESP curriculum designed to develop
students’ business communication skills and covers
the four core language skills—reading, writing, lis-
tening, and speaking—within professional and aca-
demic contexts. Given that the majority of students
were pursuing degrees in engineering and informa-
tion technology, their ESP instruction was tailored
to the needs of future professionals in technical and
business environments.

The sampling technique employed in this
study was convenience sampling, as the participants
were selected based on their availability and will-
ingness to participate (Creswell and Creswell, 2018:
212). The validity of the instrument was confirmed
through a high reliability score, with a Cronbach’s
Alpha of 0.95 for the ChatGPT section and 0.88 for
the SDLR section. In terms of ethical considera-
tions, participants were informed of the study’s pur-
pose and the voluntary nature of their participation
prior to completing the survey.

The demographic profile of the participants
provides valuable insights into the composition of
the sample. The age of the respondents was catego-
rized into three groups: 17-20 years, 21-25 years,
and above 25 years. The majority of the participants
(59.5%) fell within the 17-20 years age group. This
was followed by the 21-25 years age group, repre-
senting 32.9% of the sample. A smaller proportion,
7.6%, consisted of respondents aged above 25 years.
The cumulative analysis revealed that 92.4% of the
participants were aged 25 or younger, underscoring
a predominantly young cohort. Gender identity was
another critical demographic variable. Among the
participants, 72.2% identified as male, while 25.3%
identified as female. A minority, 2.5% chose not to
disclose their gender. This distribution highlights a
predominant male representation within the sample.
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Based on their self-assessment, the English
language proficiency of the respondents was clas-
sified into three levels: Beginner, Intermediate, and
Advanced. The majority of participants (52.5%) self-
assessed their English proficiency as Advanced, in-
dicating a high level of fluency. This was followed by
Intermediate speakers, who constituted 37.5% of the
sample, while Beginner proficiency was reported by
10% of respondents.

Data collection and analysis

The survey, administered via Google Forms,
began with the calculation of descriptive statistics
for all study variables. Means and standard devia-
tions were determined to analyze the questionnaire
data. Following this, correlations between SDLR
and ChatGPT usage were examined. Statistical anal-
yses were conducted using SPSS software (version
29), with Pearson correlation and one-way ANOVA
analyses utilized to obtain the results. The findings
were interpreted based on the following mean cat-
egories: 1.00-1.79 (very low); 1.80-2.59 (low); 2.60-
3.39 (moderate); 3.40-4.19 (high); 4.20-5.00 (very
high), in accordance with Pimentel (2019).

Results

Self-Directed Learning Readiness
in English Language Learning

This section presents the results of the Self-
Directed Learning Readiness (SDLR) measures,
which assessed students’ motivation and language
learning strategies in the context of English language
learning. The analysis of the Self-Directed Readiness
Scale (Table 1) indicates a strong overall commit-
ment to English learning, with high mean scores for
motivation (M=3.75, SD=0.62) and language learn-
ing strategies (M=3.67, SD=0.68). While motiva-
tion score is still slightly higher, the overall positive
engagement with language learning strategies indi-
cates that students are aware of and likely utilizing a
variety of methods to support their language acqui-

sition. The small gap between motivation and strat-
egy use may stem from factors such as insufficient
guidance or awareness of more advanced strategies,
but overall, it highlights a strong foundation in lan-
guage learning practices.

Table 1. Self-directed Learning Readiness in English
language learning

Variable ~ N M- Maxi-oy o S.td'.
mum  mum Deviation
Motivation 79 1.00 500 3.75 0.62
Language
Learning 79 100 500 3.67 0.68
Strategies

The Motivation Scale data (Table 2) further
reveal that students’ motivation to learn English is
primarily driven by a desire for practical language
proficiency and long-term commitment, while com-
petitive ambition and self-initiated grammar prac-
tice play a lesser role. The highest-rated statement is
“I want to learn how to use the English language ef-
fectively”, with a mean score of 4.54 (SD=0.71). This
suggests that students are highly motivated by prac-
tical language proficiency, emphasizing the impor-
tance of functional and applicable English skills in
their learning process. Similarly, “I believe that I will
do well in the English class” (M=4.33, SD=1.03) and
“I want to continue learning English for as long as
possible” (M=4.29, SD=1.08) indicate a strong sense
of confidence and long-term commitment to lan-
guage acquisition.

On the other hand, the lowest-rated statement
in this scale is “I do English grammar exercises even
though it is not homework”, with a mean score of 2.51
(SD=1.35). This implies that self-initiated grammar
practice is not a major motivator for students, pos-
sibly reflecting a preference for more interactive or
contextualized learning methods. Similarly, “T want
to be the best in the English class” (M=3.05, SD=1.36)
received relatively low agreement, suggesting that
competitive motivation plays a lesser role compared
to intrinsic interest and practical application.
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Table 2. Descriptive Statistics for Motivation, SDLR Scale

Statements N Minimum Maximum Mean Std.
Deviation

I will try to learn English although it may be difficult. 79 1.00 5.00 3.20 1.52
I try to do my best to learn English. 79 1.00 5.00 3.92 1.09
Even if there is no attenfiance requirement in the English course, 79 1.00 5.00 3.0 127
my attendance will be high.
I want to continue learning English for as long as possible. 79 1.00 5.00 4.28 1.08
I believe that I will do well in the English class. 79 1.00 5.00 4.32 1.02
I want to be the best in the English class. 79 1.00 5.00 3.05 1.35
I like to speak English in the class. 79 1.00 5.00 3.81 1.17
I want to learn how to use English language effectively. 79 3.00 5.00 4.53 1.71
I do English grammar exercises even though it is not homework. 79 1.00 5.00 2.51 1.30
I study English dqe to interest in English culture, such as English 79 1.00 5.00 1.86 135
films, sports, music, etc.
I study English due to curiosity. 79 1.00 5.00 3.83 1.31
Table 3. Descriptive Statistics for Language Learning Strategies, SDLR Scale

Statements N Minimum Maximum Mean S.td'.

Deviation

When .I am learning a new grammar rule, I think about its rela- 79 100 5.00 42 98
tionship and the rules I have already learned.
When I study English, I write down the most important points 79 100 5.00 365 135
for myself.
’I try to find the meaning of a word or phrase by breaking it up 79 1.00 5.00 3.60 133
into parts that I can understand.
I rea<'1 English Yvntten materials to improve my English (e.g., 79 100 5.00 3.88 102
English magazines, books, newspapers).
I listen to Enghsl} materials to improve my English. (e.g., English 79 100 5.00 436 L02
songs, news, radio broadcasts).
I always ask my teacher for clarification when an idea is not clear. 79 1.00 5.00 3.62 1.14
I’mtentlonally apply Egg.hsh that I have learned for communica- 79 100 5.00 403 1.08
tion.(e.g., speaking, writing).
When I see a word I don’t understand, I ask others for its meaning. 79 1.00 5.00 3.80 1.33
When I see a word I don’t understand, Ilook it up in the dictionary. 79 1.00 5.00 3.43 1.43
I?u'r}ng class, I méke use of any opportumty to take part in ac- 79 100 5.00 333 124
tivities such as pair/group discussion, role-play etc.
When learning English, I try to identify language structures and 79 100 5.00 3.92 100
terms I do not understand well.
I u.nde.rstand the 1mp0rta1.1ce of making my teacher’s teaching 79 100 5.00 3.98 9
objective as my own learning goal.
When I feel that a learning method is not appropriate, I use 79 100 5.00 3.80 115

other learning methods.
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I evaluate my learning methods to find out the problems and

solutions.

If I feel left behind in class, I will practice more outside the class-

room to catch up with others.

I formulate my own English study plan besides what the teacher

teaches in the classroom.

I keep a record of my performance, such as keeping a diary, writ-

ing review etc.

I check and renew my understanding of English language I have

previously learned in class.

I choose English contents which suit me for practice that are

neither too difficult nor too easy.

79 1.00 5.00 3.61 1.11
79 1.00 5.00 3.62 1.26
79 1.00 5.00 3.28 1.38
79 1.00 5.00 2.48 1.39
79 1.00 5.00 3.43 1.13
79 1.00 5.00 3.48 1.22

When it comes to the detailed scores for the
statements regarding the language learning strate-
gies (Table 3), the three highest-rated strategies re-
flect a strong preference for auditory learning and
structured cognitive approaches. The top-rated
statement, “I listen to English materials to improve
my English (e.g., English songs, news, radio broad-
casts)” (M=4.37, SD=1.03), indicates that students
widely recognize the value of exposure to authentic
spoken English in their learning process. This aligns
with the second highest-rated statement, “When I
am learning a new grammar rule, I think about its
relationship and the rules I have already learned”
(M=4.23, SD=0.98), which highlights the impor-
tance of analytical thinking in grammar acquisi-
tion. The third highest-rated statement, “I intention-
ally apply English that I have learned for communi-
cation (e.g., speaking, writing)” (M=4.04, SD=1.08),
suggests that learners are proactive in applying new-
ly acquired knowledge in real-world contexts. Col-
lectively, these findings emphasize a preference for
practical and structured learning approaches.

On the other hand, the three lowest-rated
strategies suggest weaker engagement with self-reg-
ulated learning and independent study planning.
The lowest-rated statement, “I keep a record of my
performance, such as keeping a diary, writing review,
etc” (M=2.49, SD = 1.40), suggests that students
are less inclined toward reflective learning practic-
es. Similarly, “T formulate my own English study plan

besides what the teacher teaches in the classroom”
(M=3.29, SD=1.39) received a relatively low score,
indicating that learners may rely more on structured
coursework rather than independently organizing
their study routines. Finally, “During class, I make
use of any opportunity to take part in activities such
as pair/group discussion, role-play, etc” (M=3.34,
SD=1.24) suggests that while some students actively
participate in interactive classroom activities, over-
all engagement in communicative tasks is not as
high as other learning strategies.

All the scores in this scale indicate a relatively
high engagement with language learning strategies,
with most means hovering around or above 3.0. This
suggests that students demonstrate a generally ac-
tive approach to learning English, employing a mix
of cognitive, metacognitive, and social strategies.
Even the lowest-rated statements still have means
above 2.4, indicating that while some strategies are
used less frequently, they are not entirely neglected.
These findings highlight a potential gap in students’
use of self-regulated learning strategies and class-
room participation, suggesting that fostering more
structured independent study habits and encourag-
ing interactive learning activities could further en-
hance their language acquisition.

Finally, a one-way analysis of variance (ANO-
VA) was conducted to examine the differences be-
tween two groups of participants—those who self-
assessed their English proficiency as beginner/inter-
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mediate (one group) and those who self-assessed as
advanced (the other group)—in terms of their mo-
tivation to learn the language and language learning
strategies. The results of the ANOVA test indicated
no significant differences in the assessment of moti-
vation for learning English (F(1,77)=2.221, p=0.14),
nor in the use of learning strategies (F(1,77)=0.97,
p=0.328) between participants who rated their Eng-
lish proficiency as beginner/intermediate and ad-
vanced. These results suggest that motivation and
language learning strategies are consistently applied
across proficiency levels, indicating that learners at
different stages of language acquisition engage with
the learning process in similar ways.

Attitudes towards ChatGPT
in English Language Learning

The first question of the third section referred
to the frequency of ChatGPT use for various lan-
guage learning activities. Participants were asked
to rate how frequently they used ChatGPT for vari-
ous language learning tasks, and the results indicate
a low level of engagement across the board (Table
4). For conversation and communication practice,
50.6% of participants reported never using Chat-
GPT as a self-directed tool, with only a small por-
tion (19.4%) engaging with it frequently or always.
Similarly, for vocabulary practice, 53.2% never used
ChatGPT, although 15.2% used it regularly. The
same trend was observed for grammar, with 53.2%
never utilizing the tool for this purpose, and only
7.6% using it very frequently. In contrast, 41.8% of
students reported never using ChatGPT for writ-
ing assistance, while 15.2% found it helpful on a
frequent basis. When it came to cultural informa-
tion, 36.7% never engaged with ChatGPT, but 19%
made use of it regularly. Lastly, regarding personal-
ized learning, 44.3% of students indicated they nev-
er used ChatGPT, though 17.7% utilized it consist-
ently. Overall, the mean score for this set of ques-
tions was low, M=2.22 (SD=1.10), reflecting a gener-
al trend of rare or occasional use for language learn-

ing tasks. While students occasionally found Chat-
GPT useful for activities like writing and cultural
exploration, its use for grammar and conversation
was notably less frequent.

Table 4. Frequency of ChatGPT use, per activity

Learning Activity Never (%) I;rle‘z:};;sn(t i/z)/
Conversat'ion.& 50.6% 19.4%
Communication
Vocabulary Practice 53.2% 15.2%
Grammar Practice 53.2% 7.6%
Writing Assistance 41.8% 15.2%
Cultural Information 36.7% 19%
Personalized Learning 44.3% 17.7%

The second question was related to the satis-
faction with ChatGPT’s responses across various lan-
guage learning segments. The overall mean satisfac-
tion score was M=2.96 (SD=1.35), indicating mod-
erate satisfaction, slightly higher than the mean for
the previous question regarding frequency of use.
Looking at individual segments (Table 5), the satis-
faction with grammatical explanations received a rel-
atively higher rating, with 35.4% of students rating it
as a 3 (neutral) and 13.9% as a 4 or 5, which indi-
cates moderate to high satisfaction. Similarly, expla-
nations of terms and words were also generally rated
positively, with 35.4% of participants selecting a rat-
ing of 3, while 22.8% rated it a 5, indicating a notable
level of satisfaction with this aspect. In contrast, as-
sistance with writing was met with mixed reactions,
with 29.1% of students rating it as 3, and a significant
26.6% rating it as 5, suggesting that ChatGPT was
perceived as more helpful in writing tasks compared
to other areas. However, for conversational practice,
a larger portion of students (32.9%) rated it as 3, and
21.5% gave a score 4, showing that while students oc-
casionally used ChatGPT for conversation, the satis-
faction was not as high as in the writing or vocabu-
lary areas. Cultural information was the area with the
most varied responses. A significant portion (29.1%)
rated it as 3, while 21.5% rated it as 5.
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Table 5. Satisfaction with ChatGPT responses

High
Language Learning Segment Neu(t(;a)l (3) Satisfaction
’ (40r5) (%)
Writing Assistance 29.1% 26.6%
Explanations of Terms/ 35.4% 22.8%
Words
Conversational Practice 32.9% 21.5%
Cultural Information 29.1% 21.5%
Grammatical Explanations 35.4% 13.9%

A comparison between the frequency of Chat-
GPT use (Table 6) and satisfaction with its respons-
es reveals an interesting pattern. Activities with the
lowest usage rates, such as grammar practice (53.2%
never use it, only 7.6% use it frequently) and vocabu-
lary practice (53.2% never, 15.2% frequent use), also
show relatively lower satisfaction levels. For instance,
grammatical explanations had only 13.9% high sat-
isfaction, the lowest among all categories. This sug-
gests that students may not find ChatGPT particular-
ly effective for grammar-related tasks, possibly due to
perceived inaccuracies or limitations in explanations.

Conversely, writing assistance stands out as
an area where ChatGPT receives both higher us-
age (41.8% never use it, 15.2% use it frequently) and
26.6% high satisfaction—the highest among all seg-
ments. This indicates that students who do use Chat-
GPT for writing tend to find it useful, reinforcing the
idea that AI tools may be more beneficial for content
generation than for rule-based language learning.

Table 6. ChatGPT usage - descriptive statistics

Variable N Mini- Maxi- Mean Std.
mum mum Deviation

Frequency 79 1.00 500 222 1.10
of ChatGPT

usage

Satisfaction 79 1.00 5.00 2.96 1.35
with ChatGPT

ChatGPT 79 1.00 5.00 3.55 1.03
features

ChatGPT Recommendation for
Independent Language Learning

EYes ® Maybe, with traditional methods No

Figure 1. ChatGPT Recommendation for independent
language learning

Regarding the question of whether users
would recommend ChatGPT as a tool for inde-
pendent language learning, 41.3% of respondents
answered “yes” suggesting that a significant por-
tion of users are satisfied with ChatGPT and would
recommend it for self-learning (Figure 1). Howev-
er, some respondents (a notable proportion, 52.5%)
stated “maybe, with additional traditional methods
of learning (with a teacher),” implying that they be-
lieve ChatGPT is useful but perhaps not a complete
substitute for conventional learning methods.

ChatGPT Learning Contribution

28%

mYes mNo Do not know

Figure 2. ChatGPT Learning Contribution

As for the question of whether users feel that
ChatGPT has contributed to improving their lan-
guage knowledge, the responses showed a mixed
perspective (Figure 2). 41.3% of respondents agreed
that ChatGPT has helped improve their language
skills, while 27.5% disagreed. The remaining 31.3%
were uncertain or unable to assess, which suggests
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that while many users find value in using ChatGPT
for language learning, others may not have experi-
enced significant improvements or are unsure about
its effectiveness.

The results from the question on how users
utilize ChatGPT for language learning show that
most participants prefer to modify ChatGPT’s re-
sponses rather than using them directly (Table 7).
The highest mean (M=2.18) was for those who
check ChatGPT’s answer, then adapt it and add their
own solution. A significant portion also uses Chat-
GPT as inspiration (M=1.94), not simply adopting
its answers. A smaller group relies on ChatGPT’s re-
sponses without modification (M=1.58). This sug-
gests that users tend to engage critically with Chat-
GPT, refining its suggestions rather than relying on
them unaltered.

Additionally, we conducted an analysis to ex-
amine whether potential differences in ChatGPT us-
age, satisfaction, and feature evaluation could stem
from participants’ English proficiency levels. A One-
way ANOVA was again performed to compare two
groups—those who rated their proficiency as basic/
intermediate and those who rated it as advanced. The
results indicated no significant differences in Chat-
GPT usage frequency (F(1,77)=0.07, p=0.791), sat-
isfaction with the tool (F(1,77)=0.027, p=0.869), or
evaluation of its features (F(1,77)=0.538, p=0.465)
between the two groups.

Correlations between SDLR and
ChatGPT attitudes

The results of the Pearson correlations pro-
vide valuable insights into how students’ motivation
and the use of effective learning strategies influence
their utilization of ChatGPT as a self-directed learn-
ing tool in the context of ESP (Table 8). Firstly, stu-
dents’ motivation for learning is positively correlat-
ed with the frequency of ChatGPT usage (r=0.325,
p<0.01), suggesting that highly motivated students
tend to use ChatGPT more often. This motivation
also appears to influence their satisfaction with the
tool (r=0.336, p<0.01) and their perception of its
features (r=0.341, p<0.01), indicating that motivated
learners not only engage more with the tool but also
appreciate its capabilities, such as response speed
and accuracy. Furthermore, students who apply
more diverse learning strategies (r=0.524, p<0.01)
also tend to use ChatGPT more frequently (r=0.344,
p<0.01), suggesting that learners who employ a va-
riety of strategies in their learning are more likely to
incorporate ChatGPT into their study routines. Ad-
ditionally, these students report higher satisfaction
with ChatGPT (r=0.277, p<0.05) and a greater rec-
ognition of its helpful features, reinforcing the idea
that effective learning strategies enhance the overall
experience with the tool.

Table 7. How ChatGPT is used for language learning - descriptive statistics

Variable N  Minimum  Maximum Mean Std.
Deviation

First, I try to solve the task on my own, then I use other 79 1.00 4.00 2.27 1.09
sources, and finally, I consult ChatGPT.
First, I check how ChatGPT would solve the task, thenI 79 1.00 4.00 1.58 .94
use its response as my own.
First, I check how ChatGPT would solve the task, thenI 79 1.00 4.00 1.94 1.10
take its response, modify it, and add my own solution.
I use ChatGPT only as inspiration and do not take its 79 1.00 4.00 2.17 1.18

response as my own without modifications.
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Table 8. Correlations between SDLR and ChatGPT

SD_ SD_ ChatGPT ChatGPT ChatGPT
motivation  Learning frequency of satisfaction features
Strategies usage
SD_motivation Pearson Corr. 1 5244 325 .336%* .341*
Sig. (2-tailed) .000 .003 .003 .002
SD_Learning Strategies Pearson Corr. 524%* 1 3440 277* 215
Sig. (2-tailed) .000 .002 .013 .057
ChatGPT frequency Pearson Corr. .325%* 344 1 .686** 532%%
of usage Sig. (2-tailed) .003 .002 .000 .000
ChatGPT satisfaction Pearson Corr. .336%* 277* .686** 1 .672%*
Sig. (2-tailed) .003 .013 .000 .000
ChatGPT features Pearson Corr. .341% 215 .532%* .672%% 1
Sig. (2-tailed) .002 .057 .000 .000

**_ Correlation is significant at the 0.01 level (2-tailed)
*. Correlation is significant at the 0.05 level (2-tailed)

Discussion

The findings point to clear patterns in how
motivation, strategy use, and perceptions of Chat-
GPT influence learners’ engagement with ESP. The
following discussion interprets these outcomes
through the lens of the three research questions,
while situating them within existing research.

The first research question addressed the role
of motivation in shaping students’ use of ChatGPT
for self-directed ESP learning. The findings derived
from the Self-Directed Readiness Scale, show that
motivation levels were high across the sample, sug-
gesting that students approach English learning with
clear goals and a strong sense of commitment. This
aligns with the findings of Aladini et al. (2025) and
Wau et al. (2024), who similarly observed that both
motivation and language learning strategies were
positively rated, reinforcing the notion that motivat-
ed learners are more likely to adopt effective strate-
gies to enhance their language acquisition. Further
results indicate that motivation also plays a key role
in engaging with ChatGPT. Pearson correlations

showed that higher motivation is positively associ-
ated with more frequent use of ChatGPT (r=0.325,
p<0.01), greater satisfaction with the tool (r=0.336,
p<0.01), and more favorable perceptions of its fea-
tures (r=0.341, p<0.01).

The second research question examined how
students’ use of learning strategies affects their fre-
quency of ChatGPT usage, satisfaction, and percep-
tion of its features. The findings indicate that learn-
ers who employ diverse and effective strategies tend
to use ChatGPT more frequently (r=0.344, p<0.01),
are more satisfied with the tool (r=0.277, p<0.05),
and appreciate its functionalities. High engagement
with auditory, cognitive, and practical learning strat-
egies—such as listening to authentic English materi-
als, analyzing grammar rules, and applying learned
English in communication—was observed, whereas
reflective self-regulated learning practices were less
frequent. This emphasizes that students who already
adopt structured and strategic approaches are better
positioned to benefit from ChatGPT, reinforcing the
importance of combining motivation and strategy
use (Aladini et al., 2025; Wu et al., 2024).
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The third research question focused on stu-
dents’ perceptions of ChatGPT in ESP instruction,
highlighting its perceived benefits and drawbacks.
While overall usage was low, ChatGPT was most
frequently used and valued for writing assistance
and explanations of terms, which also received the
highest satisfaction ratings. The effectiveness of Al-
assisted writing tasks is also supported by Huang
& Mizumoto (2024) and Aladini et al. (2025), who
found that generative Al tools can enhance both lin-
guistic and metacognitive skills. Grammar and con-
versational practice had lower usage and satisfac-
tion, indicating that students perceive ChatGPT as
more effective for content generation than for rule-
based or communicative tasks. Students often en-
gaged critically with the tool, modifying its respons-
es or using them as inspiration, rather than adopt-
ing them verbatim, reflecting an active learning ap-
proach. Regarding recommendations, 41.3% would
endorse ChatGPT as a self-directed learning tool,
whereas 52.5% suggested it could be useful in com-
bination with traditional instruction. This is in a
way compliant with (Rahimi & Mosalli, 2025) who
reinforce the idea that if ChatGPT is effectively inte-
grated into SDL frameworks, students are more like-
ly to adopt a deep, structured, and meaningful ap-
proach to its use.

Furthermore, no significant differences were
observed based on self-assessed English proficiency,
indicating that both beginners/intermediates and
advanced learners share similar patterns of motiva-
tion, strategy use, and engagement with ChatGPT.
This finding aligns with Mohamed et al. (2024) but
contrasts with Dizon (2024), who found age and lan-
guage background affected perceptions of Al tools.
Overall, these insights highlight the importance of
fostering motivation across all proficiency levels
while tailoring instructional methods to support
self-directed learning and diverse learning prefer-
ences (compliant with Aladini et al, 2025, Gutiérrez
2023, and Wu et al., 2024).

Limitations and Future Study

Despite offering valuable insights into Chat-
GPT as a self-directed learning tool, this study has
several limitations. The sample size, though ade-
quate for analysis, may not fully represent diverse
learner profiles, particularly regarding language
proficiency and AI exposure. Expanding the par-
ticipant pool could enhance the findings’ generaliz-
ability. Additionally, reliance on self-reported data
introduces potential biases; incorporating objective
measures, such as tracking actual interactions or an-
alyzing user-generated texts, could improve reliabil-
ity. While the study identifies correlations between
motivation, learning strategies, and ChatGPT us-
age, it does not establish causation. Experimental or
longitudinal research could better assess AI's impact
on language learning. More qualitative approaches,
such as interviews or think-aloud protocols, could
offer deeper insights into learners’ decision-making.
As Al evolves, future studies should examine how
advancements influence learners’ reliance on Chat-
GPT and its role in balancing independent study
with traditional instruction. Ethical concerns, in-
cluding overreliance on Al and biases in generated
content, also warrant further investigation.

Conclusion

The integration of Al tools, particularly Chat-
GPT, into self-directed learning (SDL) for Eng-
lish as a Foreign Language (EFL) learners opens up
new possibilities for more personalized and flexible
learning. As learner autonomy becomes an increas-
ingly important aspect of language education, Al-
driven platforms offer ways to support motivation,
adapt to individual needs, and foster independent
language practice. This study focused on how stu-
dents’ motivation and SDL readiness influence their
engagement with ChatGPT in the context of English
for Specific Purposes (ESP).
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The findings of this study highlight the com-
plex relationship between motivation, self-directed
learning (SDL) readiness, and the use of ChatGPT as
a language learning tool in English for Specific Pur-
poses (ESP). The results suggest that students exhib-
it a strong commitment to language learning, with
motivation and language learning strategies scor-
ing high, demonstrating their active engagement in
developing English proficiency. The results indicate
that highly motivated learners tend to use ChatGPT
more frequently and report higher satisfaction with
its features. Similarly, students who employ a wid-
er range of learning strategies engage more active-
ly with ChatGPT and are more likely to critically
evaluate and adapt its responses to suit their learn-
ing needs, rather than using them verbatim. This
suggests that motivation and strategic engagement
are stronger determinants of effective ChatGPT use
than self-assessed proficiency levels, which showed
no significant differences in usage or satisfaction.

Notably, ChatGPT’s utility appears strong-
est in structured learning tasks such as writing as-
sistance and explanations of terms, which received
the highest satisfaction ratings. In contrast, its role
in grammar practice and conversational activities
remains limited, as reflected in lower engagement
levels. This suggests that while generative AI can ef-
fectively support content creation and comprehen-
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Ynueepsuineiu y Kpaiyjesuy, @axynitieill illexHUMKUxX Hayxa
Yauax, Cpduja

CAMOCTAJIHO YYEIBE Y JOBA AI: CHATGPT M EHITIECKU JE3UK CTPYKE

Y caspemerom odpasosHom KoHilieKCilLY, Koju je odenexcer ySp3aHum pazeojem ungdopma-
UUOHUX THexHOnoIUja U gUIUMAnHUX anaiia, KoHuelii camociiantoi yuera (eui. Self-Directed
Learning — SDL) goduja cee eehu 3nauaj. Victapanueara y okeupy Komijyiiepcku Hogpianol
yuerwa jesuxa (eni. Computer-Assisted Language Learning - CALL) yxa3yjy Ha to ga clilygeHiiu
Koju passujajy ctiocoOHOCH 3a CAMOCTILANIHO Yuetve Ocilieapyjy domwu akagemcku yciiex, HapoUuitio
Y 6UCOKOUKONICKOM KOHITLEKCTILY. Y {ioM cMUCTY, UHillelpayuja eewitiauxe unitienuienyuje (eni. Al)
Y Haciliasy ciipanux jesuxa omieapa Hose moiyhnociiu 3a uciipaxusarea. Mehy pasnuuuitium Al
anaimiuma iocedHo ce uctiuve ChatGPT, uuju ce edpexiiiu iipumere y yuervy eHineckol Kao clipanoi
jesuxa (EFL) u enineckoi jesuxa citipyxe (ESP) itiex ogHegasHo 030umHuje Uciipaxcyjy.

Lum o0l uctpaxusarwa Suo je ga ce UCUULA CUPEMHOCT CHlygeHATlia 3a CAMOCHAIHO
yuerve (eni. Self-Directed Learning Readiness — SDLR) u wuxosa uepueiyuja anawia ChatGPT, xao
anamia 3a ydere enineckoi jesuka (citipyxe). Iloceban ¢poxyc ciiasmen je Ha wipu actiexita: (1)
yitiuyaj momusayuje na kopuuiherwe anamma ChatGPT y camociianHom yuervy eHineckol je3uxa
ciipyke, (2) ee3y usmehy yunoitipeSe cilipattieluja yueroa u y4eciianociiiu, 3ago6omwciiiéa u iepuyei-
uuje Ppynkyuonantociwmiu anama u (3) vepyuiupare xopuciiu unineipayuje anaimia ChatGPT y
HACUiA8Y eHiecKol je3uka ciipyxe.

Hcinpanusarwe je ciiposegeHo KEAHMUMLATHUBHUM MEHLOGOTIOUKUM TUPUCILYTOM, UYiliem
awxeitie, y Ko0joj je yueciieosano 79 ciiygeHawid. VIHCTUPpyMeHTH UCTHPANUBAtba 00YXBATHUO je
agantiupany eep3ujy ckaze 3a UpoueHy ciupeMHocHiu 3a camociianto yuere (Xuan et al., 2018),
KAao u gogawina Uuiliara Koja cy ce ogHOCUna Ha clieyuduure aciiexitie kKopuwhera anaiia
ChatGPT y kontnexcity ESP naciiase. JJodujenu tiogauu aHanudupanu cy geckpuuiiuéHoM u
uH@epeHUUjanHom CIAmUCciuKom, Upu yemy cy uciuiliuéaxe Kopenavuje usmehy mowmusayuje,
cimipattieiuja yuerwa u odpazaua yuouipede Al anaitia. [Jemoipagpcku tpodun y3opka gogamHo
0c6eliibasa KOHIEKCI UCTApAaNcuearea: 6euny cy wuHuny ciilygeniiu cidapocitiu 17-20 ioguxa
(59,5%), gox je 72,2% yuecHuka duno myuikol Hond, Witio 0gpaxasa WMunudHy clupyKiiypy ciiy-
geHamia mexHuuKux u ungopmayuonux Hayxka. CamoupoyeHa je iokazana ga euuie og ionosuHe
uctiutmianuka (52,5%) uma Hatipegar HUB0 3HAA eHINeCKOT je3uKd, WO je penesaHiiiHo 3a pasy-
mesarve wuxosux odpasaya ynouipede anavia ChatGPT y ESP oxpysicervy.

Pesyniniaitiu uctipancusarea yxasyjy ga citiygeHiiu ymepeHo paseujajy ciupemHociti 3a upu-
mery SDL citipatiieiuja y yuery jesuka citipyke (M=3.42, SD=0.61), gok ce wuxosa yiowipeda ana-
iwia ChatGPT 3nauajHo pasnukyje y 3a6UcHOCIiU 09 UHGUBUGYANTHUX dakitiopa. YiiepheHa je iio3u-
miueHa Kopenauuja usmehy momusayuje u yuecimianociiu kopuwhera anaima (r=.36, p<.01), kao
u usmehy mommiusayuje u 3agosomwciiea rweiosum pynkyujama (r=.41, p< .01) u tepyetiyuje reiose
epuxacrocimiu (r=.39, p<.01). CitiygeHitiu ca UWUM HUB00OM MOMAUBAYUje U PA3BUjEHUjUM CTpa-
meiujama yuerva tiokazanu cy iengenyujy ga ChatGPT kopucitie ueuihe, ca éehium 3agosormwcitieom
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U KpUUYKUM UPUCTHYTOM — UPU HeMy ¢y 0giosope anaitia ipunaiohasanu coicitiseHum uoipeda-
Mma, 6e3 HeKpUTHU4KOT Tipey3umarea.

Hacyupoin tiome, tion (F(1,77)=1.12, p=.29), cinapocii (F(2,76)=0.85, p=.43) u camoiupoue-
Ha jesuuke komieimienyuje (F(2,76)=1.34, p=.27) Hucy ce okasanu kao 3Ha4ajuu paximopu y od-
nuxosary odpasaua kopuuiheroa. [lpyium peuuma, Hauun kopuuwhera anaitia ChatGPT y yueroy
eHizieckol 3asucu iipe céeia og motiusayuje U ciipaiieiuja yueroa, a He 0g tosa, Cllapociiu unu
camouipoyeHe 3Hara — witio Howmephyje ga passujere ciipailieiuje yuerva oCiidjy Kwy4Hu tipeg-
YCT106 3a CMUCTIEHO U Kputiuuko kopuuihere Al anaiia.

Ananusza xoukpeilinux odnuka yuowpede iokasyje ga ciliygeHiliu Hajéuute peqgHyjy
ChatGPT y 3agauuma Koju 3axitiesajy CHipykilypy u jacHohy, kao wiitio cy nomoh y ducary
(M=4.02) u odjawrverve citipyunux tiojmosa (M=3.85). Ca gpyie cilipate, ioxkasano ce ga upumena
anaiia y eexdary ipamaitiuke (M=2.71) u xonsepsayuje (M=2.64) uma ogpehena oiparuueroa.
Osu Hanasu ykasyjy ga ieHepaiiusHa éewiiiauka uxitienuieHyuja mpeHymHo epukactuje mogp-
Haea pasymesarve U UPpogyKuujy Uucanol cagpiaja Heio uHiliepakiiueHe u KOMyHUKamiueHe ac-
ileKilie yuerba je3uxa.

Bascan pe3ynitiaiti uctipaxuearea je muniverve citiygeHaiia o kopuwheroy anaiia ChatGPT
y Haciiaéu enineckoi jesuxa cilipyxe. Buwe og ionosume uciuuitianuka usjacHuso ce ga 6u sxesnenu
ga 08aj anaiii kopuciie y KoMOSUHAUUjU ca TUPAGUUUOHATHOM HACTHABOM eHINecKOl je3uka CilipyKe,
winio towephyje iwiesy ga je Hajoutlumantuje kopucitiuimiu Al anaiie UCKbYUUB0 KAO GOGATHU
pecypc, a He Kao 3ameHy 3a WipaguyuoHante odnuke Haciliase, Koje peanusyje HaciiasHux. Tume ce
iocedHO yKa3yje HA 3HAUAjHY YOIy HACIABHUKA Y TPYHcaryy Hogpuike CillygeHIAUMA UpU KPUTLU-
uKoj yioimipeduy anaiia, Kao U y pazeojy ciocodHociiu citiygeHailia ga pasnukyjy uoysgare ungop-
mayuje og oHUX Koje 3axillesajy gamy nposepy u gopagy.

Pesyniiaiiu uciupaxcusearea ykasyjy ga y HAciiasu eHineckoi jeauxa ciipyke ilegaiouiku
oxyc He du ipedano ga ce oipanuuu Ha WexHuuko ysoherwe Al anaitia, seh ga dyge ycmepen tipe
ceeia Ha pa3eoj ciipaitieluja yuerva u jauare moiusayuje ciilygernaiia, 6ygyhu ga onu ciitygen-
U Koju ocegyjy passujexe ciipaitieiuje u UCOKY MOTUUBAUU]Y GEMOHCIUPUPATY UPOMUULTbEHUTY
u eukacuujy yioiipedy anaiia. IlocedHo je 6axHo paseujaitiu kpuiliuuku upuciiyi upema Al
anamuma, xkaxo Ou ciliygenitiu 0giosope Koje Upyxa anaiti KOPUCHAUIU CAMO KAO HONA3HY HAUKY.
Taxas npucitiyi omoiyhasa ga ChatGPT iiocitiate cpegcitieo 3a aylOHOMHO U CMUCTIEHO ydetbe, A
He ga Cyxcu 3a peipogyKuujy cagpicaja.

Ilegaiowxe uminuxayuje 06ux pe3yniiaiia ykasyjy Ha uotipedy ga HaCTHABHUUU aK I UBHUje
unineipuwy Al anailie kao HAciaéHU pecypc Upu uspagu Kypukyayma unu Unanuparey Haciiase,
Y3 jacHo gepunucare cmepHue 3a rwuxosy yuouipedy. Taxas upucitiyis omoiyhasa ciiygeniiuma ga
Ppassujy ayiuioHoMujy u camoioysgaree y yuery, ga ocHaxce MOueauujy, a HacilasHuuuma ga 3a-
gpwce ynoly HactlasHuKa Kao gpayunuimiamiopa unu meniiopa. bygyha uciipaxcusarea itipedano du
ga ce pokycupajy Ha uHiliepakimiueHy gumeH3ujy upumene seuiitiauke uHilenuieHyuje y yuery je-
3uKa, ca ioceSHUM HAIACKOM HA gyTopouHe eexitie 1i0 pA360j KOMYHUKATUUBHUX KOMIeTeHUUja.

Kmyune peuu: yuerwe jesuka y3 tiomoh komijyiiiepa, eeumsitiauka unitienuieHyuja, eHinecku
je3ux cilipyke, CipeMHOCII 34 CAMOCHLATIHO yuetbe, MOTAUBAUU]A.




