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Abstract
For long, scholars have been interested in the concept of identity and its continuous
development, conceptualized as identity work – emphasizing its ongoing process rather than a
fixed state. As a subject to change, our identities are seen to be influenced by various factors,
playing a significant role in shaping our self-perceptions and determining who we are, as well as
who we aspire to become. Among these influencing factors are technological innovations, which
bring about shifts in identities and roles. Generative Artificial Intelligence (GenAI) is currently
gaining more attention from management scholars but is lagging behind in the intersection of
identity work. In this thesis, we investigate how individuals’ process of identity work is affected
by the use of GenAI. While the word “generative” in this thesis sheds light on the textual
content, it brings us to the discussion of the academic field, but leaves us with unanswered
questions about how it shapes and impacts students’ self-perceptions and identities. As higher
education institutions (HEIs) prepare students for future decision-making positions, it is crucial
to comprehend the implications of new technologies on students’ self-perception. This thesis
seeks to add to existing research by exploring the effects of GenAI chatbots on students'
self-perceptions in the process of revising and updating their identities. The method of choice for
this purpose was a qualitative approach, where data was collected through semi-structured
interviews with 61 students studying business and economics disciplines, representing three
prominent HEIs in Stockholm, Sweden. In addition, 8 principals, professors, and experts in the
field, from the three institutions, have been interviewed in order to gain deeper insight into the
students' academic contexts – to enhance the authors’ understanding of the central research
question. The empirical results show that students are affected by their usage of GenAI chatbots
in the process of revising and updating their identities; however, how they are affected, and what
the consequences are, differ. Using chatbots is seen to engender both tensions and cohesions
between their multiple selves, giving rise to either an identity threat or an opportunity, as well as
spillover effects. Further, the lack of clear guidelines from higher education institutions puts
students in an ambiguous situation, prompting the process of revising and updating their "selves"
in order to make sense of themselves and what they stand for in this new era of academic
context. A theoretical framework is developed that outlines three distinct "selves" prevalent in
the context of this study; the Achievement-Oriented Self, the Communal-Oriented Self, and the
Moral-Oriented Self, all with a unique set of identity content. The study makes contributions to
existing literature by providing a novel understanding of the intersection between AI and identity
work, and how different identities interact with one another. By examining how this impacts
students' self-perceptions and identities, we provide valuable insights to practitioners within the
field.
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Definitions

3

Term The Definition Used in This Thesis

Self-Concept A complex construct of affective-cognitive structures encompassing all knowledge an
individual has about oneself, developed from an individual's past experiences in a
particular domain (Markus & Nurius, 1986)

Self-Perception How individuals view their own attitudes, emotions and other internal states by inferring
them from observations of their own behavior and the circumstances in which this
behavior occurs (Bem, 1972)

Identity Individuals' subjective interpretations of who they are, based on their socio‐demographic
characteristics, roles, personal attributes, and group memberships, guiding behavior and
perceptions. An ongoing process rather than a static concept. (Caza et al., 2018; Gecas,
1982)

Selves The term “selves” will be used interchangeably with “identity” in this thesis

Identity Content Encompasses the values, meanings, and enactments linked to an identity, which often
changes as a result of identity work (Petriglieri, 2011)

Identity Conflict A conflict between the values, beliefs, norms, and demands inherent in individual and
group identities (Ashforth & Mael, 1989)

Identity Threat An experience appraised as indicating potential harm to the value, meanings, or enactment
of an identity (Petriglieri, 2011)

Identity Opportunity An experience appraised as indicating potential for growth to the value, meanings, or
enactment of an identity (Bataille & Vough, 2022)

Identity Work The range of activities individuals engage in for forming, repairing, maintaining,
strengthening or revising their self‐meanings (Alvesson & Willmott, 2002)

Ambiguous Situation An event open to more than one interpretation, where correct behavior is unclear
(Carlsmith & Darley, 2008)

Ambivalence The existence of simultaneous or rapidly interchangeable positive and negative feelings
toward the same object or activity (Conner & Sparks, 2002; Asforth et al., 2014)

Generative AI Deep learning model that is able to create text, images, and other content based on
training data (Berg et al., 2023)

Language Models Deep learning models that are designed to comprehend and produce natural language
(Shen et al., 2023)

Chatbots Chatbots provide information and perform tasks through interactive interfaces, promoting
communication and learning. They map the best possible response in the system and are
widely used for chatting and executing tasks (Hwang & Chang, 2021; Dwivedi et al., 2023).
This study primarily focuses on ChatGPT but also includes other GenAI chatbots
mentioned by students.

ChatGPT ChatGPT (Chat Generative Pre-Trained Transformer) is a language model trained on a
vast internet dataset, capable of performing various natural language tasks, specifically
textual content (Kasneci et al., 2023; Dwvedi et al., 2023). Launched 30 November 2022,
by OpenAI, and serves as a student-driven education technology according to Dai et al.
(2023).



Abbreviations

Abbreviation Definition

GenAI Generative Artificial Intelligence

GPT Generative Pre-trained Transformer

HEI Higher Educational Institution

KTH Royal Institute of Technology

SSE Stockholm School of Economics

SU Stockholm University
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“Before, I knew I was a good writer, but now, I question my own abilities as I have an urge to always use AI. I
compare myself with it, like I could never produce this myself. It is making me feel worse about myself.”

– Student 17

“I have no finance degree, but still, I somehow have a part-time job in finance. Thanks to the access to ChatGPT,
I can now pursue a job I have previously dreamed about. It is almost insane, and I am definitely smarter together

with ChatGPT.”
– Student 42
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1. Introduction

1.1 Background
The lingering question of who one is, and whom to become, serves as an ongoing and underlying
navigation process for students in higher education. The destination may not be a fixed point,
but an evolving understanding of oneself in relation to one’s career aspirations and personal
traits. Scholars have long delved into the complexities of identity work, the act of revising and
updating one’s identity, highlighting its ongoing process (Sveningsson & Alvesson, 2003). While
at first glance, it is easy to assume one’s identity is a fixed state, scholars suggest that identity is
constantly evolving. Thus, it is more a question of becoming rather than simply being (Ashforth
& Mael, 1989; Caza et al., 2018). As identity is a subject of perpetual change, influenced by
various factors, it is particularly susceptible to shifts brought about by technological innovations
(Craig et al., 2019).

In this journey of self-discovery, external influences play a significant role, and the introduction
of innovative technologies, particularly generative artificial intelligence (GenAI), adds a
fascinating twist. GenAI is a category of AI technologies able to create text, images, and other
content based on training data (Berg et al., 2023). GenAI is gaining attention from management
and organization scholars, but has been slower to integrate into the intersection of identity work,
specifically in understanding how individuals shape their self-perception within the context of
their occupations. While the term 'generative' sheds light on textual content in academic
discussions, it leaves unanswered questions about its impact on students' self-perceptions and
identities. Notably, an individual can possess multiple identities, or “selves”, making up the
content of the self-concept (Markus & Nurius, 1986; Caza et al., 2018).

GenAI is not only generating content; it is shaping how we see ourselves and our capabilities –
like a sudden gust of wind that sweeps through the garden, rearranging the flowers and plants.
This tech, with its generative powers, brings both threats and opportunities to our identities,
acting like a swift wind that could either shake up our self-perception or push us toward
achieving our long-held dreams, as seen in the quotes on the preceding page. As students dive
into GenAI chatbots in academics (Dai et al., 2023), there might be a need to reassess personal
skills and career goals, prompting us to closely examine the effects of this rapid integration. The
emergence of these new tools raises questions about what is considered right or wrong, and how
these tools can be utilized in conjunction with academic pursuits. The ambivalence surrounding
what is right and wrong, coupled with the uncertainty of how these tools fit into the meaning of
being a student, adds to the confusion, putting students in an ambiguous situation. When faced
with ambiguous situations, scholars have established that identity work intensifies, as it functions
as a navigational tool for individuals, akin to grappling with the question of how to make sense of
oneself (Sveningsson & Alvesson, 2003; Ashforth & Mael, 1989). Yet, in the absence of clear
answers within the ambiguous realm of GenAI usage in an academic context, it becomes an
ongoing cycle of ambivalence.

Despite the meteoric rise of GenAI, we know very little about how individuals use, understand,
or avoid GenAI in the broader process of identity work. As such tools not only augment
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individual abilities but also serve as a de facto replacement (Shrestha et al., 2019), it is important
to understand how individuals come to understand GenAI as either a tool or replacement in the
process of shaping themselves. The contrast in how individuals perceive it—whether as a threat
or an opportunity—affects the extent of self-doubt and, subsequently, self-perception (Petriglieri,
2011). These discrepancies risk creating tensions in the environment, where some students will
take a leap forward while others will take a step back. In this underexplored area, the question
arises regarding how the identity work of individuals is influenced by the rapid integration of
GenAI chatbots in the academic context—a question that this thesis aims to address.

1.2 Purpose and Expected Contribution
The aim of this thesis is to investigate the influence of GenAI chatbots on students as they
engage in the ongoing process of revising and updating their “selves”. The impact of GenAI
chatbots will significantly shape the lives and futures of students, making them one of the most
relevant stakeholders to examine (Dai et al., 2023). Specifically, the objective is to determine
whether these chatbots pose a risk to students' identities by potentially disrupting their
established norms or, conversely, if they present opportunities for identity development. Given
that these tools possess the dual capacity to either enhance personal capabilities or, in some
instances, replace certain human skills, it becomes crucial to comprehend how individuals
perceive and integrate GenAI chatbots into their self-shaping endeavors.

Despite the widespread use of GenAI chatbots in education, their impact on identity work
remains inadequately understood, contrasting with the extensive research on various other factors
influencing this process (Caza et al., 2018; Ashforth & Schnioff, 2016; Bataille & Vough, 2022).
The primary goal is to contribute to the body of research on identity work by investigating the
recent introduction of these tools within an educational context. It is essential to underscore that
if GenAI chatbots are perceived as a threat, there is a potential for decreased performance,
lowered self-esteem, and a diminished inclination to assume leadership roles (Petriglieri, 2011).
Further, in-depth research on new forms of human-AI collaboration, particularly concerning the
implications on individuals' attitudes and behaviors, is requested. This includes an examination of
the psychological, emotional, and social aspects, as advocated by Mirabae et al. (2022). Therefore,
a comprehensive understanding of this phenomenon is critical, offering valuable insights for both
practitioners and scholars in the field.

1.3 Research Question
Motivated by the above reasoning, the following research question has been formulated:

How are students' self-perceptions affected by GenAI in the process of revising and updating their “selves”?

1.4 Delimitations
The study has been narrowed down to concentrate on students enrolled in three of the top
higher educational institutions (HEIs) in Stockholm, Sweden, with a particular focus on business
and economics disciplines. The choice of these disciplines is motivated by being the common
denominator among the chosen HEIs with similar academic agendas and practices, in order to
create a comparable sample. The authors' inclusion in the research context provides a deeper
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understanding and a more comprehensive outlook on the topic at hand. Further, it should be
noted that this study is delimited to investigate the impact of GenAI usage – specifically the
generation of textual content – on the processes of identity work. As such, the study does not
delve into the broader use of chatbots in an educational context.
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2. Theory
The upcoming chapter encompasses (1) a comprehensive review of existing literature deemed relevant in order to
answer the research question, followed by (2) a research synthesis and the identified research gap, and finally, (3) a
presentation of the developed framework for this thesis.

2.1 Literature Review

2.1.1 Identities and the Self-Concept
To understand how students’ self-perceptions are affected by GenAI in the process of revising
and updating their “selves”, it is crucial to first understand and define the notion of identities and
the related self-concept. The research on identities has been extensively explored in organizational
studies, taking standpoints on various levels such as professional, organizational, social, and
individual levels (Sveningsson & Alvesson, 2003). The different approaches to the understanding
of identity, however, emphasize different aspects of identities, depending on the theoretical lens
applied and assumptions about the nature of self and identity (Alvesson et al., 2008). The four
dominant perspectives in identity research are Identity Theory, Social Identity Theory, Critical
Theory, and Narrative Theory (Caza et al., 2018). The differences between the theoretical lenses
and type of identities in focus are visualized in Figure 1. However, in an organizational context,
such as higher educational institutions (HEI), individuals may exhibit multiple identities across
levels and types of identities, impacting their feelings, thoughts, and actions (Caza et al., 2018; van
Knippenberg et al., 2004). Therefore, various perspectives must be considered to understand how
GenAI chatbots influence individuals while revising and updating their "selves.” This aligns with
Brown's (2021) argument that identity approaches cannot be fully separated when studying
identities within the organizational context. Further, to understand the dynamics that may occur
in the process of revising and updating the “selves”, this thesis will draw upon the Identity
Control Theory (ICT) by Burke (2007), which focuses on the internal dynamics between the
identity and the present behavior – central to the question and subjective meaning of what it
means to be a student.

Figure 1. Theoretical Lenses on Identities
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Identity refers to the subjective meanings and understandings that individuals assign to themselves
based on various factors such as socio-demographic characteristics, personal attributes, roles, and
group membership (Ashforth & Mael, 1989; Caza et al., 2018; Bataille & Vough, 2022). This
encompasses an individual's unique perspectives and interpretations of themselves, answering
questions about who they are and how to behave in different contexts (Caza et al., 2018; McLean
& Pasupathi, 2012). How individuals view and perceive themselves in a specific situation will
influence their emotions, thoughts, and behaviors (van Knippenberg et al., 2004).

People can have multiple identities, such as being a mother, teacher, daughter, and activist
(Bataille & Vough, 2022), all of these with different dimensions (Caza et al., 2018). These
multiple identities make up the content of a person's self-concept (Caza et al., 2018). Although
individuals may possess different identities, one can only hold a single self-concept (Ibarra, 1999;
Stets & Burke, 2000). The self-concept is a complex construct that encompasses all knowledge
one has about oneself. It is constructed through a system of affective-cognitive structures called
"schemas," which are creatively and selectively developed from an individual's past experiences in
a particular domain (Markus & Nurius, 1986). Thus, the self-concept comprises various
dimensions, made up of multiple identities, often linked to specific social contexts (van
Knippenberg et al., 2004; Caza et al., 2018).

As humans, we assign subjective meanings and understandings to ourselves, creating a sense of
identity (Burke, 2007) however, these meanings are constantly evolving and subject to change
(Ashforth & Schinoff, 2016). Therefore, our identities are dynamic and susceptible to external
influences (Burke, 1991; Alvesson & Willmott, 2002; Gioia & Patvardhan, 2012; Caza et al.,
2018). This makes the construction of our identity a continuous process, conceptualized as
identity work (Ashforth & Mael, 1989; Sveningsson & Alvesson, 2003; Horton et al., 2014;
Boudreau et al., 2014). This dynamic conceptualization of identity raises the question of not only
what, but how, factors contribute to creating or changing one’s identity (Boudreau et al., 2014;
Boudreau & Robey, 2005). Given the complexity of this process, further research is necessary to
fully understand the complex interplay of different factors that contribute to the development of
an individual's identity, and how they make sense of themselves, in specific contexts.

This literature review explores various aspects of identity relevant to the study's context. It
initially focuses on students in the process of becoming young professionals and the
performance-based identities among them. These aspects are motivated by the three HEIs
involved in this study, as they shape students' career paths and impact how they perceive
performance and expectations (Thunborg et al., 2016). The review also delves into how students'
social identity is shaped by their interactions with peers within the organizational environment.
Finally, personal identity, which is connected to students' values, norms, and beliefs, is examined,
as well as how they influence their self-perception.

2.1.1.1 Performance-Based Identities Among Students
Thunborg et al. (2016) have shown that the idea of becoming someone motivates students to
pursue higher education. In understanding who to become, in relation to who one is and how
one acts (Anteby et al., 2016; Brown, 2021), organizations set the stage for identity construction
by influencing and inspiring how individuals view themselves (Ashforth & Schinoff, 2016).
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However, defining one's self-concept can be challenging for young people due to various factors,
such as changing circumstances, diverse environments, and multiple relationships. Questioning
and revisiting one's identities is a present theme for students navigating their way through the
context of higher education (Brown, 2015; Modestino et al., 2019; Brown & Coupland, 2015;
Alvesson et al., 2008) as they construct their current and future identities (Levinson, 1978).

The self-awareness of one’s personal values and goals plays a crucial role in shaping their
expectations for success and the importance one assigns to specific tasks (Eccles, 2009). In
higher education, success is often defined by academic performance and emphasized as highly
important (Thunborg et al., 2016). As a result, many tend to identify with their level of
performance (Walker & Caprar, 2020). When an individual's understanding of their performance
goes beyond personal meanings and strongly impacts their identity, it is known as
performance-based identity. This self-definition is constructed by individuals themselves, based
on their perceived performance. To become aware of their performance, individuals rely on
external cues that indicate their success or failure, which either validate or invalidate their
performance-based identities (Walker & Caprar, 2020; Deaux, 1993; Turner, 1991). In higher
education, success is often evaluated based on grades, degrees, and qualitative feedback from
professors and peers. Depending on how one's performance is evaluated, it can impact
self-esteem and lead to negative emotions (Walker & Caprar, 2020). Self-esteem is based on one's
belief in their ability to achieve their potential. An individual's accomplishments often play a role
in this assessment and can motivate them to persevere through challenges (Crocker & Park,
2004). People who place a high value on their performance are more prone to develop a
performance-based identity centered around their achievements. However, if an individual's
accomplishments and performance-based identity are not acknowledged by their surroundings, it
can pose a threat to their identity (Walker & Caprar, 2020).

A performance-based identity can create a sense of belonging while also distinguishing an
individual from one’s peers (Walker & Caprar, 2020). As a result, the drive to perform well can
stem from both the desire to be a part of a group and the need to feel unique. This further
strengthens the argument that different levels of identity can not be fully separated when
explored in an organizational context (Brown, 2021), such as the HEI.

2.1.1.2 Social & Organizational Influences in Higher Education
An organization's identity can influence an individual's performance by acting as an external cue
and trigger (Ashforth & Mael, 1989; Walker & Caprar, 2020). Being a part of a group or
organization serves as the foundation for shaping oneself, as noted by Walker and Caprar (2020)
and Brewer and Gardner (1996). However, in contrast to the argument put forth by Walker and
Caprar (2020) that organizational identity remains relatively stable, we contend that this is not
necessarily the case within an academic context. Drawing on Albert and Whetten (1985), the
identity of an organization may not be limited to the academic institution itself; it also involves
the contribution of peers, corporate partners, and student associations in this study, making it a
dynamic endeavor. This leads to the concept of "collective identity," where identities are
influenced by the collective, according to the Social Identity Theory (Caza et al., 2018).
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The notion of social identity can be examined on two levels: one stemming from interpersonal
and collective relationships and the other from impersonal collectives. This thesis will
concentrate on the former, specifically the connections between in-group members. While
"student" might fall into the latter category, this thesis will focus on the smaller networks of
subgroups within the in-group and dyadic conversations, where interpersonal social comparison
occurs (Brewer & Gardner, 1996; Tajfel & Turner, 1979). It is important not only to establish
one's identity to oneself but also to demonstrate it to others, to feel a sense of belonging
(Baumeister & Leary, 1995). As per Brewer and Gardner (1996), individuals tend to imitate the
behaviors they observe within a group to share values and norms, which can also be seen in
Tajfel and Turner's (1979) work. This reference group creates a collective self and serves as a
frame of reference for self-evaluation (Brewer & Gardner, 1996; Suls & Wills, 1991). However,
individuals may encounter obstacles when balancing their authentic selves with the group's
expectations and norms (Ibarra, 2015).

2.1.1.3 Individuals’ Values, Norms and Beliefs
Moral traits are seen as essential components of our identities, selves, and souls, shaping our
behaviors in different situations (Strohiminger & Nichols, 2014; Stets & Carter, 2011). According
to Eriksson (1964), identity stems from the core of our being and involves aligning our actions
with our moral and authentic selves. Similarly, Hart et al. (1998) emphasize the significance of
remaining true to oneself and following personal beliefs and values to achieve a sense of
authenticity. Personal meanings serve as guiding principles for our behavior, and failing to align
our actions with these meanings can result in negative emotions (Stets & Carter, 2011; Burke,
2007). Our moral identities are diverse and influenced by various factors, including our beliefs,
attitudes, and actions. These factors help regulate our behaviors and enable us to engage in
complex moral thinking that can ultimately impact our actions (Aquino & Reed, 2002).

Examining the self, Pelham (1993) highlights the importance of the personal self as the focus in
which the self-concept, as discussed earlier, is differentiated and individualized. This represents
the unique qualities and characteristics of an individual. It is essential for individuals to have a
situated identity, which Asforth and Schinoff (2016) describe as making sense of who they are in
a local context. They do this by linking the past and present with a desired future identity,
consequently creating their own narrative story. The struggle to find out who to become can also
be seen in conjunction with the notion of possible selves, as “narrating the self changes the self ”
(Ashforth & Schinoff, 2016; Ibarra & Barbulescu, 2010). This is as students explore possible
selves in relation to what they aspire to become in the future, seeking answers to the question:
Can I really be this? Further, adding to the essential discussion of personal self (Ibarra, 1999;
Ashforth & Mael, 1989), we believe self-worth is essential to consider as well. An individual's
self-worth is determined by how they evaluate their qualities and traits (Pelham & Swann, 1989).
One seeks to understand one’s level of competence and strengths compared to their importance,
as well as contrasting their current self-perception to their ideal self-perception. Self-worth is
valued based on how it can be linked to the goals and values the individual holds. If self-view is
linked to negative self-perceptions, the individual's self-esteem is likely to suffer as a result
(Pelham & Swann, 1989; Pelham, 1993). Therefore, it is crucial to understand not only who one
is, but also its relation to self-worth, as it can further impact and guide behavior.
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2.1.2 Identity Work
To fully comprehend how GenAI chatbots affect individuals as they revise and update their
“selves”, it is essential to understand when, why, and how identity work occurs (Caza et al., 2018).
The concept of identity work pertains to the process and range of activities individuals undertake
to understand themselves in their context of occupations (Caza et al., 2018; Ashforth & Schinoff,
2016; Ashforth & Mael, 1989; Löwstedt & Räisänen, 2014). Prior research in this domain has
determined that identity work is an ongoing process (Caza et al., 2018), and that individuals
actively work on their identities to shape, maintain, reinforce, and redefine their role, collective,
and personal self-perceptions (Alvesson & Willmott, 2002; Bataille & Vough, 2022). In
organizational settings, including HEIs, people often adopt multiple identities. It is important to
note that different kinds of identities influence the when, why, and how individuals engage in
identity work. Stryker and Burke (2000), and Caza et al. (2018), highlight the three distinct
categories of identities in organizational contexts – role, collective, and personal identities, upon
which identity work occurs. As students are part of the organizational setting in HEIs, all three
types of identities can be relevant within the context of higher education as well.

First, role identities are the positions individuals take in relation to others, which are essential to
how they define themselves (Brewer & Gardner, 1996). Research has explored how people
establish legitimacy in their roles and present themselves as professionals by reinforcing their
expertise claims and meeting social expectations (Grey, 1998). When the external environment
changes, individuals may face new demands on their roles (Boudreau et al., 2014). In such
situations, individuals tend to experiment with provisional selves (Ibarra, 1999) to find temporary
solutions that bridge the gap between their current capacity and self-conceptions, while also
considering the attitudes and behaviors expected in the new role. This experimentation helps
individuals adapt and succeed in their roles in the face of changing circumstances. Changes in
stereotypes can have a significant impact, not only on individual role identities but also on
collective identity (Boudreau et al., 2014). This highlights the idea that an individual not only
takes on a unique role but is also an integral part of a larger collective that shapes one's identity.
It is essential to note that identity construction does not occur in a vacuum; holding identities
valued by others can be as important as holding identities valued by oneself (Baumeister & Tice,
1986; Tsui & Ashford, 1994).

Second, people often form collective identities by identifying themselves as part of a group and
connecting their self-worth with the organizations they belong (Tajfel & Turner, 1979; Ashforth
& Mael, 1989). This identification is referred to as organizational identification, and it happens
when individuals internalize the cognitive structures of what the organization stands for and its
purpose (Brown, 2017; Albert & Whetten, 1985; Albert et al., 2000). This identification may
extend to the organization as a whole (Sveningsson & Alvesson, 2003; Alvesson & Robertson,
2006; Boudreau et al., 2014) or a smaller group within it, and the interplay of both is what gives
meaning to the subject (Terrion & Ashforth, 2002; Ashforth et al., 2008; Asforth and Mael,
1989). Additionally, individuals often seek meaning in their affiliation with organizations,
balancing the desire to belong with the need to stand out (Brewer, 1991) However, understanding
the "me" in the "we" is challenging due to the dynamic environment and relationships (Kreiner et
al., 2006).
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Third, the formation of one's personal identity is heavily influenced by one’s unique experiences,
qualities, and life story, which are considered the foundational aspects of one's identity (Caza et
al., 2018). Demographic characteristics, such as gender, can play a significant role in the process
of defining one’s personal self-meaning within an organization. Despite being associated with
broader collective groups, demographic identities can be used to help individuals differentiate
themselves within a work context, thereby triggering identity work. As opposed to role identity,
which was previously discussed and highlighted how individuals can experiment with provisional
selves to bridge gaps between their current and desired future stage (Ibarra, 1999), personal
identities entail the use of possible selves to encompass one’s envisioned future self, including
both aspirations and fears (Markus & Nurius, 1986).

To conclude, identity work is a process that often occurs unconsciously, shaped by an individual's
social experiences and the inherent tension between group affiliation and individual agency (Caza
et al., 2018). However, scholars argue that it becomes more intense after ambiguous situations
that create identity conflicts within an individual (Petriglieri, 2011). In the current complex and
ever-changing world, the concept of identity can become destabilized (Sveningsson & Alvesson,
2003), leading to internal conflicts and tensions between different identities and "selves".

2.1.3 Identity Conflict
Sometimes, individuals may experience internal conflicts when attempting to reconcile their
beliefs and identities in a given situation. This can occur when their values, norms, and
expectations, i.e. identity content, associated with their role, collective, and personal identities are
not in harmony (Ashforth & Mael, 1989; Caza et al., 2018). Such tension can give rise to identity
conflicts, which triggers individuals to engage in more intense identity work to resolve the
conflict (Petriglieri, 2011). Acting against our personal values and morals can make us feel that
we are pretending to be someone we are not; it can make us feel like imposters (Ibarra, 2015).
Whereas some individuals can handle ambiguous situations naturally, and be willing to adapt,
others insist on being true-to-self. Individuals in the latter group often prefer to stick with
familiar and comfortable practices, leading them to avoid new demands, despite often leading to
a crisis.

Exploring identities that contradict personal values can trigger a sense of ambivalence, where
individuals experience mixed emotions toward an object or activity (Conner & Sparks, 2002;
Gardner, 1987). These conflicting attitudes can significantly influence a person's behavior and
intentions, challenging decision-making. Emmons (1996) highlights that approach-avoidance
conflicts can arise when individuals desire a goal but simultaneously feel reluctant. This can lead
to competing motives and evaluations that fluctuate in response to internal and external cues
(Conner & Sparks, 2002). Individuals experiencing identity conflicts often find themselves in
ambiguous situations that challenge their sense of self (Horton et al., 2014). This internal conflict
can lead to feelings of uncertainty and ambivalence as they strive to reconcile their personal
values with external demands. This was also shown by Hoobler et al. (2023), where
self-ambivalence was seen to have implications on one’s self-concept. Hence, individuals
sometimes have to make trade-offs between conflicting identities in order to navigate situations
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where they feel ambivalent, which triggers identity work in order to stabilize the sense of self
(Sveningsson & Alvesson, 2003).

2.1.4 Identity Threat – Or Opportunity
An identity threat is an experience subjectively appraised as indicating potential harm to one’s
identity and its value, meaning, or enactment (Petriglieri, 2011). When faced with such a threat,
people often use their energy to avoid or minimize the potential harm caused by it. This is
typically done by distancing themselves either physically or psychologically from the source of
their anxiety (Wittman, 2019). Since primary appraisal is based on both the experience and an
individual's identity, people may perceive the same experience differently, with some seeing it as a
threat to their identity while others may not (Petriglieri, 2011). Identity threats can come from
various sources, including individuals, others, or the material world. First, threats that arise from
individuals stem from identity conflicts or actions that are inconsistent with an individual's
identity's meaning. As a result, individuals themselves can threaten their identity meanings by
behaving in a way that contradicts them, which is in line with Burke (2007). Second, threats
originating from others typically manifest in interpersonal interactions and are common in
organizations with strong or demanding identities (Petriglieri, 2011). Additionally, Brown and
Coupland (2015) argue that individuals' identities are constantly threatened by the judgments of
others. The last source of identity threats is the material world, which involves external events
that occur randomly and independently of specific individuals or groups (Neimeyer et al., 2002;
Pals & McAdams, 2004).

Often, identity-implicating experiences will be appraised as threats, as discussed above. However,
alongside threats, experiences can also be appraised as challenges, signaling an opportunity for
growth and gain, rather than harm (Bataille & Vough, 2022), and can thus be seen as an identity
opportunity. Individuals’ responses differ significantly when appraising an experience as a threat,
and when appraising it as an opportunity. While threats are likely to be tied to a negative
concerned state, such as leading to an individual’s decreased performance and self-esteem, as well
as a decreased desire to take on leading roles (Petriglieri, 2011; Alvesson, 2010), opportunities, in
contrast, are likely to be paired with a more positive state. Further, these positive emotions
stemming from an identity opportunity are likely to expand an individual's attention, as well as
spark creativity and flexibility, whereas the negative emotions stemming from an identity threat
are more likely to result in the opposite (Bataille & Vough, 2022). Over the past few years,
technology has emerged as a significant source of identity threats (e.g., Mirbabaie et al., 2022;
Jussupow et al., 2021).

2.1.5 Technology and Identity
Technological shifts and advancements have previously taken place, which have made people
question their identities and the role they play in their professions and society. Technology has
the potential to not only reshape roles and role expectations but also disrupt the social and
psychological processes involved in personal and occupational identification (Stryker & Burke,
2000; Nach & Lejune, 2010; Petriglieri et al., 2019; Padavic, 2005; Arthur & Rousseau, 1996).
However, in line with Nach and Lejune (2010) and Selenko et al. (2022), there is still a lack of
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understanding regarding the connection between these technologies and how they impact our
identity and self-perception.

AI technologies are rapidly expanding and developing, currently causing a significant shift in
identities. Consequently, it receives more attention from management and organization scholars,
which touches upon how it may disrupt personal and professional identities. However, most of
these studies concentrate on how AI technologies can supplement or replace human labor and
the dynamics of organizational change (e.g., Shrestha et al., 2019; Raisch & Krakowski, 2021;
Ingram Bougusz et al., 2021; Berente et al., 2011; Volkoff et al., 2007), therefore favoring the
organizational perspective over the individual. Yet, some studies are examining the psychological
effects on individuals. However, these are primarily focusing on employees who could potentially
be replaced by this technology in the workplace, or on the difficulties arising around the
identification process in the new role (e.g., Davenport & Katyal, 2020; Mirbabaie et al., 2022;
Jussupow et al., 2021; Boudreau et al., 2014, Seleknko et al., 2022). Nonetheless, there is still
much to learn about its impact on individuals' experiences and self-perception. Selenko et al.
(2022) highlight that the effect on workers is not fully understood and could influence their
self-image. Boudreau et al. (2014) have also observed a shortage of research examining the
connection between AI and identity. As previously discussed in this literature review, an
individual's self-perception can have a significant impact on their emotions, thoughts, and actions
in specific contexts (van Knippenberg et al., 2004; Bataille & Vough, 2022; Walker & Caprar,
2020). This underscores the importance of exploring the effects of widely adopted technologies,
such as GenAI chatbots, on individuals' identity work and self-perception.

2.2 Research Gap
Although there is considerable research on different identities, identity work, and the
self-concept, and an emerging number of scholars investigating the psychological impact on
individuals when AI is being integrated, there is a gap in the literature where these two areas are
supposed to intersect (Figure 2). Specifically, to the best of the authors' knowledge, there is no
current literature exploring how individuals’ self-perceptions are affected by the integration of
GenAI in the process of revising and updating their identities. Therefore, this thesis aims to
contribute to the existing body of literature by providing a novel approach to the integration of
two areas of research.

18



Figure 2. Examples of Existing Literature and the Identified Research Gap

The argument in this study is that further research is necessary to examine the interplay between
AI technology and individual self-perception, particularly in the context of higher education,
where students are seeking answers to the questions of who they are and who they want to
become. Currently, there is no literature that sheds light on whether GenAI poses a threat or an
opportunity to one's different “selves” and self-perception. This gap needs to be addressed as the
consequences stemming from an identity threat or an identity opportunity can significantly
influence the answer to the question of “Can I really do this?” and “Can I really be this?", as seen
in the introductory quotes by student 17 and 42 (p. 7). Notably, the impact of AI on an
individual’s self-esteem regarding their worth, competence, and authenticity cannot be ignored, as
also highlighted by Park and Kaye (2019).

2.3 Theoretical Framework
To understand the phenomena and close the identified research gap, a theoretical framework has
been developed based on the insights from the above literature review (Figure 3).
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Figure 3. Developed Theoretical Framework

The framework aims to highlight the relationship between GenAI usage in academic contexts
and the consequent identity work, ultimately leading to an individual's self-perception. The
framework is based on the idea that the use of GenAI chatbots in an academic context prompts
individuals to reflect on their identities; therefore, it can be seen as an identity-implicating
experience, which triggers the process of identity work. This process involves evaluating the
values, norms, and beliefs associated with each identity (role, collective, personal), and attempting
to reconcile them. The identity content is changing as a result of identity work, prompting a
recurring process, illustrated by the arrows. The identity-implicating experience gives rise to
either an identity threat or an opportunity, which will have different influences on individual
self-perception. Ultimately, this self-perception will impact the individual's future use of GenAI
chatbots in the academic setting, further highlighting the cyclical relationships. The individual’s
self-concept underpins this entire process, developed from past experiences and knowledge one
holds about oneself, including previous GenAI use cases.
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3. Methodology
The following chapter guides the reader through (1) the research approach, including the methodological fit, research
design, context, and data collection. This is followed by (2) the research process, including the pilot study and main
study. Finally, (3) a discussion about the quality and trustworthiness of the theses is held.

3.1 Research Approach

3.1.1 Methodological Fit
The study aimed to examine how the use of GenAI chatbots affects individuals' self-perception
in the process of revising and updating their “selves.” To initially explore this, preliminary data
was gathered through an exploratory pilot study and served as a vital compass for the subsequent
research (Makri & Neely, 2021). A qualitative method was selected for three compelling reasons.
First, as established in the first chapter, this area has not been widely explored, and a qualitative
technique is appropriate for an ambiguous research field (Edmonson & McManus, 2007). It
further allows the authors to move back and forth in the emergence of theories when collecting
and analyzing the data. Secondly, the aim was to understand the nuanced feelings, meanings, and
experiences of the subjects, and to capture such, quantitative measures would fall short (Daft,
1983; Bell et al., 2019; Arsel, 2017). Finally, a qualitative approach aligns with the theoretical
underpinning of identity work, where in-depth exploration and understanding are paramount
(Caza et al., 2018).

3.1.2 Research Design
The study initially adopted an inductive approach, where the authors kept an open mind and let
concepts emerge from the data (Bell et al., 2019; Gill & Johnson, 2010). Consequently, what
subjects were conveyed during the interviews was the primary focal point, and from there, theory
was applied to make sense of the emergent patterns. Not being completely familiar with the
literature beforehand helped guard against any confirmation bias by the authors (Gioia et al.,
2012). As the research progressed, it transitioned towards a more abductive approach, combining
the inductive and deductive (Andersen, 1998). This allowed for an iteration between theory and
data to develop explanations for the observations and to understand the factors driving certain
concepts (Bell et al., 2019). Thus, as new themes emerged throughout the interview process,
relevant literature was analyzed accordingly to understand what was going on in the empirics
(Taylor et al., 2002; Flick, 2009).

3.1.3 Context
Context is crucial in understanding behaviors and values, which can only be fully comprehended
within each specific situation (Bell et al., 2019). Higher education was chosen as the overarching
context for this study because it aims to equip students for their future professions, which entails
understanding and developing one's identity and self-perception. This study focuses on three
prominent HEIs in Stockholm, Sweden, with a specific focus on students in the fields of
business and economics, namely the Stockholm School of Economics (SSE), Stockholm
University (SU), and the Royal Institute of Technology (KTH).
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To develop a deeper understanding of the context, the authors had extensive discussions with
professors specializing in identity research and digitalization and principles from three
institutions (See Appendix E). Professors and faculty members discussed students' identity
formation, the impact of GenAI chatbots, and institutions' role in shaping this context. The
candid elaborations helped broaden the authors' comprehension and understanding of relevant
theories, facilitating an iterative process between data and theory (Bell et al., 2019; Ahrne &
Svensson, 2015; Taylor et al., 2002; Flick, 2009).

3.1.4 Data Collection
This study utilized data collected from both a pilot study and a main study, as further described
in section 3.2. The pilot study was conducted with graduate students from the three HEIs, to
understand their intrapersonal experience using GenAI chatbots (See Appendix A). The
interviews provided valuable insights into areas for further exploration and which individuals to
include in the subsequent main study. Consequently, first-year students were included in the main
study, as the pilot study subjects expressed concern for this group regarding the use of GenAI
chatbots. To provide a comprehensive view of the subject matter, the findings were then
combined with the expertise of professors in the fields of identity research and AI technologies.

Data from both studies was gathered via semi-structured, in-depth interviews. This method was
chosen to gain insight into the subjects’ perspectives, and to unfold nuanced meanings underlying
their experiences in order to answer the research question (Daft, 1983). Further, semi-structured
interviews, based on an interview guide, allow for codable answers, while still receiving rich,
detailed answers (Bell et al., 2019). To capture contextual nuances and reduce the risk of
misinterpretations, the interviews were recorded with the subject's permission and supplemented
with notes from the authors. To ensure accuracy, the authors reviewed transcriptions alongside
their notes immediately after each interview (Ahrne & Svensson, 2015). Microsoft Word or
Microsoft Teams were utilized for transcription as they offer transcription functions and allow
for additional insights that may have been missed during the interviews to be included.

To ensure genuine perspectives, the researchers did not reveal the interview's purpose. Instead,
participants were informed that the interviews would explore their study habits. The authors
allowed participants to bring up their experience with GenAI chatbots naturally. This prevented
any preconceived notions from influencing the interviewees' answers. See section 3.2.2.2 for an
in-depth understanding of the interview design.

3.2. Research Process
The research process was completed in two phases: a pilot study and a main study, visually shown
in Figure 4 below.
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Figure 4. The Research Process

3.2.1 Pilot Study
In preparation for the main study, a pilot study was conducted to identify key focus areas. The
pilot study involved six semi-structured interviews that utilized open-ended questions. The
primary goal of the pilot study was to evaluate the prevalence of the phenomena within the
specific context being studied (Bell et al., 2019). The interviews were conducted over a six-day
period in September 2023 and lasted between 20 and 35 minutes (See Appendix A). The themes
covered in the interviews pertained to participants' experience and usage of GenAI chatbots, as
well as their identity and self-perception (See Appendix B). Participants chosen for the pilot
interviews were all in their final year of studies, allowing for comparison between periods with
and without access to chatbots during their educational journey. Following the pilot study, the
authors refined the interview guide by eliminating questions that caused discomfort and modified
the questions that caused confusion among respondents, to enhance their clarity (Bell et al.,
2019).

Pilot interviews revealed that using GenAI chatbots indeed seems to affect students' sense of
self, causing tensions between personal values and social norms and sometimes leading to actions
against their beliefs. Performance was questioned for some students but enhanced for others.

3.2.2. Main Study
Subsequent to the pilot study, the main study was conducted, drawing upon the insights and
discoveries from the preliminary phase. Below is a discussion of the study’s interview sample,
followed by the interview design, and finally, the data analysis.

3.2.2.1 Interview Sample
In deciding on the interview sample for the main study, priori-purposive sampling was used.
Purposive sampling is widely acknowledged as the most predominant method in qualitative
research. It entails selecting interview subjects based on criteria that align with the research goals,
which in priori purposive sampling is established in the initial stage of the research (Bell et al.,
2019). For the interview sample, students in their third to fifth year, as well as first-year students,
were chosen to provide a comprehensive representation of academic experiences. To ensure a
variety of perspectives and to generalize the findings beyond a single institution, students were
sampled from three different HEIs in Stockholm, Sweden. Similar programs of study within the
business and economics disciplines were selected to create a comparable sample.
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The authors did not pre-determine a specific number of interviews to conduct. Instead, the aim
was to gather a balanced sample between the three HEIs, as well as relying on theoretical
saturation to guide the number of interviews (Bell et al., 2019). This approach ensured that
interviews continued until all areas were thoroughly explored, and new data no longer offered
new insights or dimensions into an emerging theory or categories (Bell et al., 2019). This
approach guaranteed that the saturation point had been reached. Despite patterns emerging early
on, the authors continued to conduct interviews to ensure no new themes were seen (Crouch &
McKenzie, 2006).

The main study included a total of 55 interviewees with students. Also, to further understand the
context, the authors conducted interviews with faculty at the HEIs (See Appendix E). Figure 5
below presents the representation of student interviewees from the three institutions, as well as
the gender distribution of the study. Approximately ten third- to fifth-year students and seven
first-year students from each HEI were interviewed. A full list of information about the complete
interview sample can be found in Appendix C. They were all identified through the author’s
social networks and mainly contacted through LinkedIn.

Figure 5. Main Study Sample Distribution Between HEIs and Gender

3.2.2.2 Interview Design
The interviews were conducted using a semi-structured approach, with open-ended questions, to
ensure an opportunity to realize different perspectives and genuine experiences with the GenAI
chatbots (Bell et al., 2019; Daft, 1983). Some questions were also tailored to accommodate each
interviewee's unique experience with the technology, their personal perceptions of it, and their
feelings toward it. This ensured a fit between the questions and the interviewee's experiences.

The length of the interviews varied between 21 to 43 minutes, with the shorter ones being
explained by the subjects’ little to no experience with GenAI chatbots. The authors did not
impose any time constraints on the interviews, allowing interviewees to share their experiences in
full detail. By not being time-restricted, the authors could delve deeper into the recurring themes
that emerged. Further, the authors tailored their questions and asked relevant follow-up
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questions based on each interviewee's interactions with the technology, personal experiences, and
associated emotions. Each interview, however, adhered to the key themes outlined in the
interview guide (Appendix D) to maintain focus on the subject matter without unintentionally
influencing the interviewee. At the conclusion of each interview, the participants were given the
opportunity to share any additional thoughts or ideas related to the subject that had not been
addressed. This approach not only ensured that no vital information was left out but also enabled
new insights and interesting themes to occur (Bell et al., 2019).

Throughout the interview, it was necessary to actively listen to the interview responses, in order
to ask follow-up questions and gain a better understanding of how the interviewees interpreted
certain situations. The authors made sure to pay attention and consider any information that was
contradictory or inconsistent, and when necessary, the authors asked for additional explanations
to get a more comprehensive understanding. Further, the authors also paid attention to
non-verbal cues, such as body language and reactions, to better understand the responses and the
underlying meanings behind them (Bell et al., 2019). The authors made sure to maintain
objectivity during the interviews by dividing the tasks between them (Mills et al., 2010). One
asked the questions, while the other took notes and looked for non-verbal cues (Saunders et al.,
2020). However, to prevent any potential bias, the authors rotated our roles for each interviewee.

In the research process, interviews were conducted either in-person or remotely through
Microsoft Teams. As the interviewees were at various locations and between lectures, the authors
aimed to ensure flexibility by conducting interviews with students from SU and KTH digitally,
while most of the interviews with SSE students were held in person. In-person interviews were
always preferred, as they gave a better understanding of the interviewees' body language and
non-verbal cues (Bell et al., 2019). However, all online meetings were video interviews, which,
compared to in-person interviews, have been shown as marginally insufficient (Irani, 2019).

To ensure the interviewees' comfort, interviews were conducted both in Swedish and English
based on their language preferences. As most of the students at SSE study in English, most
interviews were held in that language. However, some first-year students chose to speak in
Swedish to feel more comfortable while responding to the questions. The authors sought to
gather a transparent view of their experiences and emotions regarding GenAI, which made it
crucial to allow the interviewees to express themselves freely. English interviews totaled 25, while
30 interviews were conducted in Swedish. The authors were considerate of the difficulties that
arise while conducting interviews in Swedish, particularly during translation (Felderman & Hielb,
2020).

All participants were assured anonymity prior to beginning the interviews, as the data could be
seen as sensitive given the ambiguous field of what is right or wrong when using GenAI chatbots
in a study context. Only the year of study, gender, and HEI would be disclosed. This was,
according to the authors, essential in order to ensure candid conversations and for participants to
be comfortable speaking about their experiences and attitudes. Additionally, participants were
asked to fill out a consent form (Appendix F) for the authors to record and/or transcribe each
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conversation through Microsoft Teams. This was done to ensure accuracy in capturing all spoken
words, and to reinforce that all transcripts would be treated with confidentiality to uphold ethical
standards (Bell et al., 2019).

3.2.2.3 Data Analysis
The data analysis process started with both authors independently going through the
transcriptions and the notes from the interviews, to comprehend the data and correct any
potential mistakes caused by the transcribing software. The authors further independently coded
the transcripts before discussing and resolving any disparities in their interpretations. This
approach enabled the authors to reach a mutual agreement on the chosen codes, thus promoting
a shared understanding of the data (Bell et al., 2019). The coding was done in a spreadsheet,
where each mark was complemented with the corresponding quote (See Appendix H).

The initial coding and mutual understanding of the data facilitated the next step in the data
analysis process. To further sort and make sense of the data, the authors employed the Gioia et
al. (2012) methodology, specifically designed for abductive research. To start with, first-order
concepts were identified based on the similarities and dissimilarities in what interviewees
conveyed during the interviews. Thus, this implies looking at the meaning structure (Gioia et al.,
2012) and reading between the lines to uncover what subjects really mean. Next, second-order
themes were developed by iterating between theory and the first-order concepts identified, to
make further sense of how students’ self-perceptions are affected by GenAI chatbots in the
process of revising and updating their “selves”. Finally, aggregate dimensions were arrived at by
clustering the themes, in order to broader explain how they are affected. Figure 6 illustrates an
example of this framework. The whole framework can be found in section 4.2.

Figure 6. Example of Data Analysis Structure Based on Gioia et al.’s 2012 Framework

The authors searched for outliers in addition to emerging themes and similarities in the data
analysis process. This helped to understand tensions and inconsistencies in the data and
strengthen the analysis, as subjects did not always belong to one group. Some people belonged to
several, were located in between, or even switched between groups or classifications.

26



3.3. Quality and Trustworthiness of Study

3.3.1 Quality Considerations
Prior to each interview, subjects were assured that their identities would remain confidential in
order to encourage truthful responses. Instead, students are referred to individual numbers
(students from the pilot study include a P), which correspond to the order of their interviews
(Appendix A & Appendix C). The interviewed faculty members are referred to in alphabetical
letters. Furthermore, the authors of the thesis provided a brief explanation to all interview
subjects of how the data would be managed and utilized. Every student was required to provide
consent by answering: (1) if they were comfortable with the interview being recorded and
transcribed, and (2) if their quotes could be used in the thesis (if only associated with their HEI,
program, and gender). Further, all interview subjects were also given a consent form to sign
(Appendix F).

3.3.2 Trustworthiness
Unlike quantitative research, there is no consensus on how to evaluate the quality of qualitative
research (Bell et al., 2019). However, Guba & Lincoln (1994) propose an alternative approach to
the reliability and validity measures used in quantitative research, which assesses the quality of
this thesis. The authors suggest considering trustworthiness, as further discussed by Bell et al.
(2019). This involves considering credibility, transferability, dependability, and confirmability in a
careful manner.

First, to ensure the credibility of the thesis, the authors employed member checking to validate
the data interpretation. The authors shared the findings with one student from each sample
subgroup to ensure that they were accurate and interpreted correctly. However, each faculty
member interviewed was member-checked if any of their quotes were used. To further ensure the
credibility of the interpretations, the authors sought experts' opinions in the relevant areas of this
research. Additionally, to reduce any potential bias, the authors, who represent the Stockholm
School of Economics, conducted interviews with students from two additional academic
institutions (SU and KTH). This step enhances the credibility of the transferability of our
findings. Given that author bias can influence qualitative research, this measure is crucial (Ahrne
& Svensson, 2015). Lastly, the authors contacted the students whenever necessary to seek
relevant follow-up information while interpreting and analyzing the data.

Second, although this study primarily focuses on studies within business and economics, the
findings could have implications for other academic fields across Sweden. While practices in
other academic fields may be similar, it is crucial to recognize that qualitative research is highly
context-dependent, which could create limitations in terms of transferability. However, several
interviewees in this study shared work-related experiences that suggest similar sentiments may be
present in other organizations outside of the academic context. Nonetheless, it is worth noting
that various factors, such as specific identities and roles within these organizations, may influence
these experiences.
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Third, dependability is a crucial aspect of this research, ensuring the process is accurately
documented and recorded from start to finish (Guba & Lincoln, 1994). In this thesis, the authors
provide a detailed description of the research methodology in this chapter and attach the
appendices for reference. The commitment to dependability is evident through reviewing
complete interview transcripts and analysis of findings with professors and experts.

Lastly, to ensure the utmost confirmability of this study, both authors were present during all
interviews to prevent personal opinions or values from influencing the results. Furthermore, each
author independently analyzed the data and then conducted a joint analysis to eliminate any
potential bias or subjectivity throughout the process. Such rigorous measures aimed at
strengthening the overall quality and trustworthiness of this study.

3.3.3 Ethical considerations
Throughout the process, it was essential to uphold ethical considerations, especially since using
GenAI chatbots in a study context is a morally ambiguous area. The data involved could be
sensitive, so it was crucial to highlight this and disclose it during every interview. This approach
empowered study participants to express their views and usage patterns openly and truthfully. To
ensure transparency, all subjects were asked to sign a consent form before participating. The
consent form clearly outlined that only their HEI, year of study, gender, and subject of
specialization would be mentioned in the thesis; this applies to both students and faculty. This
was done to ensure that only necessary and relevant demographic information was included in
the research, enabling a comprehensive understanding of the intended research area and
question.
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4. Empirical Results
The following chapter presents the empirical results from the interviews conducted within this study. The chapter
starts with (1) a brief introduction of the context, followed by (2) a review of the findings, and, finally, (3) a
summary of the empirical results is presented.

4.1 Context
The three chosen HEIs share the view of playing a crucial role in imparting education and
honing the skills of their students to prepare them for diverse professions in decision-making
positions. However, eight interviews conducted by the authors with key stakeholders, including
principals, professors, and researchers from each HEI (Appendix E), revealed the absence of a
definitive strategy to navigate the evolving landscape of GenAI in academia. Program Director E
highlights that there is too little knowledge about it in a study context, that can guide the HEI in
this area. Nevertheless, the consensus among the HEIs was that GenAI cannot be ignored, and
its incorporation in higher education is inevitable. Principal H even drew a parallel to the book
“Acceptance” from the 1930s, emphasizing the importance of acknowledging the present reality
and mastering it in order to achieve success. Although uncertain about the specific skills required
and the long-term implications of this technology on student competence, learning, and
self-perception, the faculty members interviewed emphasized the significance of comprehending
the supplementary skills that students should acquire.

As per the views of the interviewed identity professors, the concept of identity can be regarded
as a wrestling game, particularly in the educational context, as pointed out by Professor A. It is a
process of exploring who one is and who one aspires to be and can be challenging and
ambiguous, requiring individuals to navigate back and forth in their pursuit of self-understanding.
In the midst of technological advancements, the relationship between oneself and material
objects, such as computers, plays a significant role in shaping one's identity. Additionally, as per
Professor B's perspective, education can be seen as a period of transition where an individual is
in a state of uncertainty before embarking on their professional journey. Professor B emphasizes
the significance of identifying one's role in society and the job market during this phase.
However, it can be challenging to find the answer to this question, particularly in the current
scenario where one may feel like they are starting from scratch in terms of understanding their
self-image, strengths, and weaknesses in relation to the usage of GenAI. Professor C also echoes
a similar sentiment that finding one's place in the professional world can be challenging. Even
when one is trained in a particular kind of education, ambivalence is central when figuring out
what to become, and identification is an essential aspect of navigating this world.

“The utilization of these tools is not the issue per se. Rather, there are organizational and psychological challenges
that create pressure on the school's role – to support the students.” – Professor D

4.2 Interviews
This section presents the results of 61 interviews conducted with students, along with selected
quotes that substantiate and highlight the findings (for a full representation of data and additional
quotes, see Appendix H & I). The research findings suggest that the usage of GenAI is similar
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across the three organizations, with little variation. Additionally, there are only a few disparities
between different years of enrollment. However, gender differences exist, and they will be
discussed in more detail later. The following sections will provide a more detailed presentation of
the interview results, following the authors' data analysis structure, which is based on Gioia et
al.'s (2012) framework, illustrated in Figure 7 below.

Figure 7. Data Analysis Structure Based on Gioia et al.’s 2012 Framework

4.2.1 AI Usage
This study found that the majority of students interviewed, 57 out of 61, incorporated GenAI
chatbots, particularly ChatGPT, into their studies. Their primary use of chatbots was to improve
grammar and fluency, generate new ideas and perspectives, and offer comprehensive
improvements. Only four first-year students reported no usage, citing either a lack of use case or
expressing it as an unconscious choice. Of the 57 users, 55 reported exponential usage, meaning
more use cases unfolding once adopting the tool. Finally, the study indicates that students' use of
AI is influenced by (1) their social surroundings and (2) personal experiences and beliefs about
whether it can aid or impede their progress.
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4.2.1.1 Social Influence and Chabot Usage
Competitive Environment
Social influence is a crucial factor in students' adoption of GenAI chatbots in their studies. Many
students adopted the technology due to the competitive environment, where using the tools is
seen as an advantage and helps maintain the same standards as their peers.

“If people in the class use it, I will be urged to use it. I want to have the same prerequisites as everyone else, of
course.” – P3

“A student trying to do it the right way [not using ChatGPT] will probably get a lower grade relative to everyone
else that is probably using it.” – 28

Competition further intensifies with the usage of chatbots, as it evens out the prerequisites but
still raises the bar. While it gives students the opportunity to excel in areas they previously lacked
skills, such as academic writing, it also makes previously skilled writers question their abilities as
the gap in writing proficiency narrows.

“If a person sees themselves as unique, in being good at writing as an example, that strength is diminished due to
the competition that is triggered by the use of ChatGPT. Now, everyone can be relatively good at it.”– 39

“I would say that I have always been a good writer, but now, with ChatGPT, I don’t know anymore as everyone
is good at writing.”– 31

Students further indicated that proficiency in GenAI tools is a valuable skill in the professional
world and fear negative consequences on their personal development and opportunities if they
do not adopt them.

“You feel like you are forced into using [ChatGPT], if you're not using it, you're gonna end up worse than
everybody else.” – 25

"Either you're on board, or you've fallen off the ship, floating around at sea, and are forgotten forever. It's
important to understand what [ChatGPT] means and how it works. You'll fall behind in the future if you don't

start using it.” – 43

Further, this became even clearer when looking at students not influenced by peers or feeling
pressured to perform well. Hence, social influence contributes to pressure among students who
want to perform well, but it's not universal among all students in this study.

“To be honest, not at all [important to me to perform well]. I have never been a grade person (...) I don’t know
about how the others are doing it, but I am for sure using ChatGPT for these kinds of tasks!” – 30

“The pressure comes from external sources, like classmates. Many of them achieve high grades, which adds to the
overall pressure for me (...) It’s like a child, you know, if everyone else is doing it, I also want to do it.” – 31
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Inspired by Peers
The usage of GenAI chatbots in the academic environment was further influenced by peers as
students shared best practices and introduced the tool to non-users in group projects or smaller
groups.

“Everyone in the class is aware that AI is being used, and we openly share and demonstrate how to utilize it. We
exchange specific phrases to avoid making it sound like AI, enhancing our communication. I'm completely

transparent with my friends about using it.” – 22

“A girl in my class recently did a group project with me. She had no experience using [ChatGPT] and asked
another person in our group, who was experienced, to teach her everything. This girl is a high achiever, but she
realized that reading from beginning to end wasn't working for her anymore due to time constraints.” – 21

Further, social influence has both positive and negative effects. On one hand, it can motivate
people to adapt to new behaviors, as seen above, when students start sharing best practices. On
the other hand, it can also discourage individuals from using them too much. Therefore, the
social influence is twofold, depending on the context and individuals involved.

“My friend has been somewhat negative about it, and that has influenced my thinking too, but that is in my best
interest, I think. I don't want to rely on it too much.” – 3

“I can feel a bit concerned that AI might be used in group assignments, because I would like to be sure of everyone
in the group performing well and independently. I don't want others in the group to use ChatGPT, because of the

risk for plagiarism.” – 45

4.2.1.2 Personal Development and Chatbot Usage
When investigating the students’ use of GenAI chatbots in relation to their perception of
personal development, two groups emerged. Some viewed frequent usage of such tools as
beneficial, while others viewed it as detrimental to their personal growth and capabilities.

Enhancing Personal Development
36 out of 61 students in this study found chatbots to be a helpful tool for their learning process.
They used chatbots as a "study buddy" or personal supervisor to gain further explanations
whenever they encountered difficulties or failed to grasp a concept. This suggests that chatbots
can enhance the learning process by providing immediate and personalized support. Moreover,
chatbots offer a flexible and accessible learning experience as they can be accessed from any
location and at any time.
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“I absolutely believe that [ChatGPT] can enhance the process, providing quick answers to your questions. (...)
Being able to ask it and get an exact answer immediately is very useful, sort of as having a study buddy. If done

traditionally, you might have to wait a day [for an explanation].” – 54

“I believe [ChatGPT] can definitely enhance [the learning process]. The advantage is that you can tweak the
presentation to understand, ask for explanations in a different way, or find comparisons, or a dynamic explanation

of something. I absolutely think you can tailor what suits your learning process best.” – 42

Hindering Personal Development
Individuals who perceive chatbots as a hindrance express concerns about their personal growth,
fearing that these technologies may impede their ability to gain knowledge and develop skills.
They expressed that they may also become lazier due to reduced motivation to engage in
self-directed learning as chatbots do all the work for them. This leads to a lack of immersive
engagement with the content, preventing them from acquiring knowledge and developing skills.

“I don't immerse myself in things in the same way. Maybe spending less time understanding things because AI can
make it so much easier, which means you might not gain the same well-rounded knowledge, which could be

negative.” – 29

“I would say I'm not as motivated anymore to really learn from original sources. I was too lazy to pick up the
original research paper on Porter’s Five Forces, so I just let GPT explain it. It negatively impacts the traditional

learning, research-based learning, which this school stands for.” – 23

According to the students, relying too heavily on GenAI can lead to a lack of effort and
motivation, indicating a tendency toward laziness. 52 out of 61 students felt that they had
experienced laziness in relation to their studies when having access to chatbots. With prolonged
use, individuals may become overly reliant on these chatbots, impeding their learning and
development. Some students even avoided using chatbots in many cases, fearing dependence on
it and hindering their own critical knowledge and skills.

"When I'm writing, I often run my text through ChatGPT because I know it's going to sound better once it's
been improved by AI. I don't really make an effort to write nice sentences from the start because I trust that AI

will enhance them later." – P1

“In most of the group projects we use it [ChatGPT], but I try not to use it too much. When I use it, I feel that it
is an easy way out; it is better to do it myself. I worry about how it impacts my learning and development.” – 20
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4.2.2 Self-Concept and Spectrum of Identities
The study identified three prevalent identities among students in this context: the
achievement-oriented self, the communal-oriented self, and the moral-oriented self. Students
emphasized their academic achievements, collaboration with peers, and personal moral values as
part of their identity and self-perception. The subsequent sections will elaborate on how each
identity was prevalent in the study.

4.2.2.1 Achievement -Oriented Self
Pressure to Perform
Students feel pressured to perform well, meet high expectations, and earn good grades to secure
a successful career in the future. Self-esteem is closely tied to this, and students often disclose
their stress in reaching high grades, with the explanation of wanting to feel proud and good
about themselves, as well as to increase the opportunities to secure a successful job after
graduation.

“The school has expectations of me, so there is pressure from the surroundings. Then, I've always had a lot of
pressure on myself as well, but because I have the typical Older Sister- or Good Girl Syndrome, I believe there's a
desire to be really good at everything I do. I think this makes it important for me to perform well, especially in

school.” – 2

“I want proof that I am good at something, and that is why I feel pressure to perform. If it is a course that I am
not interested in, in general, I still want to feel good about myself. It is an underlying pressure, wanting to perform

to know that I am good.” – 17

Better Together
Most students who used GenAI chatbots as an enhancing tool feel that they perform better
when using it, as it complements their own strengths. They also believe that the outcome is
perceived as better when chatbots have been employed. As a result, chatbots are seen as tools
that could help students enhance their overall performance and obtain higher grades.

“I have been self-aware of my English writing and realized through school that I am not the best at writing in
English, and this is one of the reasons why I find ChatGPT valuable. To write more formal sentences and get a

better vocabulary. (...) The outcome becomes better; all my assignments have gone through GPT a couple of times.”
– 30

“I think you could get a better grade if you combine your own knowledge together with ChatGPT.” – 1

4.2.2.2 Communal-Oriented Self
Demonstrate Abilities to Peers
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During interviews, it was evident that many students in competitive school environments rely on
chatbots to validate their work, thoughts, or ideas before presenting them to others. This trend is
driven by the desire to satisfy one's social surroundings and showcase their abilities to peers.

“Before saying something in class, I often double-check it with ChatGPT. I don’t want to sound stupid.” – 18

“What if I am the dumbest in the group, I often think, and then I turn to ChatGPT.” – 50

The empirics suggests that in social group settings, such as lectures or group assignments, there
is an increasing sense of self-doubt and pressure to perform well in front of peers. Students feel
that performing well in a group project is more important than in an individual assignment, and
there is a desire to avoid displaying weaker abilities than those of their peers. In fact, one student
disclosed using chatbots in order to be taken seriously as a credible source in a group project.

"If you are in a group project – we have a lot of group projects – then I think it's more important to perform as
an individual within a group rather than in an individual assignment. You are affecting others, more important to

perform then." – 10

“You want to feel good about yourself. But it's also, I believe, because the program I'm enrolled in at KTH has
many students aiming for high grades, and that influences you because you don't want to be perceived as less

ambitious than others or at least not the least ambitious.” – 31

“When saying, “I asked chatGPT” then people listen, but if it is just coming from my own mind, then it just
flows through their ears. It is not super fun.” – 19

Cultivate Collaborative and Social Skills
It was further shown that it is important to cultivate strong collaborative and social skills, be a
supportive peer, and meet social expectations by participating in school and extracurricular
activities. This implies that being proficient in individual tasks is not enough, but that it is
necessary to also actively foster positive interpersonal relationships with peers. By being a
supportive friend or classmate, students can contribute to their social circle, creating a nurturing
environment in order to secure a foundation for a valuable network for the future.

“I guess I would say the benefits that come when you're done, especially studying at this school compared to any
other school, is a lot of connections and network.” – 4

“If I am able to be open about my usage [of ChatGPT] depends on what people I am in a project with. Not
everyone likes it.” – 16

Students mentioned that chatbot usage was influenced by the collective perception of the
technology within the school context. Some were hesitant to show their usage in front of peers
during group projects, fearing being viewed as a cheater or unambitious. Others felt pressured to
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use the technology despite their negative perception of it, due to social pressure from their
project group.

“I'm afraid when being in a group work, I will be perceived as a cheater or as unambitious, if I use ChatGPT,
because I would not do the parts myself." – 54

“When the members in my group often insisted on using ChatGPT, eventually I just covered my eyes and ears and
let them do it. To me, it didn’t feel like the right thing.” – 55

4.2.2.3 Moral-Oriented Self
Values, Beliefs, and Goals
Students’ personal qualities, such as their values, beliefs, and goals, are emphasized as important
by the students in this study. Reflecting on these aspects can help individuals reaffirm their
priorities and stay true to themselves while also finding ways to grow and develop. This was often
compared to the students’ academic track records, including the previous processes of achieving
certain goals, that thus have been seen as successful. This implies that their usage of generative
chatbots comes with reflection upon their values, beliefs, and goals, and whether their usage
aligns with these or not.

“I enjoy learning the traditional way, and given this, I don’t use ChatGPT that often. It feels wrong to me, I have
a fear of doing wrong.” – 55

“Well, I think one should read for themselves, there is a reason for it, not to use these tools as a substitute. (...)
But many say that I, who read so much, should use [ChatGPT], but I'm afraid I'll miss out on learnings, even if

it would be faster.” – 47

Using GenAI chatbots was found to free up time for more meaningful activities that aligned with
personal goals. Students used chatbots to handle less critical tasks, allowing them to allocate more
time and attention to tasks they personally deemed a higher priority. This strategic use optimized
time management and enhanced overall productivity, indicating that using chatbots is useful for
prioritizing tasks and achieving goals.

”When I can summarize the articles quickly, I have more time for other tasks (…) or, other things I enjoy, like
social things.” – 26

“ The time it saves is so massive that it doesn't make sense just to use your own brain power. If you have a high
workload then you can prioritize your time to spend your own brain power on the most important tasks, versus

more simpler ones that are a ‘GPT-territory’.” – 10

Shame and Defense Mechanisms
The empirics reveal that some students feel ashamed or defensive about their usage of generative
chatbots when it conflict with their personal values and goals. Particularly, women in this study
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expressed that using chatbots goes against their moral values. Students are ashamed to admit
their usage of GenAI, and may not disclose the full extent of their usage during interviews. This
implies that there is a stigmatization around the usage of generative chatbots in the academic
context perceived by these students.

“It deteriorates one's self-image with the intellectual commitment and you feel a bit ashamed and think, 'Here I
am again with AI' (...) I don't want anyone to look over my shoulder and see me using it.” – 21

“It's almost embarrassing to admit [that I use ChatGPT]...” – 32

Further, some individuals express discomfort with using chatbots in academic settings, as they
perceive it to be against their moral values and beliefs. Consequently, some individuals were using
the verbal cue "we" when referring to their usage, suggesting a desire to shift the burden of guilt
onto a group, rather than accepting individual responsibility for their actions.

“Yes, it has happened once that we tried ChatGPT *giggling*, but then we used ChatGPT like this to get help
while studying.” – 37

“Yeah, we have used it to rephrase text, we've used it for that, but we have never copied it directly, but instead
verified that the text is okay.” – 14

As stated, there were two prevalent opinions about using GenAI chatbots; some felt ashamed to
discuss it, while others defended it. The first group, mostly women, felt ashamed and believed
that using AI negatively affected their self-perception and performance. They also feared being
seen as cheaters. The second group, mostly men, defended their use of AI and tried to justify it
by arguing that it was not cheating and was similar to seeking advice from a friend. Following the
same discussion, the first group viewed their final work as a collaborative result of efforts
between themselves and AI if the tool had been employed in the project. In contrast, the group
who defended their usage tended to view it as only their own.

“I mean, do you think it is wrong? It’s not like cheating; I write the prompts and there is really no difference from
asking a friend, right?” – 28

“It's definitely a collaboration effort. You want to think that it is your own, but it is a collaboration. Perhaps a
60-40 split; 60% to GPT and 40% to me.” – 32

4.2.3 Identity Conflict
Empirics reveal that students struggle to balance the three dominant identities mentioned in
section 4.2.2. Consequently, trade-offs were often required, leading to internal conflicts when
reconciling their self-concept in relation to the use of chatbots. Any disturbance in this balance
between identities can result in conflicts, with some perceiving it as a threat and others as an
opportunity for growth.
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4.2.3.1 Identity Threat
Against Identity
The empirics prevail that individuals tend to avoid utilizing chatbots out of fear of becoming too
reliant on them. This fear is rooted in the belief that relying on chatbots hinders the development
of one's critical thinking skills and the concern that using them may lead to being perceived as an
inadequate student who does not follow guidelines. Despite these apprehensions, many students
still choose to use chatbots, which can create internal conflict during the process of reconciling
their actions with their identity. As a result, negative emotions may arise, causing individuals to
question their abilities and behavior, ultimately viewing the use of chatbots as a threat to their
sense of self.

“However, I felt like 'Wow, I'm so bad'. When I used it, I didn't feel like I lived up to the expectations I had
been given. I didn't have a sense of pride in my essay. It's a relief that it's over, went quick, and it turned out good,

but I feel bad for not having done it myself.” – 13

“Before, I knew I was a good writer, but now, I question my own abilities as I have an urge to always use AI. I
compare myself with it, like I could never produce this myself, it is making me feel worse about myself.” – 17

The empirics indicate that female students within this study may perceive GenAI in academic
settings as a threat to their personal identity, more often than male students. This implies a
gender divide within the study, and potential discomfort among women when integrating
chatbots into their academic experience, further implying tension within the academic
environment.

4.2.3.2 Identity Opportunity
Complementing Abilities
Students who did not perceive their use of chatbots as threatening their identity saw them as an
opportunity to grow and develop. It was shown that chatbots can help individuals enhance their
abilities and complement their skills, allowing them to progress within a company or industry
even if they lack the necessary qualifications or experience. Similarly, chatbots can also assist
individuals in performing well in areas where they may lack certain skills. By providing a more
adaptable skill set, chatbots can open up a wider range of opportunities for those who view them
as an opportunity rather than a threat. Thus, students who have disbelief in their abilities, find
comfort and opportunities with ChatGPT

“I have no finance degree, but still, I somehow have a part-time job in finance. Thanks to the access to ChatGPT,
I can now pursue a job I have previously dreamed about. It is almost insane, and I am definitely smarter together

with ChatGPT.” – 42

"I have never been a good writer; I'm just glad that there's something that can do it for me. When writing longer
texts, it's nice. It makes me feel better, and the output is better.” – 16
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Enhancing Results
Students express that chatbots can improve their academic outcomes, leading to higher grades
when incorporated into academic tasks. Using GenAI in this context can also create potential
synergies, boosting the outcome. However, some prioritize the end result over the learning
process, placing more importance on delivering a successful outcome than valuing the journey of
acquiring knowledge.

“To be honest, I only care about the outcome. If it is better, then I will use [ChatGPT].“ – 30

“If I can find a way to get the work done in a faster manner then of course you should use it [ChatGPT], I
think.” – 10

4.3 Summary of Empirics
The three HEIs acknowledge the importance of preparing students for diverse professions in
decision-making positions but lack a definitive strategy to navigate the evolving landscape of
GenAI in academia. However, the interviewed faculty members emphasized the need to
comprehend supplementary skills that students should acquire while acknowledging the
challenges in identifying one's role in society and the job market during this phase.

The results of the interviews suggest that there is little variation in the use of GenAI chatbots
across the three HEIs studied. Most interviewees integrate GenAI chatbots, specifically
ChatGPT, into their study routines with varying frequency. Social influence from peers and the
competitive academic environment plays a significant role in the adoption and usage of chatbots,
and how students perceive their use as either helpful or detrimental to personal development.
Additionally, students may struggle to balance their different identities in the academic context,
resulting in internal conflicts and trade-offs. These identities include the achievement-oriented
self, the communal-oriented self, and the moral-oriented self, each emphasizing different aspects
of academic performance, collaboration, and personal values. The results delve into potential
identity conflicts that could arise when using chatbots in academic settings. It sheds light on
disruptions to the balance between different identities, with some students viewing chatbots as a
threat while others see them as an opportunity to their “selves”.
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5. Analysis and Discussion
The analysis delves into the three categories of “selves” found in this study: achievement-oriented,
communal-oriented, and moral-oriented. Each category is associated with two motivations: identity threat and
identity opportunity. We examine how each motivation can have a spillover effect, where a threat can become an
opportunity or vice versa. Finally, the chapter concludes with a discussion around the opposition and alignment of
"selves" and the role of the context.

The subsequent data analysis and discussion will follow the structure outlined in Figure 8.

Figure 8. Structure of Data Analysis and Discussion

5.1 Data Analysis

5.1.1 Achievement-Oriented Self
This aspect of identity relates to academic achievements and how individuals perceive themselves.
Many feel pressure to perform well and believe they perform better with the help of GenAI
technologies like chatbots. In the empirics, it is evident that individuals are strongly influenced by
a desire to excel, and they view these technologies as a means to enhance their abilities and be
recognized as high-achieving students. This contributes to the performance-based identity theory
(Walker & Caprar, 2020), where an individual's performance becomes a fundamental aspect of
their identity. Performance-based identities are often present among individuals in organizations
where performance is highly emphasized. However, the empirical evidence also shows that using
chatbots is seen as both an identity threat and an identity opportunity for the students’
achievement-oriented self.
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5.1.1.1 Threats to Achievement-Oriented Self
In the empirics, many students are expressing discomfort with using chatbots in their academic
pursuits. The usage of such technology is viewed as potentially undermining their sense of being
high-achieving students, where “high-achieving” means pursuing the studies independently,
leading many to avoid it altogether, as highlighted by student 20 in section 4.2.1.2. With the
recent launch of these technologies and a lack of clear usage guidelines from academic
institutions, students are left in an ambiguous situation. This, coupled with research by Walker
and Caprar (2020), suggests that, when a student’s external environment fails to validate an
individual's performance-based identity, it can be seen as a threat to their identity, given that
performance is closely tied to it. In higher education, success is measured by grades, degrees, and
feedback from professors and peers, as stated in 2.1.1.2. Therefore, if peers take a negative stance
toward GenAI technologies while the student is using it to enhance their academic achievements,
using it can be seen as a threat to their performance-based identity, if their external environment
does not validate it.

The empirical evidence reveals that the use of GenAI chatbots can cause individuals to feel
threatened, leading to two reactions: either justifying their usage or distancing themselves from it
altogether (section 4.2.2.3). The latter is observed when individuals are seen to experience
negative feelings when using chatbots, given the impact it has on their identity. This contributes
to Caza et al.’s (2018) argument that subjects’ identity work intensifies in the face of a threat or an
ambiguous situation – as students express taking actions to establish a stable sense of self when
threatened. The empirics observe that individuals who tie their self-worth to their performance
may face an uncertain situation when working on group projects with the assistance of chatbots,
particularly when their peers do not disclose whether they are also using chatbots. The possible
use of chatbots by other students within the group exacerbated their negative feelings, and they
felt a loss of control while striving to achieve their desired level of success (section 4.2.1.1). This
mainly stemmed from the possibility of being accused of plagiarism. This is in line with Burke
(2007), as it goes against their personal meaning of what it means to be a student.

Upon analyzing the empirics, it appears that there is a difference in perception between the
genders regarding how they view the finalized work when chatbots have been deployed. Most of
the men in this study view it as solely their own work, by arguing they wrote the prompts, as
stated by student 28 in section 4.2.2.3. On the other hand, the women in this study tend to view
the final work as a collaborative effort with the chatbot (student 32, section 4.2.2.3). The
difference between the genders is further evident in the case of subject 2 (section 4.2.2.1), where
she refers to the “Good Girl Syndrome”, thus internalizing external cues about how women
"should" behave to be perceived as high-achieving students. This highlights the potential of
women to perceive chatbots as a threat to their achievement-oriented selves. As per Brown and
Coupland (2015) and Grey (1998), negative thoughts or feelings around an identity threat can
challenge an individual's preferred identity role. In this case, that identity is of a "good" student.

There is a constructive competitive environment within the three institutions, as expressed by
students 39 and 31 (section 4.2.1.1). The competition is further exacerbated by the perception
that using chatbots can lead to higher grades than those who do not utilize them, as highlighted
by student 28 (section 4.2.1.1). In this context, there is a constant comparison between students
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based on their academic achievements, leading to a fear of falling behind one’s peers. The
pressure to perform at a high level, coupled with intense competition, can further contribute to
the threat posed to the achievement-oriented self of the individuals in this study. This further
strengthens Brown and Coupland’s (2015) argument that identities are constantly under threat by
the judgment of others.

5.1.1.2 Opportunities to Achievement-Oriented Self
The empirical evidence shows that while some individuals may perceive chatbots as a threat to
their achievement-oriented self, they can also serve as an opportunity for personal growth and
development. This concept contributes to Bataille & Vough's (2022) argument that an identity
threat can, in some cases, also present an opportunity for individuals; in this setting to reach
higher levels of academic achievements, further validating students’ performance-based identities.
In addition to their existing skill set, GenAI chatbots can assist students in reaching their desired
levels of academic success, as student 1 (section 4.2.2.1) reported significant improvements in
their academic performance and grades due to utilizing GenAI technologies.

The achievement-oriented self is not solely focused on academic accomplishments such as grades
and recognition from professors and peers. Rather, it also seeks to secure a prosperous career in
the future. Because of this, GenAI chatbots provide opportunities for these individuals that go
beyond the academic context. Using chatbots could potentially increase a student's confidence in
reaching for a specific career path, thus expanding the possibilities of who they can become and
how to get there. The future desired job, can, in line with Bataille and Vough (2022), be viewed as
a positive state, which leads to the subject's attention being expanded and flexibility being
sparked. For instance, student 42 (section 4.2.3.2) is now pursuing a part-time job in finance
without any major or prior experience in finance. With a grateful tone of voice, he told the
authors of this thesis that he would not be able to do this job without the continuous assistance
of chatbots. Hence, GenAI chatbots have the potential to unleash individuals' beliefs in their
potential. This also contributes to the research of Ashforth and Schinoff (2016), where a desired
future identity can guide an individual's behavior. This opportunity is not limited to this case but
can be seen in many others within the study (see Appendix H), resulting in greater use of
chatbots and greater flexibility in adjusting the study process. Empirics reflect students indicating
an exponential use of chatbots when seen as an opportunity for their achievements.

Parallels can also be drawn and contributed to Ibarra's research (2015), which defines two distinct
psychological profiles. One of these groups was labeled "chameleons," referring to individuals
who possess a natural ability to adapt to any situation when necessary, similar to what is shown in
the empirics of this study. These chameleons view chatbots as an opportunity for personal
growth and development by adjusting their study habits and behavior to excel in their academic
pursuits with the assistance of these chatbots – without feeling like a fake or an imposter.
However, these chameleons are sometimes perceived by others as lacking a sense of morality,
which is reflected in the concerns of student 45 (section 4.2.1.1) This student expressed concern
that her peers may utilize chatbots in their group project, as she deemed it to be "wrong." The
opposite view of being a chameleon, according to Ibarra (2015), is “true-to-self,” and the
empirical evidence shows that some individuals prefer to adhere to familiar processes and
comfortable practices, as evidenced in the study by student 55 (section 4.2.2.3). However, it is
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important to recognize that specific actions may have spillover effects that could impact other
facets of one's self-concept, necessitating further analysis.

5.1.2 Communal-Oriented Self
This particular aspect of identity emphasizes the desire to demonstrate one's abilities to peers and
to be a supportive collaborator who meets social expectations. People want to showcase their
skills, knowledge, and accomplishments to others and receive recognition. As a result, they place
a high value on how they are perceived by others (Ashforth & Mael, 1989). Through the analysis
of the empirical results, it becomes evident that the use of generative chatbots has a significant
impact on the students’ identities in terms of their communal-oriented self. This further
contributes to Brown and Coupland (2015), who highlight that identities are constantly under
threat from the judgment of others.

5.1.2.1 Threats to Communal-Oriented Self
As per Brown and Coupland (2015), the pressure of how others perceive us can be
overwhelming, particularly when students compare themselves to their peers, as evidenced in the
case of student 31 (section 4.2.1.1). This is in line with the research of Ibarra (2015), who argues
that it can be challenging for individuals to navigate situations where they must balance their own
authenticity with conforming to the norms set by their peers. Moreover, in alignment with the
insights of Brewer and Gardner (1996), the empirics underscores the importance of relationships
with peers in defining an individual’s identity. The use of chatbots in academic studies can pose a
threat to one's communal-oriented self in three ways. First, if a student uses chatbots and their
peers do not, it may be viewed as cheating or taking an easy way out (student 54, section 4.2.2.2).
Second, if students choose not to use chatbots, their peers may question this decision and impact
their sense of belonging to the group (student 55, section 4.2.2.2). Last, if a student’s use of
chatbots does not align with the organizational identity, it may also threaten their
communal-oriented self (student 23, section 4.2.1.2).

5.1.2.2 Opportunities to Communal-Oriented Self
However, as previously noted, using chatbots can improve academic performance, boosting an
individual's communal-oriented self and helping them feel as capable as, or even superior to, their
peers (student 28, section 4.2.1.1). This presents an opportunity for them to strengthen their
communal-oriented self, which may boost students’ perception of how others view them
(Ashford & Mael, 1989). This was especially prevalent in the empirics when student 50 (section
4.2.2.2) explained that her chatbot usage helps in making others perceive her as a good student –
as she could always validate her thoughts before expressing her ideas. This was similar to the case
that student 18 (section 4.2.2.2) highlighted, that before speaking in class, she always validated
what she was about to say with a chatbot. Thus, using the GenAI chatbot was an opportunity for
their communal-oriented selves. Furthermore, student 16 (section 4.2.3.2) perceived the tool as
an effective way to improve his writing skills, which, in turn, could enhance his essays' perception
among teachers and peers. Therefore, by emphasizing the interpersonal and collective
relationships within the network provided by HEIs, students can cultivate a sense of community
and foster opportunities for the communal-oriented self by utilizing the tool (Tajfel & Turner,
1979).
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5.1.3 Moral-Oriented Self
This particular aspect of identity emphasizes adhering to the identity content that an individual
holds (Strohiminger & Nichols, 2014; Stets & Carter, 2011; Eriksson, 1964) and lifts the
scenarios where shame and defense are seen within the empirics, which points as a conflict
toward the values, beliefs, and goals of an individual. Chatbots are seen to either pose a threat or
an opportunity to individuals’ moral-oriented self, depending on what each individual emphasizes
as important in an academic context, as well as what moral traits are building up the core self
(Eriksson, 1964). Empirics show that for some students (e.g., 20, section 4.2.1.2), it was to
develop and learn new things continuously, whereas, for others, it was to have enough time to
spend on friends, family, and interests (e.g., 26, section 4.2.2.3).

5.1.3.1 Threats to Moral-Oriented Self
For some students, the pursuit of knowledge and the learning process are highly valued, however,
using chatbots has been shown to induce a sense of laziness and reduce motivation to tackle
intellectual challenges (e.g., student 23, section 4.2.1.2). This can negatively impact learning
outcomes, as some students may learn less when relying on these technologies, or as student 20
(section 4.2.1.2) puts it, taking the “easy way out”. Ultimately, this threatens their development
and, thereby, their moral-oriented self by acting against their values and beliefs (Petriglieri, 2011).
In some cases, students expressed that they have been using GenAI chatbots despite it causing
negative feelings as they act against their own inner values and morals. This has, in turn, further
fueled the anxiety as they feel that they are doing something wrong, not only to themselves but
also to the HEI they identify with. This is seen in the case of student 55 (section 4.2.2.3), as she
expresses her fear of doing wrong, further strengthening the threat to her moral-oriented self. In
addition, student 13 (section 4.2.3.1) highlights the enjoyment of learning while also raising her
concerns about the chatbot taking away such things, as well as her sense of pride. The threat to
the moral-oriented self was further evident in the case of student 14 and 37 (section 4.2.2.3), who
always referred to their use of chatbots in their academic contexts as a collective decision, thus
not taking ownership of it. This was done using terms such as “we” throughout the interviews
when referring to chatbots.

For some students, the fact that they were acting against their moral values and beliefs became
evident to the authors as students highlighted that they were ashamed of their usage of GenAI
chatbots. This was the case for student 21 (section 4.2.2.3), where she feared someone “catching”
her while using the chatbot. Further, another behavior indicating that students were acting
against their moral-oriented self was the fact that some students became defensive when talking
about their usage and defended it – seeking external validation to confirm the legitimacy of using
the tools, as seen in the empirics by student 28 (section 4.2.2.3). A possible connection can be
drawn to Greenwald (1980), who suggests that individuals tend to perceive and describe
themselves as the source of positive outcomes, whereas they are more hesitant to take
responsibility for negative outcomes. The fact that students were ashamed and defensive of their
usage when it went against their moral-oriented self sheds light on how individuals in this study
manage their self-perception.
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5.1.3.2 Opportunities to Moral-Oriented Self
One possible explanation for why some students did not feel that the usage of chatbots was
wrong is that instead of emphasizing the process of learning and development, these students
emphasized the actual outcome – to get a good grade or the graduation diploma without putting
cognitive effort into how it was being achieved (student 30, section 4.2.1.1 and 4.2.3.2). This
contributes to Thunborg et al. (2016), highlighting the instrumental student who adopts whatever
technique available that could make the process faster and more efficient. In this case, if an
individual aims to secure their ideal career after pursuing higher education, chatbots can present a
valuable tool to help them achieve their objectives. This is evidenced in the empirics for student
42 (section 4.2.3.2), who expresses an increased self-confidence in his abilities. The difference
between perceiving chatbots as a threat or an opportunity, thus seems to lie in the priorities of
the moral traits of an individual. In the latter, students prioritize their moral traits outside the
HEI. Hence, using the tools to unleash more time for other, higher-valued, activities created
opportunities for their moral traits, thus nurturing their moral-oriented self. This shows that the
variations in behavior and intentions can be linked to an individual's self-worth and goals, based
on their perceived importance, which aligns with the perspective of Pelham and Swan (1989).

5.1.4 Spillover Effects
As previously established, an individual's self-concept comprises multiple identities (van
Knippenberg et al., 2004), and any changes made to one identity can create a need for change in
another identity if a conflict arises between them (Bataille & Vough, 2022). However, the
empirics do not only show that a conflict occurs when there are conflicting demands; it also
shows that while something can be appraised as a threat to one aspect of one's identity, that is,
one “self ”, it can simultaneously be appraised as an opportunity for another self. This tension
between different identities arises due to differences in demands, values, and beliefs, something
we refer to as spillover effects – when an opportunity for one identity threatens another (or vice
versa). Some motivations were seen to have larger spillover effects than others, and these will be
analyzed in the sections below. For a full illustration of the spillover effects, see Figure 9 below.
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Figure 9. Table of Spillover Effects Observed in the Empirics

When an opportunity for the Achievement-Oriented Self threatens the Communal-Oriented Self
Some students view chatbots as a valuable resource that can enhance, for instance, their writing
skills and, ultimately, improve their academic performance. However, it is not always socially
accepted to utilize them in the academic context. This is seen in the case of student 16 (sections
4.2.3.2 and 4.2.2.2), as he used chatbots to enhance academic performance while also only
revealing his usage when it is socially accepted by his peers, in order to match his behavior with
his social surroundings (Tajfel & Turner, 1979).

When an opportunity for the Achievement-Oriented Self threatens the Moral-Oriented Self
On the one hand, chatbots can facilitate faster and superior outcomes, which is a great
opportunity for those under pressure to perform. On the other hand, it can diminish the pride in
the final product, threatening one's moral-oriented self. This was observed in student 13 (section
4.2.3.1), who employed chatbots to complete academic assignments. Although the tool helped
her save time for other duties, it also diminished her feeling of achievement. She sensed that the
work was not done entirely by her in the "correct" manner, and thus did not attain the same level
of satisfaction that she would have had if she had accomplished it independently. This suggests
that while chatbots pose an opportunity for the achievement-oriented self, they can also have
unintended consequences that may impact one's sense of self-worth and personal values, i.e., a
threat to the moral-oriented self which is in line with Eriksson (1964) and Petriglieri (2011).

When an opportunity for the Communal-Oriented Self threatens the Achievement-Oriented Self
Some students perceived that using GenAI chatbots in group projects might reduce their
individual contributions to the project. In this case, the student may see the opportunity to work
collaboratively and contribute to a communal goal as a potential threat to their individual
performance and sense of achievement (student 13, section 4.2.3.1). Additionally, if the student
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perceives that their peers are not contributing equally or are relying heavily on the chatbot's
assistance, it may also pose a threat to their achievement-oriented self (student 45, section
4.2.1.1). This contributes to Walker and Caprar (2020), as the students may feel they are not
being recognized for their individual efforts and contributions, undermining their sense of
achievement.

When an opportunity for the Communal-Oriented Self threatens the Moral-Oriented Self
Chatbots can provide an opportunity for skill demonstration and peer validation, but they may
simultaneously create a sense of not having fully completed the work oneself, in line with one’s
morals. This spillover is seen in the case of student 55 (section 4.2.2.2 and 4.2.2.3), who
acknowledges that her use of the chatbot was only an action triggered by the group pressure
(Tajfel & Turner, 1979), as they insisted they would use it in their group project. However, she
acted against her own morals and values as she enjoyed learning and doing things in the
traditional way. This is in line with Eriksson's (1964) research, as one’s moral traits and authentic
self usually guide one’s behavior, and acting against those may, therefore, pose a threat to the
moral-oriented self (Petriglieri, 2011). Further, student 55’s reasoning aligns with Ibarra’s (2015)
argument that “true-to-selfers” tend to stick to familiar processes. However, the act of covering
her eyes and ears when her peers were using it in the project sheds light on cognitive-affective
ambivalence highlighted by Conner and Sparks (2002), where thoughts and feelings conflict and
the ambiguous situation challenges one’s sense of self. A parallel further observed in the
empirical data involves student 20 (section 4.2.1.2). In this case, using chatbots presents an
opportunity for the community-oriented self to demonstrate skills but creates a dilemma as it
contradicts her passion for continual learning and growth. Finally, this spillover effect is evident
in student 19 (section 4.2.2.2), who reports that her peers seem to pay greater attention to her
when she utilizes GenAI chatbots. However, despite this observation, she expresses reluctance to
rely on this tool due to her personal values of continuous learning and development.

When an opportunity to the Moral-Oriented Self threatens the Achievement-Oriented Self
While not adopting the use of chatbots can allow students to act in line with their moral values, it
can also harm their productivity compared to peers utilizing the tool, consequently, diminishing
their achievements. In the case of student 47 (section 4.2.2.3), it was observed that she
consistently opted to read and understand all information presented, driven by her passion for
learning. However, this student also acknowledged the time limitations she faced in her studies
and recognized how chatbots were seen to help her peers become more efficient and possibly
improve performance, as one could cope with more material in a shorter period of time.
Choosing to refrain from using AI may, therefore, be seen as an opportunity for her to uphold
her moral values and stay authentic (Eriksson, 1964; Hart et al, 1998), but it may also pose a
significant threat to her achievement-oriented self.

When an opportunity for the Moral-Oriented Self threatens the Communal-Oriented Self
Sticking to the traditional ways of learning, by nurturing one's moral-oriented and authentic self,
may simultaneously threaten one's communal-oriented self. Students emphasized the importance
of utilizing modern tools to remain competitive and avoid lagging behind peers (e.g. student 43,
section 4.2.1.1). However, those who choose to adhere to traditional methods based on moral
values (e.g. students 47 and 55, section 4.2.2.3) may face criticism from others who view them as
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inflexible and old-school. As a result, maintaining a sense of authenticity and integrity through
traditional learning methods can potentially conflict with the desire to fit in with a group,
through being an undesirable in-group member (Brewer & Gardner, 1996; Tajfel & Turner,
1979). Thus, as Ibarra (2015) suggests, balancing one's authentic self with group expectations and
norms can present obstacles.

5.2 General Discussion

5.2.1 Tensions and Cohesion Between Selves
Through the empirics and above analysis, it is found that the introduction of GenAI chatbots in
an academic setting triggers students to re-visit their identities by reflecting upon their various
selves. This is because individuals seek to make sense of who they are and what they stand for in
a given situation, prompting the simultaneous activation of the values, norms, and beliefs
inherent in their different identities. If the balance between the multiple identities inherent in the
student is threatened, that is, if they do not align with each other, it may create internal conflicts.
As established before, any experience or feeling that somehow challenges one’s identity can be an
identity threat (Petriglieri, 2011). However, such identity-implicating experiences can also be
appraised as a challenge, signaling an opportunity for growth and gain rather than harm (Bataille
& Vough, 2022).

However, it seems that the complexity of identity does not end there. Because of the different
demands and values associated with the different identities, something being appraised as a threat
to one identity is shown to be appraised as an opportunity to another identity. This phenomenon
is what we refer to as a spillover effect. These spillover effects add another layer of difficulty to the
process of reconciling one's identities and figuring out where to stand (Sveningsson & Alvesson,
2003), as well as who to become (Anteby et al., 2016; Brown, 2021), putting students in an
ambiguous and ambivalent situation. However, it is important to note that the values and
demands of an individual's multiple identities are not always conflicting. In fact, sometimes, they
are aligned, leading to cohesion rather than tensions between the individual’s multiple identities.
The key difference is whether being “one” supports “another”, or if being “one” prohibits
“another”.

5.2.1.1 Identity Tension – When Being "One" Prohibits "Another"
As noted in section 5.1, managing the multiplicity of identities can be challenging for students.
This suggests that finding a balance between these different “selves” often requires individuals to
make tough decisions about their actions, even if those decisions go against their other
intentions. Consequently, students may choose to utilize, or not utilize, generative chatbots in
their academic pursuits in a way that favors one “self ” over another. This means acting against
the values associated with another “self ”, which further creates a sense of ambivalence as one is
forced to navigate conflicting values and priorities. Here, acting in line with one prohibits
another.

Through the empirics, several identity work strategies used by students have been identified to
handle the potential threats posed by GenAI chatbots to their identities. One such strategy
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involves disengaging with the chatbots when identity tensions arise. This approach is achieved by
disidentifying with the identity that is perceived to be conflicting with the situation at hand
(Bataille & Vough, 2022). For instance, this is seen in student 13 (section 4.2.3.1), who chooses to
refrain from following her moral values, thus disidenitifying with her moral-oriented self, in order
to adhere to her achievement-oriented self. Both adhering to her morals and satisfying her
pressure to perform would not be possible in the context of utilizing chatbots in her assignments.
Hence, in this case, being “one” prohibits “another”. Another case was observed, involving
student 55 (section 4.2.2.2), who decided to go along with the group's desires even though she
believed it went against her own moral compass. Once again, the student is disengaging with her
moral-oriented self, in favor of her communal-oriented self.

In both examples discussed above, the moral-oriented self seems to be the one to suffer in the
case where being “one” prohibits “another”. This indicates that, in the specific context of this
study, the moral-oriented self seems to be the one least valued, or considered lowest in the
hierarchy of the three. Notably, women in this study tend to dominate similar cases, where the
moral-oriented self is prohibited. This can lead to a divergence in the self-perception, creating
tensions in the overall dynamics of the study environment. Moreover, students who view
chatbots as a threat to their identity may experience decreased performance and self-esteem, as
highlighted by Petriglieri (2011). The over-representation of women expressing these feelings is
both specifically interesting and important for several reasons. First, it aligns with the theory of
imposter syndrome, as described by Ibarra (2015), that going against our personal values and
desires can make us feel like we are pretending to be someone we are not – thus making us feel
like imposters. Further research has shown that women report greater imposter syndrome than
men (Cowie et al., 2018), which is further strengthened by this study and its specific context.
Second, parallels could be drawn to the theory of backlash effects for women. The theory is
underpinned by the notion that gender stereotypes have a stronger hold on women compared to
men, resulting in a narrower range of acceptable behaviors for women (Rudman & Glick, 1999).
In this study, it would mean that the norms and inherent beliefs of women regarding what is right
and wrong (Burke, 2007) could possibly be different from the ones associated with the other
gender. While the primary focus of this study may not revolve around gender-related aspects, it
does bring to light the need for further research in this area. It is crucial to comprehend the
tensions that emerge regarding identity implications in order to better equip and encourage
students to become decision-makers, as Principal H has emphasized.

5.2.1.2 Identity Cohesion – When Being "One" Supports "Another"
When the utilization was seen to create an opportunity rather than a threat, chatbots were seen to
both complement students and enhance their results. It was seen to help these students to
improve their academic achievements, demonstrate their abilities to peers, as well as help them to
follow their personal goals, which for instance could be pursuing their dream career. Instead of
being seen as a hindrance to their personal development, identity cohesion was instead associated
with an opportunity for personal growth. Rather than rejecting or denying their conflicting
identities as seen in the above section, these students chose to enhance and solidify the aspects of
their identities that were not in conflict, by actively reinforcing and expanding their relevance in
various contexts. The actual outcome was prioritized over the process to success, as student 30
(section 4.2.1.1 and 4.2.3.2) has pointed out. In line with Petriglieri’s (2011) concept of a positive
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state, chatbots were found to bridge the gap between the actual and ideal self – having a fluid
identity that is flexible, adaptable, and can change over time. For the individual, it creates
flexibility and an opportunity to be adaptable to the future and what the job market needs, while
for others who have a more rigid structure, it becomes more of a threat – which further
contributes to Ibarra's (2015) notion of chameleons and true-to-selfers.

The implications of appraising an experience as a threat to one’s “selves” and self-perception,
versus as an opportunity, will have significantly different responses. The positive state associated
with appraising an experience as an identity opportunity, is seen to provide students with a more
open mind, flourishing creativity and flexibility, as well as a higher self-esteem in order to take on
challenges more easily and fearlessly. This imbalance between the two appraising groups will fuel
the discrepancy among the tensions in the overall educational environment, where some people
may take one leap forward while others may take a step back.

5.2.2 The Role of The Context
All of these tensions, wrestling games, discrepancies, and consequences are already happening in
these prominent HEIs, to the people who will lead and foster the society in the years to come. It
is often assumed that young people are expected to be proficient in adapting to new technologies
and innovations with ease. However, this process may not always be enjoyable, as the empirics
show, and can potentially trigger negative emotions, leading individuals to behave in ways that
might contradict their personal values. As expressed by student 32, “It feels a bit sad that it is
often better than me, but being a child of my time, I have to welcome this”. The impact of
context on students' processes of revising and updating their “selves”, coupled with the
ambiguous presence of GenAI chatbots, must be recognized to foster a tension-free
environment. Understanding the ongoing phenomena is the first crucial step toward the
reduction of these present tensions.

50



6. Conclusion
In this concluding chapter, we will (1) answer the research question posed in section 1.3 and (2)present an updated
theoretical framework. Additionally, we will (3) discuss the theoretical contributions and (4) practical implications
of our study. Finally, we will (5) acknowledge the study's limitations and (6) suggest areas for future research by
highlighting unanswered questions in this field.

6.1 How Students’ Self-Perceptions are Affected by GenAI Chatbots in
the Process of Revising and Updating Their “Selves”
Students are affected by their usage of GenAI chatbots in the process of revising and updating
their “selves”; however, how they are affected, and what the consequences are, differ. The use of
chatbots can affect the process of revising and updating one’s “selves” in a way that can engender
both tensions and cohesions between their multiple selves, giving rise to either an identity threat
or an opportunity, as well as spillover effects. This phenomenon occurs due to the necessary
trade-offs that must be made to reconcile the different “selves” that are prevalent for students
within the context of higher education, each with its unique set of identity content, which is the
demands, values, and beliefs of the individual.

The thesis’ identified outcome is twofold. First, the use of GenAI chatbots in an academic
context is perceived as an uncertainty-producing event, given its ambiguity and lack of guidelines
for correct behavior. This, in turn, triggers a range of appraisals for the three different “selves”;
the achievement-, the communal-, and the moral-oriented. For the different “selves”, it can be
perceived either as a threat or an opportunity, indicating either potential harm or growth to the
value, meanings, or enactment of that identity. When being appraised as a threat, trade-offs to the
identities’ values, meanings, or enactments are required, which give rise to tensions in the
individual’s self-concept, which can result in a worsened self-perception, as being “one” then
prohibits “another”. Second, when the use of chatbots is being appraised as an identity
opportunity, no trade-offs for any of the three “selves” are required, as the values, meaning, and
enactments are aligned. Thus being “one” supports “another”, and cohesion, rather than
tensions, occur. As a result, the individual is provided an opportunity for growth and
improvement, resulting in an improved self-perception.

Consequently, these motivations – identity threats and opportunities – are able to spill over;
where a threat to one identity can become an opportunity for another, and vice versa. This
further triggers students to engage in the process of identity work by revising and updating their
different “selves”, in order to reconcile the imbalance. We further conclude that the swift
introduction and adoption of GenAI chatbots in higher education, coupled with a lack of clear
guidelines from the HEIs, puts students in an ambiguous situation, prompting the process of
revising and updating their “selves” in order to make sense of themselves and what they stand
for in this new era of academic context. Therefore, the ongoing process of identity work that is
evident in this study, mirrors the unpredictable winds in a garden, prompting students to
consistently reassess their skills and goals, much like the rearrangement of the flowers and plants.
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6.2 Adapted Theoretical Framework
The empirical findings call for an updated framework that reflects its main discoveries, distinct
from the theoretical framework presented in section 2.3. This adapted framework (Figure 10)
highlights three unique "selves" identified, and their interactions: the Achievement-Oriented Self,
Communual-Oriented Self, and Moral-Oriented Self, which are particularly relevant in an
academic setting. Each of these “selves” involves threat, opportunity, and spillover, representative
of the role, collective, and personal identities, but tailored to this specific context. The balancing
of the content of these triggers identity work. This updating and revising of the different “selves”
involves the evaluation of chatbots as either a threat or an opportunity for that particular self, as
well as potential spillovers for the other selves, and the act of trying to reconcile them. As a
result, the appraisal can either lead to tensions or cohesion, which are included in A2, C2, and M2,
which represent the updated identity content resulting from the identity work (Bataille & Vough,
2022). This, in turn, affects self-perception, which ultimately feeds into the future use of GenAI
chatbots in academic pursuits. Therefore, each of these components interacts and has cyclical
relationships – where students go back and forth between perceptions – as illustrated by the
continuous arrows. This highlights the recursive process of identity work, which further
contributes to Ashforth & Mael’s (1989) notion that identity is a dynamic process of becoming,
rather than being.

Figure 10. Adapted Theoretical Framework

52



6.3 Theoretical Contributions
By exploring how students’ self-perceptions are affected by GenAI chatbots in the process of
revising and updating their “selves”, this study adds to existing theory streams in three ways.
First, we contribute to the extensive field of identity research by adding to the understanding of
the complex interplay of various factors that contribute to an individual's identity construction
(Boudreau et al., 2014). By examining the factor of this ambiguous situation in an academic
setting, we provide a better understanding of how individuals make sense of themselves in
specific contexts. Second, we explore how generative chatbots can pose either a threat or an
opportunity to individuals in an academic context, and how these motivations can spill over
between the different “selves” of an individual, thus contributing to the existing literature on
identity threats and opportunities. Specifically, we add to the arguments put forth by Bataille and
Vough (2022), that an identity threat can also be appraised as a challenge, signaling an
opportunity for gain and growth. We do this by stating that something can be appraised as an
opportunity and a threat simultaneously, by targeting different “selves” that an individual holds.
Last, we delve into the unexplored field of the intersection between AI and identity work,
connecting the technologies with how they impact our identities (Nach & Lejune, 2009; Selenko
et al., 2022). We do this by enhancing the understanding of how students' self-perceptions are
affected by GenAI chatbots and how they engage in subsequent identity work. Despite the
reluctance of management and organizational scholars to investigate this intersection, we address
it by emphasizing the contextual, dynamic, and recurring nature of identity work among students
and its correlation with GenAI chatbots.

6.4 Practical Implications
The study provides valuable insights for HEIs, shedding light on how students engage in identity
work using GenAI chatbots and how this process affects their self-perception. As these
institutions aim to prepare their students to become future professionals and leaders, it is crucial
to comprehend the implications of new technologies that create new avenues for learning. This is
especially important given the potential threats that this research has highlighted, which could
impact students' self-perception and increase self-doubt. As Petriligini (2011) has demonstrated, a
reduction in self-esteem can lead to less motivation to take on leadership roles. Therefore, it is
essential for institutions to be aware of these implications and take steps to mitigate any negative
effects on their students' self-perception. Although this thesis does not aim to explore strategies
for mitigating such challenges, it does provide an initial understanding of the cognitive processes
at play in students' minds when interacting with these GenAI chatbots – when being a part of the
collective while also aligning with their personal beliefs and educational objectives.

In light of the existing ambiguity surrounding this technology, identity threats are becoming more
prevalent. As students' self-doubt increases, it can hinder their development, making it crucial to
gain a deeper understanding of the issue and take appropriate action. As previously mentioned,
there is currently no clear solution for how to manage or oversee the implementation of GenAI
technology in an academic environment. While it may not be feasible to restrict students from
using this technology, it is likely that many students will choose to use it, given the expected
demand from potential future employers. Additionally, the empirics show that the use of GenAI
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can lead to improved learning outcomes and increased accessibility to knowledge. Therefore, it is
important for institutions to carefully consider how they can best support and guide students in
their use of GenAI tools – to support and develop their students, in the process of becoming
future professionals and develop a stable sense of “selves”.

6.5 Limitations
This study's findings are subject to certain limitations, which are worth noting. First, it is
important to mention that while the delimitation to focus on three prominent HEIs in
Stockholm, Sweden, enables a deep and nuanced picture, the results obtained therein may not be
generalizable to other study domains, universities, or countries, and may vary across contexts.
Second, the area of identity research and identity work is a rather abstract field, as it deals with
processes occurring within the students being studied. As a result, the outcome of the research
largely depends on the individuals involved in the study, as well as making it somewhat difficult
for outside observers to fully grasp and explain (Alvesson, 2010). Last, the term "AI" has
become a popular buzzword, used frequently in different contexts. This popularity may have
influenced the students participating in this study, potentially leading them to provide more
positive responses than their genuine experiences and opinions, as they could be attributed to the
pressure of conforming to the popular opinions of others. Furthermore, the academic context in
which the interviews were conducted may have also impacted students' responses, as being in an
academic setting can reinforce certain beliefs and expectations.

6.6 Future Research
Given GenAI chatbots’ recent emergence and widespread adoption in academia, both HEI and
politicians are advocating for a deeper understanding of how to best support and meet the
expectations of students and employers. While this study is limited to Stockholm, Sweden, as well
as the Business and/or Economics programs, additional variables need to be added and
incorporated to uncover more relationships in this setting as well as to gain a greater
understanding, as well as investigate the phenomena in other organizational contexts.
Additionally, it is important to note that this thesis has only scratched the surface of the gender
inequalities, self-confidence and self-esteem that exist within this study. In order to fully
comprehend the complex tensions and consequences on students, further research is necessary.
Also, while this thesis does not disclose how learning is impacted more than showing how
motivation is affected which may lead to a decrease/increase in intellectual engagement, further
research is needed. Finally, as this thesis only seeks to understand how the process of identity
work unfolds in the usage of GenAI chatbots, future research is needed to understand how to
strengthen students and, if and how, HEI may need to update academic agendas in order to
prepare their students.
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Albert, S., Ashforth, B. E., & Dutton, J. E. (2000). Organizational Identity and Identification:

Charting New Waters and Building New Bridges. The Academy of Management Review, 25(1), 13–17.

http://www.jstor.org/stable/259260

Albert, S., & Whetten, D. A. (1985). Organizational identity. Research in Organizational Behavior, 7,

263–295.

Alvesson, M. (2010). Self-doubters, strugglers, storytellers, surfers, and others: Images of

self-identities in organization studies. Human Relations, 63(2), 193-217.

https://doi.org/10.1177/0018726709350372

Alvesson, M., Lee Ashcraft, K., & Thomas, R. (2008). Identity matters: Reflections on the

construction of identity scholarship in organization studies. Organization, 15(1), 5-28.

https://doi.org/10.1177/1350508407084426.

Alvesson, M., & Robertson, M. (2006). The Best and the Brightest: The Construction, Significance

and Effects of Elite Identities in Consulting Firms. Organization, 13(2), 195-224.

https://doi.org/10.1177/1350508406061674

Alvesson, M., & Willmott, H. (2002). Identity regulation as organizational control: Producing the

appropriate individual. Journal of Management Studies, 39(5), 619-644.

https://doi.org/10.1111/1467-6486.00305

Andersen, I. (1998). Den Uppenbara Verkligheten. Lund: Studentlitteratur.

Anteby, M., Chan, C. K., & DiBenigno, J. (2016) Three Lenses on Occupations and Professions in

Organizations: Becoming, Doing, and Relating. Academy of Management Annals, 10(1), 183-244.

https://doi.org/10.5465/19416520.2016.1120962

55

http://www.jstor.org/stable/259260
https://doi.org/10.1177/0018726709350372
https://doi.org/10.1177/1350508407084426
https://doi.org/10.1177/1350508406061674
https://doi.org/10.1111/1467-6486.00305
https://doi.org/10.5465/19416520.2016.1120962


Arsel, Z. (2017). Asking questions with reflexive focus: A tutorial on designing and conducting

interviews. Journal of Consumer Research, 44(4), 939-948. https://doi.org/10.1093/jcr/ucx096

Arthur, M. B., & Rousseau, D. M. (1996) The Boundaryless Career: A New Employment Principle for a New

Organizational Era. Oxford: Oxford University Press.

Ashforth, B. E., Harrison, S. H., & Corley, K. G. (2008). Identification in Organizations: An

Examination of Four Fundamental Questions. Journal of Management, 34(3), 325-374.

https://doi.org/10.1177/0149206308316059

Ashforth, B.E., & Mael, F. (1989). Social identity theory and the organization. The Academy of

Management Review, 14(1), 20–39. https://doi.org/10.2307/258189.

Ashforth, B. E., Rogers, K. M., Pratt, M. G., & Pradies, C. (2014). Ambivalence in organizations: A

multilevel approach. Organization Science, 25(5), 1453–1478.

https://doi.org/10.1287/orsc.2014.0909

Ashforth, B.E., & Schinoff, B. (2016). Identity under construction: How individuals come to define

themselves in organizations. Annual Review of Organizational Psychology and Organizational Behavior,

3(1), 111–137. https://doi.org/10.1146/annurev-orgpsych-041015-062322

Aquino, K., & Reed, A. II. (2002). The self-importance of moral identity. Journal of Personality and

Social Psychology, 83(6), 1423–1440. https://doi.org/10.1037/0022-3514.83.6.1423

Bataille, C. D., & Vough, H. C. (2022). More than the Sum of My Parts: An Intrapersonal Network

Approach to Identity Work in Response to Identity Opportunities and Threats. Academy of

Management Review, 47(1), 93-115. https://doi.org/10.5465/amr.2018.0026.

Baumeister, R. F., & Leary, M. R. (1995). The need to belong: Desire for interpersonal attachments

as a fundamental human motivation. Psychological Bulletin, 117(3), 497–529.

https://doi.org/10.1037/0033-2909.117.3.497

56

https://doi.org/10.1093/jcr/ucx096
https://doi.org/10.1177/0149206308316059
https://doi.org/10.2307/258189
https://doi.org/10.1287/orsc.2014.0909
https://doi.org/10.1146/annurev-orgpsych-041015-062322
https://doi.org/10.1037/0022-3514.83.6.1423
https://doi.org/10.5465/amr.2018.0026
https://doi.org/10.1037/0033-2909.117.3.497


Baumeister, R. E., & Tice, D. M. (1986). Four selves, two motives, and a substitute process self-regulation model.

In Public self and private self (pp. 63-74). New York, NY: Springer New York.

https://doi.org/10.1007/978-1-4613-9564-5_3

Bell, E., & Bryman, A., & Harley, B. (2019). Business Research Methods (5th ed.). Oxford University

Press.

Bem, D. J. (1972). Self-Perception Theory. Advances in Experimental Social Psychology, 6, 1-62.

https://doi.org/10.1016/S0065-2601(08)60024-6

Berente, N., Hansen, S., Pike, J. C., & Bateman, P. J. (2011). Arguing the Value of Virtual Worlds:

Patterns of Discursive Sensemaking of an Innovative Technology. MIS Quarterly, 35(3), 685–709.

https://doi.org/10.2307/23042804

Berg, J., Raj, M., & Seamans, R. (2023). Capturing value from artificial intelligence. Academy of

Management Discoveries. (In-press). https://doi.org/10.5465/amd.2023.0106

Brewer, M. B. (1991). The Social Self: On Being the Same and Different at the Same Time. Personality

and Social Psychology Bulletin, 17(5), 475-482. https://doi.org/10.1177/0146167291175001

Brewer, M. B., & Gardner, W. (1996). Who is this "We"? Levels of collective identity and

self-representations. Journal of Personality and Social Psychology, 71(1), 83–93.

https://doi.org/10.1037/0022-3514.71.1.83

Brown, A.D. (2015). Identities and Identity Work. International Journal of Management Reviews, 17,

20-40. https://doi.org/10.1111/ijmr.12035.

Brown, A.D. (2017), Identity Work and Organizational Identification. International Journal of

Management Reviews, 19, 296-317. https://doi.org/10.1111/ijmr.12152

Brown, A. D. (2021). Identities in and around organizations: Towards an identity work perspective.

Human Relations, 75(7), 1205-1237. https://doi.org/10.1177/0018726721993910

57

https://doi.org/10.1007/978-1-4613-9564-5_3
https://doi.org/10.1016/S0065-2601(08)60024-6
https://doi.org/10.2307/23042804
https://doi.org/10.5465/amd.2023.0106
https://doi.org/10.1177/0146167291175001
https://doi.org/10.1037/0022-3514.71.1.83
https://doi.org/10.1111/ijmr.12035
https://doi.org/10.1111/ijmr.12152
https://doi.org/10.1177/0018726721993910


Brown, A.D., & Coupland, C. (2015). Identity Threats, Identity Work and Elite Professionals.

Organization Studies, 36(10), 1315-1336. https://doi.org/10.1177/0170840615593594

Bruner, J. (1991). The narrative construction of reality. Critical Inquiry, 18(1),

1–21.http://www.jstor.org/stable/1343711

Boudreau, M.C., & Robey. D. (2005). Enacting integrated information technology: A human agency

perspective. Organization Science. 16(1), 3-18. https://doi.org/10.1287/orsc.1040.0103

Boudreau, M.C., & Serrano, C., & Larson, K. (2014) IT-driven identity work: Creating a group

identity in a digital environment. Information and Organization. 24(1), 1-24.

https://doi.org/10.1016/j.infoandorg.2013.11.001

Burke, P. J. (1991). Identity Processes and Social Stress. American Sociological Review, 56(6), 836–849.

https://doi.org/10.2307/2096259

Burke, P. J. (2007). Identity control theory. In G. Ritzer (Ed.), Blackwell encyclopedia of sociology.

2202-2207. https://doi.org/10.1002/9781405165518.wbeosi002

Carlsmith, K. M., & Darley, J. M. (2008) Psychological Aspects of Retributive Justice. Advances in

Experimental Social Psychology. 40, 193-36. https://doi.org/10.1016/S0065-2601(07)00004-4

Caza, B. B., & Vough, H., & Puranik., H. (2018). Identity work in organizations and occupations:

Definitions, theories, and pathways forward. Journal of Organizational Behavior, 39(7), 889-910.

https://doi.org/10.1002/job.2318

Conner, M., & Sparks, P. (2002) Ambivalence and Attitudes. European Review of Social Psychology, 12(1),

37-70. https://doi.org/10.1080/14792772143000012

Cowie, M. E., Nealis, L. J., Sherry, S. B., Hewitt, P. L., & Flett, G. L. (2018). Perfectionism and

academic difficulties in graduate students: Testing incremental prediction and gender moderation.

Personality and Individual Differences, 123, 223-228.

58

https://doi.org/10.1177/0170840615593594
http://www.jstor.org/stable/1343711
https://doi.org/10.1287/orsc.1040.0103
https://doi.org/10.1016/j.infoandorg.2013.11.001
https://doi.org/10.2307/2096259
https://doi.org/10.1002/9781405165518.wbeosi002
https://doi.org/10.1016/S0065-2601(07)00004-4
https://doi.org/10.1002/job.2318
https://doi.org/10.1080/14792772143000012


Craig, K., Thatcher, J. B., & Grover, V. (2019). The IT Identity Threat: A Conceptual Definition and

Operational Measure. Journal of Management Information Systems, 36(1), 259–288.

https://doi.org/10.1080/07421222.2018.1550561

Crocker, J., & Park, L. E. (2004). The Costly Pursuit of Self-Esteem. Psychological Bulletin, 130(3),

392–414. https://doi.org/10.1037/0033-2909.130.3.392

Crouch, M., & McKenzie, H. (2006). The logic of small samples in interview-based qualitative

research. Social Science Information, 45(4), pp. 483–499.

https://doi.org/10.1177/0539018406069584.

Dai, Y., Liu, A., Lim, P. C. (2023) Reconceptualizing ChatGPT and Generative AI as a

student-driven innovation in higher education. Procedia CIRP, 119, 84-90.

https://doi.org/10.1016/j.procir.2023.05.002.

Daft, R. L. (1983). Learning the Craft of Organizational Research. The Academy of Management Review,

8(4), 539–546. https://doi.org/10.2307/258255

Davenport, T. H., & Katyal, V. (2020). Every Leader’s guide to the ethics of AI. Cambridge:

Massachusetts Institute of Technology, Cambridge, MA. Retrieved from

https://ez.hhs.se/login?url=https://www.proquest.com/blogs-podcasts-websites/every-leader-s-

guide-ethics-ai/docview/2150735938/se-2

Deaux, K. (1993). Reconstructing social identity. Personality and Social Psychology Bulletin, 19(1), 4–12.

https://doi.org/10.1177/0146167293191001

Dwivedi, Y. K., Kshetri, N., Hughes, L., Slade, E. L., Jeyaraj, A., Kar, A. K., ... & Wright, R. (2023).

“So what if ChatGPT wrote it?” Multidisciplinary perspectives on opportunities, challenges and

implications of generative conversational AI for research, practice and policy. International Journal

of Information Management, 71, 102642. ​​https://doi.org/10.1016/j.ijinfomgt.2023.102642

Eccles, J. (2009). Who am I and what am I going to do with my life? Personal and collective

identities as motivators of action. Educational Psychologist, 44(2), 78–89.

https://doi.org/10.1080/00461520902832368

59

https://doi.org/10.1037/0033-2909.130.3.392
https://doi.org/10.1016/j.procir.2023.05.002
https://doi.org/10.2307/258255
https://ez.hhs.se/login?url=https://www.proquest.com/blogs-podcasts-websites/every-leader-s-guide-ethics-ai/docview/2150735938/se-2
https://ez.hhs.se/login?url=https://www.proquest.com/blogs-podcasts-websites/every-leader-s-guide-ethics-ai/docview/2150735938/se-2
https://doi.org/10.1177/0146167293191001
https://doi.org/10.1016/j.ijinfomgt.2023.102642
https://doi.org/10.1080/00461520902832368


Edmondson, A. C., & McManus, S. E. (2007). Methodological Fit in Management Field Research.

The Academy of Management Review, 32(4), 1155–1179. http://www.jstor.org/stable/20159361

Emmons, R. A. (1996). Striving and feeling: Personal goals and subjective well-being. In P. M. Gollwitzer & J.

A. Bargh (Eds.), The psychology of action: Linking cognition and motivation to behavior (pp.

313–337). The Guilford Press.

Erikson, E. H. (1964). Insight and responsibility. New York: Norton & Company

Feldermann, S., & Hiebl, M (2020). Using quotations from non-English interviews in accounting

research. Qualitative Research in Accounting & Management, 17(2), 229-262.

https://doi.org/10.1108/QRAM-08-2018-0059

Flick, U. (2009) Introducing Research Methodology: A Beginner’s Guide to Doing a Research Project. SAGE

Publications.

Foucault, M. (1980). Power/knowledge: Selected interviews and other writings 1972–1977. New York:

Pantheon.

Gardner, P. L. (1987). Measuring ambivalence to science. Journal of Research in Science Teaching, 24(3),

241-247. https://doi.org/10.1002/tea.3660240305

Gecas, V. (1982). The Self-Concept. Annual Review of Sociology, 8, 1–33.

http://www.jstor.org/stable/2945986

Gill, J., & Johnson, P. (2010). Research methods for managers: Sage.

Gioia, D. A., Corley, K. G., & Hamilton, A. L. (2012). Seeking qualitative rigor in inductive research.

Organizational Research Methods, 16(1), 15–31. https://doi.org/10.1177/1094428112452151

Gioia, D. A., & Patvardhan, S. (2012). Identity as Process and Flow. In Constructing Identity in and

around. Organizations. Oxford University Press, 50-62.

https://doi.org/10.1093/acprof:oso/9780199640997.003.0003

60

http://www.jstor.org/stable/20159361
https://doi.org/10.1108/QRAM-08-2018-0059
https://doi.org/10.1002/tea.3660240305
http://www.jstor.org/stable/2945986
https://doi.org/10.1177/1094428112452151
https://doi.org/10.1093/acprof:oso/9780199640997.003.0003


Greenwald, A. G. (1980). The totalitarian ego: Fabrication and revision of personal history. American

Psychologist, 35(7), 603–618. https://doi.org/10.1037/0003-066X.35.7.603

Grey, C. (1998). On being a professional in a “Big Six” firm. Accounting, organizations and society,

23(5-6), 569-587. https://doi.org/10.1016/S0361-3682(97)00003-2

Guba, E. G., & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. In N. K. Denzin & Y. S.

Lincoln (Eds.), Handbook of qualitative research (pp. 105–117). Sage Publications, Inc

Hart, D., Atkins, R., & Ford, D. (1998). Urban America as a context for the development of moral

identity in adolescence. Journal of Social Issues, 54(3), 513–530.

https://doi.org/10.1111/0022-4537.801998080

Hoobler, J. M., Masterson, C. R., & Rogers, K. (2023). Self-ambivalence: Naming a contemporary

work–family problem that has no name. Journal of Organizational Behavior, 1–14.

https://doi.org/10.1002/job.2750

Horton, K.E., Bayerl, P.S. and Jacobs, G. (2014), Identity conflicts at work: An integrative

framework. Journal of Organizational Behavior., 35(S1), S6-22. https://doi.org/10.1002/job.1893

Hwang, G-J., & Chang, C-Y. (2021) A review of opportunities and challenges of chatbots in

education. Interactive Learning Environments, 31(7), 4099-4112.

https://doi.org/10.1080/10494820.2021.1952615

Ibarra, H. (1999). Provisional Selves: Experimenting with Image and Identity in Professional

Adaptation. Administrative Science Quarterly, 44(4),764–791. https://doi.org/10.2307/2667055.

Ibarra, H. (2015). The Authenticity Paradox. Harvard Business Review. 93(1-2), 52-59.

https://hbr.org/2015/01/the-authenticity-paradox

Ibarra, H., & Barbulescu, R. (2010). Identity as narrative: Prevalence, effectiveness, and

consequences of narrative identity work in macro work role transitions. Academy of Management

Review, 35(1), 135-154. https://doi.org/10.5465/amr.35.1.zok135

61

https://psycnet.apa.org/doi/10.1037/0003-066X.35.7.603
https://doi.org/10.1016/S0361-3682(97)00003-2
https://psycnet.apa.org/doi/10.1111/0022-4537.801998080
https://doi.org/10.1002/job.2750
https://doi.org/10.1002/job.1893
https://doi.org/10.1080/10494820.2021.1952615
https://doi.org/10.2307/2667055
https://hbr.org/2015/01/the-authenticity-paradox
https://doi.org/10.5465/amr.35.1.zok135


Ingram Bogusz, C., Krakowski, S., & Guttmann, C. (2021) Don't panic: A human- and

problem-centric approach to AI-led innovation. Sweden Through the Crisis. Stockholm: SIR. Retrieved

from: https://www.hhs.se/en/research/sweden-through-the-crisis/dont-panic/

Irani, E. (2019). The Use of Videoconferencing for Qualitative Interviewing: Opportunities,

Challenges, and Considerations. Clinical Nursing Research, 28(1), 3–8.

https://doi.org/10.1177/1054773818803170.

Jussupow, E., Spohrer, K., Heinzl, A., & Gawlitza, J. (2021) Augmenting Medical Diagnosis

Decisions? An Investigation into Physicians’ Decision-Making Process with Artificial

Intelligence. Information Systems Research. 23(3), 713-735. https://doi.org/10.1287/isre.2020.0980

Kasneci, E., Seßler, K., Küchemann, S., Bannert, M., Dementieva, D., Fischer, F., ... & Kasneci, G.

(2023) ChatGPT for good? On opportunities and challenges of large language models for

education. Learning and Individual Differences, 103, 102274.

https://doi.org/10.1016/j.lindif.2023.102274.

Kreiner, G. E., Hollensbe, E. C., & Sheep, M. L. (2006). Where Is the “Me” among the “We”?

Identity Work and the Search for Optimal Balance. The Academy of Management Journal, 49(5),

1031–1057. http://www.jstor.org/stable/20159815

Levinson, D.J. (1978). The seasons of a man's life. Random Publishing Group, New York, NY.

Löwstedt, M. & Räisänen, C. (2014). Social Identity in construction: enactments and outcomes.

Construction Management and Economics, 32(11), 1093–1105.

https://doi.org/10.1080/01446193.2014.956132

Makri, C., & Neely, A. (2021). Grounded Theory: A Guide for Exploratory Studies in Management

Research. International Journal of Qualitative Methods, 20(2).

https://doi.org/10.1177/16094069211013654

Markus, H., & Nurius, P. (1986). Possible selves. American Psychologist, 41(9), 954–969.

https://doi.org/10.1037/0003-066X.41.9.954

62

https://www.hhs.se/en/research/sweden-through-the-crisis/dont-panic/
https://doi.org/10.1177/1054773818803170
https://doi.org/10.1287/isre.2020.0980
https://doi.org/10.1016/j.lindif.2023.102274
http://www.jstor.org/stable/20159815
https://doi.org/10.1080/01446193.2014.956132
https://doi.org/10.1177/16094069211013654
https://doi.org/10.1037/0003-066X.41.9.954


McLean, K. C., & Pasupathi, M. (2012). Processes of identity development: Where I am and how I

got there. Identity: An International Journal of Theory and Research, 12(1), 8–28.

https://doi.org/10.1080/15283488.2011.632363

Mills, A., Durepos, G., and Wiebe, E. (2010). Encyclopedia of Case Study Research, Volumes I and II.

Thousand Oaks, CA: SAGE.

Mirbabaie, M., Brünker, F., Möllmann, N. R., & Stieglitz, S. (2022). The rise of artificial

intelligence–understanding the AI identity threat at the workplace. Electronic Markets, 32(2), 1-27.

https://doi.org/10.1007/s12525-021-00496-x

Modestino, A. S., Sugiyama, K., & Ladge, J. (2019). Careers in construction: An examination of the

career narratives of young professionals and their emerging career self-concepts. Journal of

Vocational Behavior, 115, 103306. https://doi.org/10.1016/j.jvb.2019.05.003

Nach, H., & Lejeune, A. (2010) Coping with information technology challenges to identity: A

theoretical framework. Computers in Human Behavior, 26(4), 618-629.

https://doi.org/10.1016/j.chb.2009.12.015

Neimeyer, R. A., Prigerson, H. G., & Davies, B. (2002). Mourning and Meaning. American Behavioral

Scientist, 46(2), 235-251. https://doi.org/10.1177/000276402236676

Padavic, I. (2005). Laboring under uncertainty: Identity renegotiation among contingent workers.

Symbolic Interaction, 28(1), 111-134. https://doi.org/10.1525/si.2005.28.1.111

Pals, J. L., & McAdams, D. P. (2004). The Transformed Self: A Narrative Understanding of

Posttraumatic Growth. Psychological Inquiry, 15(1), 65–69. http://www.jstor.org/stable/20447204

Park, C. S., Kaye, B. K. (2019). Smartphone and self-extension: Functionally, anthropomorphically,

and ontologically extending self via the smartphone. Mobile Media & Communication, 7(2), 215-231.

https://doi.org/10.1177/2050157918808327

63

https://doi.org/10.1080/15283488.2011.632363
https://doi.org/10.1007/s12525-021-00496-x
https://doi.org/10.1016/j.jvb.2019.05.003
https://doi.org/10.1016/j.chb.2009.12.015
https://doi.org/10.1177/000276402236676
https://doi.org/10.1525/si.2005.28.1.111
http://www.jstor.org/stable/20447204
https://doi.org/10.1177/2050157918808327


Pelham, B. W. (1993). The idiographic nature of human personality: Examples of the idiographic

self-concept. Journal of Personality and Social Psychology, 64(4), 665–677.

https://doi.org/10.1037/0022-3514.64.4.665

Pelham, B. W., & Swann, W, B. (1989) From Self-Conceptions to Self-Worth: On the Sources and

Structure of Global Self-Esteem. Journal of Personality and Social Psychology. 57(4), 672-680.

https://doi.org/10.1037//0022-3514.57.4.672

Petriglieri. (2011). Under Threat: Responses to and the consequences of threats to individuals

identities. The Academy of Management Review, 36(4), 641–662

https://doi.org/10.5465/AMR.2011.65554645

Petriglieri, G., & Ashford, S. J., & Wrzesniewski, A. (2019) Agony and Ecstasy in the Gig Economy:

Cultivating Holding Environments for Precarious and Personalized Work Identities. Administrative

Science Quarterly, 64(1), 124-170. https://doi.org/10.1177/0001839218759646

Raisch, S., & Krakowski, S. (2021). Artificial intelligence and management: The

automation–augmentation paradox. Academy of Management Review, 46(1), 192-210.

https://doi.org/10.5465/amr.2018.0072

Rudman, L. A., & Glick, P. (1999). Feminized management and backlash toward agentic women:

The hidden costs to women of a kinder, gentler image of middle managers. Journal of Personality

and Social Psychology, 77(5), 1004–1010. https://doi.org/10.1037/0022-3514.77.5.1004

Saunders, M., Lewis, P., & Thornhill, A. (2020). Research Methods for Business Students. (8 ed.) Pearson.

Selenko, E., Bankins, S., Shoss, M., Warburton, J., & Restubog, S. L. D. (2022). Artificial Intelligence

and the Future of Work: A Functional-Identity Perspective. Current Directions in Psychological Science,

31(3), 272-279. https://doi.org/10.1177/09637214221091823

Shen, Y., Heacock, L., Elias, J., Hentel, K. D., Reig, B., & Shih, L.M. (2023). ChatGPT and Other

Large Language Models are Double-edged Swords. Radiology, 307(2).

https://doi.org/10.1148/radiol.230163

64

https://doi.org/10.1037/0022-3514.64.4.665
https://doi.org/10.1037//0022-3514.57.4.672
https://doi.org/10.5465/AMR.2011.65554645
https://doi.org/10.1177/0001839218759646
https://doi.org/10.5465/amr.2018.0072
https://doi.org/10.1037/0022-3514.77.5.1004
https://doi.org/10.1177/09637214221091823
https://doi.org/10.1148/radiol.230163


Shrestha, Y. R., Ben-Menahem, S. M., & Von Krogh, G. (2019). Organizational decision-making

structures in the age of artificial intelligence. California Management Review, 61(4), 66-83.

https://doi.org/10.1177/0008125619862257

Stets, J., & Burke, P. (2000). Identity theory and social identity theory. Social Psychology Quarterly, 63(3),

224–237. https://doi.org/10.2307/2695870.

Stets, J. E., & Carter, M. J. (2011). The moral self: Applying identity theory. Social Psychology Quarterly,

74(2), 192–215. https://doi.org/10.1177/0190272511407621

Stryker, S., & Burke, P. J. (2000). The Past, Present, and Future of an Identity Theory. Social Psychology

Quarterly, 63(4), 284–297. https://doi.org/10.2307/2695840

Stryker, S., & Serpe, R. T. (1982). Commitment, identity salience, and role behavior: Theory and research

example. In W. Ickes, & E. S. Knowles (Eds.), Personality, roles, and social behavior (pp. 199–218).

Springer.

Strohminger, N., & Nichols, S. (2014). The essential moral self. Cognition, 131(1),

159-171.https://doi.org/10.1016/j.cognition.2013.12.005

Suls, J., & Wills, T. A. (1991). Social comparison: Contemporary theory and research. Lawrence Erlbaum

Associates, Inc.

Sveningsson, S., & Alvesson, M. (2003). Managing Managerial Identities: Organizational

Fragmentation, Discourse and Identity Struggle. Human Relations, 56(10), 1163–1193.

https://doi.org/10.1177/00187267035610001

Tajfel, H., & Turner, J. (1979). An integrative theory of intergroup conflict. In W. G. Austin, & S. Worchel

(Eds.), The social psychology of intergroup relations. Monterey, CA: Brooks/Cole.

Taylor, S.S., Fisher, D. & Dufresne, R.L. (2002). The aesthetics of management storytelling: a key to

organizational learning. Management Learning, 33(3), 313-330.

https://doi.org/10.1177/1350507602333002

65

https://doi.org/10.1177/0008125619862257
https://doi.org/10.2307/2695870
https://doi.org/10.1177/0190272511407621
https://doi.org/10.2307/2695840
https://doi.org/10.1016/j.cognition.2013.12.005
https://doi.org/10.1177/00187267035610001
https://doi.org/10.1177/1350507602333002


Terrion, J. L., & Ashforth, B. E. (2002). From ‘I’ to ‘We’: The Role of Putdown Humor and Identity

in the Development of a Temporary Group. Human Relations, 55(1), 55-88.

https://doi.org/10.1177/0018726702055001606

Thunborg, C., Bron, A., & Edström, E. (2016) Motives, commitment and student identity in higher

education—experiences of non-traditional students in Sweden. Studies in the Education of Adults,

45(2), 177-193. https://doi.org/10.1080/02660830.2013.11661650

Tsui, A. S., & Ashford, S. J. (1994). Adaptive self-regulation: A process view of managerial

effectiveness. Journal of Management, 20(1), 93–121.

https://doi.org/10.1177/014920639402000105

Turner, J.C. (1991) Social Influence. Open University Press, Milton Keynes.

van Knippenberg, D., De Dreu, C. K. W., & Homan, A. C. (2004). Work Group Diversity and

Group Performance: An Integrative Model and Research Agenda. Journal of Applied Psychology,

89(6), 1008–1022. https://doi.org/10.1037/0021-9010.89.6.1008

Volkoff, O., Stron, D, M., Elmes, M. B. (2007) Technological Embeddedness and Organizational

Change. Organization Science, 18(5), 832-848. https://doi.org/10.1287/orsc.1070.0288

Walker, B. W., & Caprar, D. V. (2020). When performance gets personal: Towards a theory of

Performance–Based Identity. Human Relations, 73(8), 1077–1105.

https://doi.org/10.1177/0018726719851835

Wittman, S. (2019). Lingering identities. The Academy of Management Review, 44(4), 724–745.

https://doi.org/10.5465/amr.2015.0090

66

https://doi.org/10.1177/0018726702055001606
https://doi.org/10.1080/02660830.2013.11661650
https://doi.org/10.1177/014920639402000105
https://doi.org/10.1037/0021-9010.89.6.1008
https://doi.org/10.1287/orsc.1070.0288
https://doi.org/10.1177/0018726719851835
https://doi.org/10.5465/amr.2015.0090


8. Appendices

8.1 Appendix A: Interview Subjects (Pilot Study)

67

Student Year of Study Program HEI Gender Interview Language Interview Format Duration Date

P1 5
Business &
Management SSE Male English In-person 25 min 07-09-2023

P2 5
Business
Administration SU Female Swedish Microsoft Teams 23 min 07-09-2023

P3 5
Industrial
Economics KTH Male Swedish Microsoft Teams 35 min 07-09-2023

P4 5

Accounting &
Financial
Valuation SSE Female English In-person 20 min 07-09-2023

P5 5 Finance SSE Male English Microsoft Teams 22 min 11-09-2023

P6 5
Business &
Management SSE Female English Microsoft Teams 21 min 12-09-2023



8.2 Appendix B: Question Guide (Pilot Study)

- Name, Year of Study, Program, School, Gender
- Ask if OK to record the interview, and consent form
- No names will be mentioned in the thesis

Background
● What do you enjoy the most with studying?
● How would you describe your greatest skill when it comes to studying?
● Is it important for you to perform well? If so, why, when, and in what aspects?
● Do you feel pressure to perform? Is it internal or external?

Study and Preparations
● Could you explain the process of how you study and prepare for classes?
● What tools do you use?
● What technology do you use?
● Can you explain how you use technology in your preparations or studies?
● (If/when they bring up) Do you know how/if your peers are using GenAI technologies?

Everyday life
● What is your overall attitude towards AI technologies?
● What tasks do you use GenAI for in your daily life?

○ AI in general? Generative AI/ Chatbots?

Learnings and Development
● Do you think that GenAI enhances your ability to learn and acquire new knowledge, or

does it hinder it?
● Do you believe GenAI technologies, such as chatbots, have improved your intellectual

growth or self-perception?
● Do you believe that the increased use of chatbots may lead to intellectual laziness? Or

intellectual enhancement?
● Do you believe that the use of chatbots affects your sense of autonomy in pursuing

intellectual challenges or tasks?
● Do you feel that the use of GenAI has affected your motivation to engage in

independent learning?

Feelings and Experience
● Have you ever encountered situations where GenAI chatbots have provided you with an

answer that has challenged your existing knowledge?
● Have you encountered a situation where GenAI is superior?
● How did it make you feel about your own knowledge and ability?
● Next time you encounter a similar situation, do you think about your previous experience

with the use of GenAI?
● Have you ever experienced feelings of dependency on GenAI for information or

decision-making?
● How do these feelings relate to your self-perception as an intellectually capable

individual?
● If you are unable to use it, how would it make you feel?
● When using GenAI chatbots in a school project, how do you view the final work? Does

it feel that it is your work or your work together with chatbots?

Other
● Is there anything else you want to add?
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8.3 Appendix C: Interview Subjects (Main Study)

Student Year of Study Program HEI Gender Interview Language Interview Format Duration Date

1 3
Business
Administration SU Female Swedish Microsoft Teams 33 min 18-09-2023

2 4
Business
Administration SU Female Swedish Microsoft Teams 27 min 18-09-2023

3 3

International
Business and
Politics SU Female Swedish Microsoft Teams 29 min 19-09-2023

4 1
Retail
Management SSE Male English In-person 22 min 19-09-2023

5 1
Business &
Economics SSE Male English In-person 22 min 19-09-2023

6 1
Business &
Economics SSE Male English In-person 26 min 19-09-2023

7 1
Retail
Management SSE Female Swedish In-person 20 min 19-09-2023

8 1
Business
Administration SU Male Swedish Microsoft Teams 27 min 19-09-2023

9 1
Retail
Management SSE Male English In-person 39 min 20-09-2023

10 1
Retail
Management SSE Male English In-person 36 min 20-09-2023

11 1
Business &
Economics SSE Female English In-person 26 min 20-09-2023

12 1
Retail
Management SSE Female English In-person 24 min 20-09-2023

13 4

International
Marketing and
Management SU Female Swedish Microsoft Teams 43 min 20-09-2023

14 1
Business &
Economics SSE Female English In-person 43 min 21-09-2023

15 1
Retail
Management SSE Male English In-person 21 min 22-09-2023

16 1
Business
Administration SU Male Swedish Microsoft Teams 26 min 22-09-2023
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17 5

Environmental
Economics and
Management SU Female English Microsoft Teams 23 min 22-09-2023

18 5
Business &
Management SSE Female English In-person 21 min 25-09-2023

19 4
International
Business SSE Female English In-person 30 min 25-09-2023

20 4
International
Business SSE Female English In-person 26 min 27-09-2023

21 4
Business &
Management SSE Female English In-person 35 min 27-09-2023

22 3
Business
Administration SU Female English In-person 34 min 28-09-2023

23 5
Business &
Management SSE Female English In-person 30 min 28-09-2023

24 5
Industrial
Economics KTH Female Swedish Microsoft Teams 36 min 29-09-2023

25 5
Industrial
Economics KTH Male English Microsoft Teams 26 min 29-09-2023

26 4 Finance SSE Male English Microsoft Teams 37 min 29-09-2023

27 3
Industrial
Economics KTH Female Swedish Microsoft Teams 30 min 02-10-2023

28 3
Industrial
Economics KTH Male English In-person 27 min 02-10-2023

29 4
Industrial
Economics KTH Female Swedish Microsoft Teams 30 min 03-10-2023

30 5
Business
Administration SU Male English Microsoft Teams 23 min 03-10-2023

31 4
Industrial
Economics KTH Female Swedish Microsoft Teams 22 min 04-10-2023

32 5
Business
Administration SU Female Swedish Microsoft Teams 24 min 04-10-2023

33 3
Industrial
Economics KTH Male English In-person 43 min 04-10-2023

34 3
Business
Administration SU Male Swedish In-person 23 min 05-10-2023

35 3
Business
Administration SU Male Swedish Microsoft Teams 30 min 05-10-2023

36 1
Industrial
Economics KTH Female Swedish Microsoft Teams 24 min 09-10-2023

37 1
Business
Administration SU Female Swedish Microsoft Teams 24 min 11-10-2023
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38 5
Industrial
Economics KTH Female Swedish Microsoft Teams 28 min 12-10-2023

39 5
Business
Administration SU Male Swedish Microsoft Teams 21 min 17-10-2023

40 1
Industrial
Economics KTH Male Swedish Microsoft Teams 25 min 18-10-2023

41 3
Business
Administration SU Male Swedish Microsoft Teams 24 min 23-10-2023

42 3
Business
Administration SU Male Swedish Microsoft Teams 23 min 23-10-2023

43 5
Business &
Management SSE Male English In-person 26 min 24-10-2023

44 5
Industrial
Economics KTH Male Swedish Microsoft Teams 24 min 24-10-2023

45 1
Business
Administration SU Female Swedish Microsoft Teams 31 min 26-10-2023

46 1
Business
Administration SU Female Swedish Microsoft Teams 21 min 26-10-2023

47 1
Business
Administration SU Female Swedish Microsoft Teams 25 min 27-10-2023

48 5
Business &
Management SSE Male English Microsoft Teams 28 min 30-10-2023

49 1
Industrial
Economics KTH Female Swedish Microsoft Teams 27 min 30-10-2023

50 1
Industrial
Economics KTH Female Swedish Microsoft Teams 39 min 30-10-2023

51 5
Business &
Management SSE Male English Microsoft Teams 37 min 31-10-2023

52 5
Industrial
Economics KTH Male Swedish Microsoft Teams 27 min 01-11-2023

53 1
Industrial
Economics KTH Female Swedish Microsoft Teams 26 min 01-11-2023

54 1
Industrial
Economics KTH Female Swedish Microsoft Teams 24 min 01-11-2023

55 5
Business &
Management SSE Female English Microsoft Teams 32 min

03-11-2023
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8.4 Appendix D: Question Guide (Main Study)

- Name, Year of Study, Program, School, Gender
- Ask if OK to record the interview, and consent form
- No names will be mentioned in the thesis

Background
● What do you believe is expected from you when being a student at your school?
● What do you enjoy the most with studying?
● How would you describe yourself ?
● How would you describe your greatest skill when it comes to studying?
● Is it important for you to perform well? If so, why, when, and in what aspects?
● Do you feel pressure to perform? Why? Where does it come from?

Study and Preparations
● Could you explain the process of how you study/prepare for classes?
● What tools do you use?
● What technology do you use?
● Can you explain how you use technology in your prep/study?

○ If using AI, do you discuss the use of it with peers

AI in everyday life
● What is your overall attitude towards AI technologies?
● Do you use AI outside of school?

○ How and for what tasks do you use it for?
○ If relevant, ask more about the peers’ usage

Learnings and Development
● What are your thoughts about AI as a tool for learning and acquiring new knowledge?

○ Do you believe it enhances or hinders it?
● What are your thoughts about the use of AI and its potential impact on intellectual engagement?

○ Could it enhance your engagement or make you more lazy?
● What are your thoughts about AI and your motivation in tackling a challenging task on your own?

Feelings and Experience
● Have you encountered situations where AI is superior to your own knowledge and skills?
● Can you describe the situation/s
● How did that make you feel?
● What did you think?
● What comes to mind when you encounter a task that you've previously addressed with the

assistance of AI?
● How do you go about solving it this time?
● How would you feel if you were not allowed/not able to use it this time?
● Have you ever experienced feelings of dependency on AI for information or in decision-making?
● Can you describe the task/situation
● How do these feelings relate to your self-perception as an intellectually capable individual?
● What are your feelings or thoughts regarding the outcome when AI has been employed in a

project you've worked on?
● Do you consider the work to be primarily your own or a collaborative effort with AI?
● What are your considerations regarding the potential impact of AI on your future career?

Other
● Is there anything else you would like to add?
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8.5 Appendix E: List of Professors and Experts Interviewed &
Discussion Themes

Discussion Themes*
- Implications for the HEIs as organizations by the introduction (or non-introduction) of

GenAI chatbots
- Behavioral consequenses on students by AI adoption
- Transformation of students roles
- Relevant skills in the AI era
- Personal opinion on AI in education

* Questions/Follow-up questions were tailored to the specific area of specialization and/or role of the interviewed faculty member

73

Subject HEI Role
Subject of Specialization
of Interest For This Thesis Interview Format Duration Date

A SSE Professor Identity Theory and Identity Work In-person 72 min 26-10-2023

B SSE

Assistant
Professor &
Docent Identity Theory and Identity Work Microsoft Teams 45 min 27-10-2023

C SU Professor Identity Theory and Pedagogy Microsoft Teams 56 min 20-11-2023

D SSE
Assistant
Professor Digital Technology and Organizational Strategy In-person 67 min 20-11-2023

E KTH
Program
Director

Educational Planning, Implementation and
Coordination Microsoft Teams 46 min 23-11-2023

F KTH Vice President
Educational Planning, Implementation and
Coordination In-person 58 min 23-11-2023

G SU Vice President
Educational Planning, Implementation and
Coordination Microsoft Teams 32 min 24-11-2023

H SSE President Educational Leadership, Planning and Fundraising In-person 44 min 29-11-2023



8.6 Appendix F: Consent Form
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8.7 Appendix G: Data Analysis Structure
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8.8 Appendix H: Data Coding
*The original Excel file that contains the associated quotes for each mark can be made available upon request.
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1 2 3 4 5 6 7 8 9 10 11 12 13 14 15

Values Social Aspect of Studying * *

Values Flexibility Aspect of Studying * * *

Values Knowledge Aspect of Studying * * * * * * * * * *

Internal Pressure to Perform * * * * * * * *

External Pressure to Perform * * * * * * * *

AI Usage Affected Peers (Social Influence) * * * * * * * * * * *

AI Usage Not Affected by Peers * * * *

Positive Attitude Towards AI * * * * * * * * *

Negative Attitude Towards AI * * * * * *

AI Improves Learning * * * * * * * * *

AI Hinders Learning * * * * * *

AI Enhances Engagement * *

AI Hinders Engagement (Makes One Lazy) * * * * * * * * * * * * *

AI Enhances Motivation * * * *

AI Hinders Motivation * * * * * * * * * * *

Positive Feelings on AI Being Superior * * * * * * * * * *

Negative Feelings on AI Being Superior * * * * *

Exponentional Use of AI * * * * * * * * * * * *

No Exponentioanl Use of AI * * *

Negative Emotions When AI Not Allowed * * n/a * * n/a * * *

Neutral Emotions When AI Not Allowed * * * n/a * * * n/a

Comfortable Without AI * * * * * * * * * *

Not Comfortable Without AI * * * * *

Feelings of Dependency * * * * *

No Feelings of Dependency * * * * * * * * * *

Final Outcome is My Own * * * * * * * *

Final Outcome is Collaboration * * * * * * *

Defensive/Defendig Usage AI * * * * * *

Better Together With AI * * * * * * *

Usage Not In Line With Identity * * * * * * * * * * *

Female * * * * * * * *

Male * * * * * * *

SU Last Year * * *

SU First Year * *

SSE Last Year

SSE First Year * * * * * * * * *

KTH Last Year

KTH First Year *

Uses Chatbots in Studies * * * * * * * * * * * * *
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16 17 18 19 20 21 22 23 24 25 26 27 28 29 30

Values Social Aspect of Studying * * *

Values Flexibility Aspect of Studying * * * *

Values Knowledge Aspect of Studying * * * * * * * *

Internal Pressure to Perform * * * * * * * * * *

External Pressure to Perform * * * *

AI Usage Affected Peers (Social Influence) * * * * * * * * * * * * * *

AI Usage Not Affected by Peers *

Positive Attitude Towards AI * * * * * * * * * * *

Negative Attitude Towards AI * * * *

AI Improves Learning * * * * * * * * *

AI Hinders Learning * * * * * *

AI Enhances Engagement * * * *

AI Hinders Engagement (Makes One Lazy) * * * * * * * * * * *

AI Enhances Motivation * * * * *

AI Hinders Motivation * * * * * * * * * *

Positive Feelings on AI Being Superior * * * * * * * * * *

Negative Feelings on AI Being Superior * * * * *

Exponentional Use of AI * * * * * * * * * * * * *

No Exponentioanl Use of AI * *

Negative Emotions When AI Not Allowed * * * * * * * * * * * *

Neutral Emotions When AI Not Allowed * * *

Comfortable Without AI * * * * * * * *

Not Comfortable Without AI * * * * * * *

Feelings of Dependency * * * * * * * *

No Feelings of Dependency * * * * * * *

Final Outcome is My Own * * * * * * * * * *

Final Outcome is Collaboration * * * * *

Defensive/Defendig Usage AI * * * * * * *

Better Together With AI * * * * * * * * * * * *

Usage Not In Line With Identity * * * * *

Female * * * * * * * * * *

Male * * * * *

SU Last Year * * *

SU First Year *

SSE Last Year * * * * * * *

SSE First Year

KTH Last Year * * * * *

KTH First Year

Uses Chatbots in Studies * * * * * * * * * * * * * * *
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31 32 33 34 35 36 37 38 39 40 41 42 43 44 45

Values Social Aspect of Studying * *

Values Flexibility Aspect of Studying * * * * * *

Values Knowledge Aspect of Studying * * * * * * * *

Internal Pressure to Perform * * * * * * * * * * *

External Pressure to Perform * * * * * * * * *

AI Usage Affected Peers (Social Influence) * * * * * * * * * * * * * *

AI Usage Not Affected by Peers *

Positive Attitude Towards AI * * * * * * * * * * * * *

Negative Attitude Towards AI * *

AI Improves Learning * * * * * * * *

AI Hinders Learning * * * * * * *

AI Enhances Engagement * *

AI Hinders Engagement (Makes One Lazy) * * * * * * * * * * * * *

AI Enhances Motivation * * * * * * * *

AI Hinders Motivation * * * * * * *

Positive Feelings on AI Being Superior * * * * * * * *

Negative Feelings on AI Being Superior * * * * * * *

Exponentional Use of AI * * * * * * * * * * * * * * *

No Exponentioanl Use of AI

Negative Emotions When AI Not Allowed * * * * * * * * * * * * * *

Neutral Emotions When AI Not Allowed *

Comfortable Without AI * * * * * * * * * *

Not Comfortable Without AI * * * * *

Feelings of Dependency * * * * *

No Feelings of Dependency * * * * * * * * * *

Final Outcome is My Own * * * * * * * * * * * *

Final Outcome is Collaboration * * *

Defensive/Defendig Usage AI * * * * * * *

Better Together With AI * * * * * * * * *

Usage Not In Line With Identity * * * * * * * *

Female * * * * * *

Male * * * * * * * * *

SU Last Year * * * * * *

SU First Year * *

SSE Last Year *

SSE First Year

KTH Last Year * * * *

KTH First Year * *

Uses Chatbots in Studies * * * * * * * * * * * * * * *
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46 47 48 49 50 51 52 53 54 55 P1 P2 P3 P4 P5 P6

Values Social Aspect of Studying * *

Values Flexibility Aspect of Studying * * * *

Values Knowledge Aspect of Studying * * * * * * * * * *

Internal Pressure to Perform * * * * * * * * * * * * * * *

External Pressure to Perform * * *

AI Usage Affected Peers (Social Influence) * * * * * * * * * * * * * *

AI Usage Not Affected by Peers * *

Positive Attitude Towards AI * * * * * * * * * * * * *

Negative Attitude Towards AI * * *

AI Improves Learning * * * * * * * * * *

AI Hinders Learning * * * * * *

AI Enhances Engagement *

AI Hinders Engagement (Makes One Lazy) * * * * * * * * * * * * * * *

AI Enhances Motivation * * * * *

AI Hinders Motivation * * * * * * * * * * *

Positive Feelings on AI Being Superior * * * * * * * * * * *

Negative Feelings on AI Being Superior * * * * *

Exponentional Use of AI * * * * * * * * * * * * * * *

No Exponentioanl Use of AI *

Negative Emotions When AI Not Allowed n/a n/a * * n/a * * * * * * *

Neutral Emotions When AI Not Allowed n/a n/a n/a * * * *

Comfortable Without AI * * * * * * * * * * * * *

Not Comfortable Without AI * * *

Feelings of Dependency * * * * *

No Feelings of Dependency * * * * * * * * * * *

Final Outcome is My Own * * * * * *

Final Outcome is Collaboration * * * * * * * * * *

Defensive/Defendig Usage AI * * * *

Better Together With AI * * * * * * * * * * *

Usage Not In Line With Identity * * * * * * * *

Female * * * * * * * * * *

Male * * * * * *

SU Last Year *

SU First Year * *

SSE Last Year * * * * * * *

SSE First Year

KTH Last Year * *

KTH First Year * * * *

Uses Chatbots in Studies * * * * * * * * * * * * *



8.9 Appendix I: Additional Quotes

Themes & Subcategories Additional Quotes from data structuring

AI usage

Competitive Environment
(Triggers adaption)

“If people in the class use it, I will be urged to use it. I want to have the same preconditions as
everyone else, of course.”

– 58

“When I know that everyone else is using [ChatGPT], then not having access to it would
stress me out” – 18

“If I know everyone else is using [ChatGPT] and they're getting a good result, then I
would definitely use it myself as well, because you don't want to be the only one not

doing it” – 10

“A student trying to do it the right way [not using ChatGPT] will probably get a lower grade
relative to everyone else that is probably using it” – 28

“You feel like you are forced into using it, if you're not using it you're gonna end up worse
than everybody else. If you are not using it you are going to be surpassed by others, that’s why

you are forced into using it.” – 25

“If people in the class use it, I will be urged to use it. I want to have the same prerequisites as
everyone else, of course.” – P3

“I wouldn't have known about it or how to use it as much if my friends didn't use it” - 11

“I think some use it, maybe 50%. Haven't talked much about it; we're not discussing it, but
50-60% use it, so a large part of it does. They can do it, but if my friends start talking about

it, if 80% use it, then I might feel pressured to use it too.” - 50

“I see myself comparing myself to others in this. You do not talk about chatgpt with friends
outside university, but here, It comes up way more often. I know a lot of other students use
chatgpt, lifehack, talking about if we are allowed, are we allowed to put the whole text into
chatgpt to rewrite it, it is till our own information somehow, last year, a lot of people were

using it, getting an overview or summarise, rewrite sentences.” - 14

“But now people have shown me how to rewrite text, get information quicker. will of course
adapt to using it, but am a causious person, dont want to drive into it right away because i

dont want ot loose my own strategies” - 12

“like if everything else does it kind of like a child, you know, like if everyone else does it, then
I also want to do it. ​​Because I mean, I'm being compared with my peers.” -P2
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AI usage

Competitive Environment
(Raises the bar)

“If a person sees themselves as unique, in being good at writing as an example, that strength
is diminished due to the competition that is triggered by the use of ChatGPT. Now, everyone

can be relatively good at it”– 39

“I would say that I have always been a good writer, but now, with ChatGPT, I don’t know
anymore as everyone is good at writing”

– 31

“If I know everyone else is using and they're getting a good result, then I would definitely use
it myself as well, because you don't want to be the only one not doing it” - 13

“If people in the class use it, I will be urged to use it. I want to have the same preconditions as
everyone else, of course” - P3

AI usage

Competitive Environment
(Risk of falling behind)

“You feel like you are forced into using [ChatGPT], if you're not using it, you're gonna end
up worse than everybody else.” – 25

"Either you're on board, or you've fallen off the ship, floating around at sea, and are forgotten
forever. It's important to understand what [ChatGPT] means and how it works. You'll fall

behind in the future if you don't start using it” – 43

“But if I refuses to use it and it gets more integrated in society, it would have a negative
impact on me. I need to keep up with the future involvement of AI it would be only good.” -

12

“If I know everyone else is using and they're getting a good result, then I would definitely use
it myself as well, because you don't want to be the only one not doing it” -10

AI usage

Competitive Environment
(When feeling no pressure)

“To be honest, not at all [important to me to perform well]. I have never been a grade person
(...) I don’t know about how the others are doing it, but I am for sure using ChatGPT for

these kinds of tasks!” – 30

“The pressure comes from external sources, like classmates. Many of them achieve high
grades, which adds to the overall pressure for me (...) It’s like a child, you know, if everyone

else is doing I also want to do it.” – 31

AI usage

Inspired by peers
(Sharing practices)

“Everyone in the class is aware that AI is being used, and we openly share and demonstrate
how to utilize it. We exchange specific phrases to avoid making it sound like AI, enhancing

our communication. I'm completely transparent with my friends about using it.” – 22

“A girl in my class recently did a group project with me. She had no experience using
[ChatGPT] and asked another person in our group, who was experienced, to teach her

everything. This girl is a high achiever, but she realized that reading from beginning to end
wasn't working for her anymore due to time constraints.” – 21
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“We all discuss our usage very openly, sharing tips and strategies, discussing what's possible,
and suggesting search parameters. KTH hasn't provided any information; there's no official

stance, neither a yes nor a no.” - 24

AI usage

Inspired by peers
(Social influence to not adopt)

“My friend has been somewhat negative about it, and that has influenced my thinking too, but
that is in my best interest, I think. I don't want to rely on it too much.” – 3

“I can feel a bit concerned that AI might be used in group assignments, because I would like
to be sure of everyone in the group performing well and independently. I don't want others in

the group to use ChatGPT, because of the risk for plagiarism.” – 45

AI usage

Personal development
(Enhancing)

“I absolutely believe that it can enhance the process, providing quick answers to your
questions. (...) Being able to ask it and get an exact answer immediately is very useful, sort of

as having a study buddy. If done traditionally, you might have to wait a day [for an
explanation].” – 54

“I believe it can definitely enhance [the learning process]. The advantage is that you can tweak
the presentation to understand, ask for explanations in a different way, or find comparisons,
or a dynamic explanation of something. I absolutely think you can tailor what suits your

learning process best.” – 42

“took me 10 min to fix the summary and read it, which is an advantage. would be lazy if I
did not have chatgpt. if i didn't have chatgpt i wouldn't have read the article at all, now i still

have the knowledge in the back of my head during class.” - 14

“ it is so easy to look something up, also if there are things you are not good at, such as math,
when I have chatgpt, it gives me an introduction, easy way to understand that will spark

interest into a subject.” - 18

AI usage

Personal development
(Hindering)

“ (...) it's a very useful tool if you have an understanding of what you're searching for.
However, if you are seeking answers to questions that you are not familiar with, and you

receive a complete response without a proper understanding, blindly trusting it can result in a
lost learning opportunity. As a tool or aid, absolutely, it's great, but using it for learning

purposes is not good.” – 32

“I don't immerse myself in things in the same way. Maybe spending less time understanding
things because AI can make it so much easier, which means you might not gain the same

well-rounded knowledge, which could be negative.” – 29
“I would say I'm not as motivated anymore to really learn from original sources. I was too

lazy to pick up the original research paper on Porter’s Five Forces, so I just let GPT explain
it. It negatively impacts the traditional learning, research-based learning, which this school

stands for.” – 23

“I think you might actually learn more if you like. Take the time to perhaps ask your teacher
about it, because then you might have a more developed you. (...) . I think if you have other

opportunities, I think you should probably stay away from AI” - 6
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“Don't want to rely too much on AI, you dont get the “real” knowledge. if you do desktop
research you will find more of the context, subtitles etc, AI gets it for you quickly but you dont
get the whole picture. You just see the answer and the little picture of it, but you don’t see the

whole picture and all the different alternatives.” - 21

“I don't want to come across as blindly trusting chatGPT; it's important to be more critically
evaluative of sources.” - 35

“I don't know, I think one should read, there's a reason for it. If you are going to work with
this, then you should be able to read it and learn it, if you like it and are passionate about
what you are studying, then it shouldn't be a problem reading the lecture material and

literature.” - 47

“Although it is fast, it sometimes makes me feel like I'm not thinking on my own. It's
important to retain that ability, so I've been consciously trying to rely on it less.” - P2

AI usage

Personal development
(Negative and positive
relience)

"When I'm writing, I often run my text through ChatGPT because I know it's going to
sound better once it's been improved by AI. I don't really make an effort to write nice

sentences from the start because I trust that AI will enhance them later." – P1

“In most of the group projects we use it [ChatGPT], but I try not to use it too much. When
I use it, I feel that it is an easy way out; it is better to do it myself. I worry about how it

impacts my learning and development.” – 20

“You easily lose your self-confidence in your studies and your own abilities” – 27

“Would probably lack of self-confidence if I start using it more, because if it happens then I
realize how much I depend on it, I would feel worse about myself.” - 15

“I try to stay away from it, because I know I want to use it more if i start using it” - 18

Self-Concept and Spectrum
of Identities

Achievement-Oriented Self
(Pressure to perform)

“The school has expectations of me, so there is pressure from the surroundings. Then, I've
always had a lot of pressure on myself as well, but because I have the typical Older Sister- or
Good Girl Syndrome, I believe there's a desire to be really good at everything I do. I think

this makes it important for me to perform well, especially in school.” – 2

“I want proof that I am good at something, and that is why I feel pressure to perform. If it is
a course that I am not interested in, in general, I still want to feel good about myself. It is an

underlying pressure, wanting to perform to know that I am good”. – 17

“I believe that performing well is important. I think it's a lot about a sense of pride, that is, I
have high expectations of myself, which may not always be to my advantage, but I think it has

also helped me a lot to actually kick it up a notch when it comes to school many times. It
probably also has a lot to do with who you hang out with, in my circle of friends, there are
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many who are very good in school and ambitious, which I think rubs off on me. You become
influenced by your company, in a positive way, I'd say.” - 1

“ I have high expectations of myself, higher than what people around me have for me. This
applies to everything, work, relationships, school.” - 47

“Yes, I would say, it's like a receipt to myself that I can.” - 43

“Yes, but it's important for my own self-esteem, so that I feel that I have learned what I have
studied.” - 39

“I would say that. I have high standards for myself and want to do my absolute best.” -37

Self-Concept and Spectrum
of Identities

Achievement-Oriented Self
(Better in conjunction with
AI)

"I know that the grass is greener on the other side, with ChatGPT." – 51

“I have been self-aware of my English writing and realized through school that I am not the
best at writing in English, and this is one of the reasons why I find ChatGPT valuable. To
write more formal sentences and get a better vocabulary. (...) The outcome becomes better; all

my assignments have gone through GPT a couple of times.” – 30

“I think you could get a better grade if you combine your own knowledge together with
ChatGPT.” – 1

Self-Concept and Spectrum
of Identities

Communial-Oriented Self
(Usage triggered to
demonstrate abilities to peers)

“Before saying something in class, I often double-check it with ChatGPT. I don’t want to
sound stupid.” – 18

“What if I am the dumbest in the group, I often think, and then I turn to ChatGPT.” – 50

Self-Concept and Spectrum
of Identities

Communial-Oriented Self
(Perception of others)

"If you are in a group project - we have a lot of group projects - then I think it's more
important to perform as an individual within a group rather than in an individual

assignment. You are affecting others, more important to perform then." – 10

“You want to feel good about yourself. But it's also, I believe, because the program I'm
enrolled in at KTH has many students aiming for high grades, and that influences you

because you don't want to be perceived as less ambitious than others or at least not the least
ambitious.” –31

“When saying, “I asked chatGPT” then people listen, but if it is just coming from
my own mind, then it just flows through their ears. It is not super fun.” – 19

“I'm afraid when being in a group work, I will be perceived as a cheater or as unambitous, if
I use ChatGPT, if I would not do the parts myself" - 54
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Self-Concept and Spectrum
of Identities

Communial-Oriented Self
(Cultivate Collaborative and
Social Skills)

“I guess I would say the benefits that come when you're done, especially studying at this school
compared to any other school, it's a lot of connections and network.” – 4

“If I am able to be open about my usage [of ChatGPT] depends on what people I am in a
project with. Not everyone likes it.” – 16

Self-Concept and Spectrum
of Identities

Communial-Oriented Self
(Group Perceptions)

“I'm afraid when being in a group work, I will be perceived as a cheater or as unambitious, if
I use ChatGPT, because I would not do the parts myself." – 54

“When the members in my group often insisted on using ChatGPT, eventually I just covered
my eyes and ears and let them do it. To me, it didn’t feel like the right thing.” – 55

“I have surely started to doubt my own ability, especially when being in a group project” - 1

“I would say that I am good in writing, but I can feel pressured when I am in a group work,
I compare myself to other students, which often leads me to ChatGPT” - 21

Self-Concept and Spectrum
of Identities

Moral Self
(Values, beliefs and goals)

“I enjoy learning the traditional way, and given this, I don’t use ChatGPT that often. It feels
wrong to me, I have a fear of doing wrong.” – 55

“If I were to start using ChatGPT to feel like those are my texts, then I wouldn't get the
same joy from submitting the work. For my own sake, I feel prouder this way, so yeah, that's

why.” – 45

“It is a give-or-take thing, it would make things easier but it would also come with
disadvantages. You might get a good grade, but I would know I have done something wrong.”

– 12

“Well, I think one should read for themselves, there is a reason for it, not to use these tools as
a substitute. (...) But many say that I, who read so much, should use [ChatGPT], but I'm

afraid I'll miss out on learnings, even if it would be faster.” – 47

“I probably would have felt more satisfied if AI wasn't involved because then you might feel
like you really did the work properly” - 7

“my friends use it a lot more, i am interesting in learning what i am doing as well.” - 8

“I needed to committed way less time, easier way to get better grades. (..) But it did not feel
good” - 14

“GPT is a fast and easy way out. It doesn't feel completely right to use it when you are
supposed to do it yourself ” - 19
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“I believe AI is great in some senses, but I try not to use it too much. When I use it, I feel
that it is an easy way out; it is better to do it myself. I worry about how it impacts my

learning and development” - 20

Self-Concept and Spectrum
of Identities

Moral Self
(Optimising time management
and productivity)

”When I can summarize the articles quickly, I have more time for other tasks (…) or, other
things I enjoy, like social things. “ – 26

“I don't know if I would say dependent, but I think it would rather be described as
time-saving. I know that I need to put in many hours to get a high grade in a specific course
that I like. I think that AI would then be time-saving for me in the courses I didn't need to
put the same effort in, so I could spend those hours on other more important courses.” – 9

“ The time it saves is so massive that it doesn't make sense just to use your own brain power.
If you have a high workload then you can prioritize your time to spend your own brain power
on the most important tasks, versus more simpler ones that are a “GPT-territory.” – 10

“it's more efficient, ChatGPT is good for streamlining and gives you more time for other
things.” - 48

Self-Concept and Spectrum
of Identities

Moral Self
(Shame mechanism)

“It deteriorates one's self-image with the intellectual commitment and you feel a bit ashamed
and think, 'Here I am again with AI' (...) I don't want anyone to look over my shoulder and

see me using it.” – 21

“Now it's almost embarrassing to admit [that I use ChatGPT]...” – 32

Self-Concept and Spectrum
of Identities

Moral Self
(Verbal Cues)

“Yes, it has happened once that we tried ChatGPT *giggling*, but then we used ChatGPT
like this to get help while studying.” – 37

“Yeah, we have used it to rephrase text, we've used it for that, but we have never copied it
directly, but instead verified that the text is okay.” – 14

Self-Concept and Spectrum
of Identities

Moral Self
(Defense Mechanism)

“I mean, do you think it is wrong? It’s not like cheating; I write the prompts and there is
really no difference from asking a friend, right?” – 28

“usually not chatgpt, stay away from those things. AI can be seen as a way for students to
cheat” - 12

Self-Concept and Spectrum
of Identities

Moral Self
(Perception of final work)

“I wouldn't say it's AI; I would definitely say it's my own work. It's based on my own
information. It's like Google, it gives you ideas. It's the same way; ChatGPT does the same,

and it's the same kind of relationship.”
– 51
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“It's definitely a collaboration effort. You want to think that it is your own, but it is a
collaboration. Perhaps a 60-40 split; 60% to GPT and 40% to me.” – 32

“(very ashamed). Eh haha hehe, would like to say it's my own, but it depends on the extent
to which I've used it. I rarely copy-paste to understand, seeking inspiration, but might miss

certain parts. It's mine, but with the assistance of ChatGPT” - 42

Identity Conflict

Identity Threat
(Against identity)

"Although [ChatGPT] is fast, it sometimes makes me feel like I'm not thinking on my own.
It's important to retain that ability, so I've been consciously trying to rely on it less." - P2

“However, I felt like 'Wow, I'm so bad'. When I used it, I didn't feel like I lived up to the
expectations I had been given. I didn't have a sense of pride in my essay. It's a relief that it's
over, went quick, and it turned out good, but I feel bad for not having done it myself.” – 13

“Before, I knew I was a good writer, but now, I question my own abilities as I have an urge
to always use AI. I compare myself with it, like I could never produce this myself, it is

making me feel worse about myself.” – 17

“I question myself and my ability more than I did before.” - 23

“it's almost embarrassing to admit.” - 32

“Not a great feeling to know that you're not thinking for yourself, you still want to retain
that ability.” - 38

Identity Conflict

Identity Opportunity
(Complementing Abilities)

“I have no finance degree, but still, I somehow ended up working in finance. Thanks to the
access to ChatGPT, I can now pursue a job I have previously dreamed about. It is almost

insane, and I am definitely smarter together with ChatGPT.” – 42

"I have never been a good writer; I'm just glad that there's something that can do it for me.
When writing longer texts, it's nice. It makes me feel better, and the output is better.” – 16

Identity Conflict

Identity Opportunity
(Enhancing Results)

“To be honest, I only care about the outcome. If it is better, then I will use [ChatGPT].“
– 30

“If I can find a way to get the work done in a faster manner then of course you should use it
[ChatGPT], I think” – 10

“why should I do this myself when ChatGPT can do it much better?” – 1
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8.10 Appendix J: Use of Grammarly in Writing This Thesis

The authors of this thesis have been using GrammarlyGO for spelling and grammatical purposes
throughout the process of writing, which is a plug in program with generative AI features. This
tool has contributed to the quality of this thesis by enhancing the experience for the reader by
reducing spelling- and grammatical errors. GrammarlyGO provides suggestions for changes to
improve the structure of the text, which the authors then choose to accept or not.
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