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Abstract: Motivational aspects in reading, math, science and physical education are often studied
on whole samples and not grouped into different classes. In our study we wish to investigate cross-
sectional data across classes. Our research question wishes to investigate what class differences are
there in school subject-based well-being and perceived competence? A total of 378 Icelandic pupils
in classes 1–9 did answer a survey with nine items, focusing on how are you feeling at school, how
do you like and how are you doing in reading, math, science and physical education. There were
163 girls (43%), and 202 boys (53%) ranging from 6 to 15 years of age (M = 10.86, SD = 2.57). The
findings, for the whole sample, indicate that girls tend to like reading more than boys do. Additionally,
girls feel that they are better in science compared to boys, while boys like physical education more
than girls. In terms of classes, multiple items, including reading, math and science, indicated class
differences, where higher classes (i.e., eighth and ninth class) tend to have lower average scores in
how much they liked a certain topic, and how competent they felt. It is also of great interest that
the correlation between ‘how do you like’ and ‘how are you doing’ are 0.53, 0.71, 0.66 and 0.66 for
reading, math, science and physical activity, respectively. Well-being and perceived competence in
all subjects correlate with each other, and well-being at school. This shows the importance of seeing
the school as a holistic system, where experiences related to individual subjects coincide with the
overall experience (and vice versa). The results are discussed in relation to self-perception, motivation
and practice.

Keywords: well-being; perceived competence; reading; math; science; physical activity; gender;
age; classes

1. Introduction

Programme for International Student Assessment (PISA) measures 15-year-old stu-
dents’ ability in reading, maths and science and their real-life skills [1]. The 2018 PISA
report indicates that Iceland has below-average performance in both reading and science
but just over the average in math [2]. The findings also indicate that Icelandic boys are
doing poorly in reading (454 vs. 494), math (490 vs. 500) and science (471 vs. 479) compared
to girls (OECD, 2019). In reading the OECD average difference between boys and girls is
30 points. However, Icelandic girls scored 40 points higher than the boys in reading [2]. In
addition, the decreasing trend has been stable for the seven PISA assessments completed in
Iceland [2]. In math, the OECD average show that boys scores 5 points higher than girls. In
Iceland, girls scored 10 points higher than the boys. Lastly, the OECD results show that
girls scored 8 points higher than boys in science among Icelandic students [2]. The OECD
average is that girls score 2 points higher than the boys. The general findings in PISA [2]
are that Iceland has a decreasing trend in reading, science and math. However, the trend
indicates a more severe decrease for the boys compared to the girls.
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Based on the PISA results it is fruitful to investigate the general well-being among the
Icelandic school children to understand how they are doing in school and how it might
influence their motivation to perform in reading, math, science and physical education [3].
Diener et al. [4] (p. 63) defines subjective well-being as ‘a person’s cognitive and affective
evaluations of his or her life’. School performance, reading, math and science are often
investigated through measurements of cognitive abilities e.g [5–8]. However, studies
have found that motivational factors such as perceived competence and intrinsic value
have incremental value above general cognitive abilities domains such as science [9].
‘Perceived competence (PC) refers to one’s beliefs about his or her ability to learn and
executive specific skills’ [10] (p. 1). In Harter’s competence motivation theory perceived
competence is a key factor [11,12]. Dicke et al. [13] (p. 2) argue that ‘students perceived
competence, i.e., feeling capable with regards to the task at hand, is one of the crucial
components of student motivation and is associated with positive academic outcomes,
such as achievement’ [14]. This may be linked to motivational factors such as passion, grit
and mindset [15–21]. Findings from Bailey and Phillips [22] show that intrinsic motivation
predicts well-being and academic performance. Namely, both motivational aspects and
well-being are important predictors of academic performance in reading, science, math and
physical education.

1.1. Reading

Reading performance and development are often explained through cognitive measures
such as decoding, language comprehension and letter-sound knowledge e.g. [5,20,23–27]. How-
ever, the individual must be motivated to read for reading skill to develop [28–30]. Reading
motivation have shown to be positively related to the amount of time spent reading [31] and
the amount of time spent reading has been shown to improve reading comprehension [24–34].
Furthermore, findings on reading performance have shown that students’ enjoyment of reading
explain 18% of variance in reading performance [35]. Additionally, Cheema [35] finds that the
predictive variance varies across different countries, highly academic countries have a positive
relationship between gender, socioeconomic status and enjoyment and not in low-performing
academic countries.

Other studies show that perceived control in reading has a negative relationship
to anxiety which negatively predicts reading comprehension [36]. Namely, individuals
that feel competent while reading experience less anxiety. Furthermore, self-efficacy is
associated with reading more difficult texts and reading out of enjoyment, and as a result
individuals with more self-efficacy perform better on reading tests compared to those who
were less motivated [37]. Lastly, findings show there is a reciprocal relationship between
achievement and reading motivation [38]. Namely, both reading achievement and reading
performance predicted each other at two timepoints among twins, indicating a genetic
factor in this reciprocal relationship [38]. Consequently, motivational aspects are associated
with reading performance [39]. Kuzyk et al. [40] (p. 3) argues that girls perceive themselves
more positively in reading and writing than in subjects such as math and science. In relation
to perceived competence in reading, girls tend to rate themselves higher than boys [41]
(p. 110).

1.2. Math

General cognitive abilities, spatial abilities and processing speed are often used to
predict academic achievements in mathematics [6]. However, findings on motivational
variables such as academic self-concept show that having high perceived math competence
predicts academic performance in math, and enjoyment predicts higher perceived math
competence [42]. Additionally, Christensen and Knezek [43] finds that enjoyment and con-
fidence have a reciprocal relationship, but that enjoyment and confidence decrease over the
years. Namely, individuals that perceive math as fun engages more in math activities [44].
Engagement in math specific activities have shown to increase math confidence [43]. Hence,
when confidence increases, the individuals have shown to experience more enjoyment in
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that domain. As a result, the reciprocal relationship between enjoyment and perceived
achievement have shown to increase performance in math [45]. Researchers have argued
that boys perceive themselves more positively in math than girls [46,47]. This might be
related to gender differences in achievement-related beliefs [48], which may be linked
to passion for achievement. Research has indicated gender differences in passion for an
area/theme/skill; males have a higher score [15,16]. Golding et al. [49] found, in their
study, that girls reported enjoying mathematic less than boys.

1.3. Science

Like reading and math, engagement in science requires individual motivation and
interest [7]. Areepattamannil and colleagues [50] show that important predictors of science
achievement include motivational beliefs, self-efficacy and enjoyment. Both enjoyment
and the experienced competence have been linked to increased psychological well-being
(i.e., need satisfaction; [51]). Furthermore, studies show that among students in Hong-
Kong, enjoyment and self-efficacy in science predict higher science achievements [52].
Namely, believing in one’s capabilities and enjoyment of a subject are related to higher
performance. Next, science enjoyment is related to science interest, which mediate the
relationship between enjoyment and embedded interest in science (i.e., desire to further
engage in specific domain topics; [53]). Consequently, findings show that both perceived
competence and enjoyment are reciprocal, meaning that an increase in enjoyment might
improve perceived performance and the other way around [42].

1.4. Physical Education

Children and adolescents are advised to spend 60 min in moderate-vigorous activity
each day [54]. Furthermore, physical education contributes to development of motor
skills and physical fitness among children [55]. However, moderate-vigorous activity has
shown to decrease in the higher grades [56]. Nonetheless, studies show that experienced
competence in physical education explained both engagement in physical activity during
physical education, but also outside of school [57]. Still, there was no differences in levels
of physical activity based on the reported levels of enjoyment among the students [57].
Additionally, Gråstén and colleagues [58] find that task climates in physical education are an
important predictor of enjoyment, which further predicts perceived competence. Namely,
it is important to nurture climates in physical education that focus on learning, since it
predicts higher enjoyment and perceived competence among children. Hence, enjoyment
and perceived competence predict higher engagement in physical education [59]. Lastly,
findings show that boys report more time spent on physical activity, perceived competence
and enjoyment than girls did [57]. Ruble et al. [41] (p. 110) found, in relation to physical
competence, that boys are much more likely to rate themselves higher than girls.

Motivational aspects in reading, math, science and physical education are often stud-
ied on whole samples and not grouped into different classes. In our study we wish to
investigate cross-sectional data across classes. Our main research question wishes to in-
vestigate what class differences are there in school subject-based well-being and perceived
competence? Our secondary aim is to analyse the relationship between the different factors.
There it is of interest to see the relationship between ‘how do you like’ and ‘how are you
doing’ in the subjects reading, math, science and physical education.

2. Method
2.1. Participants

At the beginning the students reported their age, gender and what grade they were in.
The study consists of 378 Icelandic pupils from 1–9 grade. The children ranged from 6 to
15 years of age (M = 10.86, SD = 2.57). There were 163 girls (43%), and 202 boys (53%). The
girls had a mean age of 10.92 (SD = 2.54), and the boys had a mean age of 10.81 (SD = 2.59).
Among the respondents, 13 chose not to report their gender (3%). The data collection was
carried out in May 2021. The children participating in the study come from Vestmanna
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Island which is a group of 14 small Icelandic islands off Iceland’s southern shore. Heimaey
is the largest and only inhabited island in which the town Vestmannaeyjar is located. The
population of the islands is around 4.000. The sample included children in a wide range
of socio-economic backgrounds [20] (p. 2). The school curriculum is similar to the Nordic
countries as Norway. From the autumn 2021 the Vestmanna Islands elementary school
is part of the ‘Ignition approach’ (Kveikjum neistann) which has focused on increasing
achievement and well-being of the students. The project builds on the theories to Ericsson
‘deliberate practice’ [30], Csikszentmihalyi ‘flow’ [60] and Sigmundsson ‘motivational
factors’ [15,17]. The approach has much focus on daily physical activity, training hour
with challenges in relation to skill and passion hour. In the passion hour the children have
the possibility to choose subjects to work on in the end of the day. By choosing subjects
it is possible to increase the passion for achievement and therefore the motivation and
well-being [15,17–20].

2.2. Measures
2.2.1. Well-Being and Perceived Competence

Respondents answered a survey, with nine items totally. Four items regarding their
subjective perceived competence ‘how are you doing’ in math, science, reading and physical
education (see Table 1). Furthermore, the respondents answered five questions regarding
their subjective well-being ‘how are you feeling at school’ and ‘how do you like’ reading,
math, science and physical education (see Table 1). The students answered the questions
with a use of emojis, ranging from 1–5 Likert-scale, where 1 corresponds to a very sad
face, and 5 corresponds to a very happy face (3 was a neutral face). The questionnaire
was developed by the Research group for learning and skill development at NTNU. The
perceived competence questions are built on Harter [11,12] theory and methodology. The
well-being questions were developed by our research group.

Table 1. Nine questions used in survey.

School. How Are You Feeling at School?

Reading 1. How do you like reading?
Reading 2. How are you doing in reading?

Math 1. How do you like math?
Math 2. How are you doing in math?

Science 1. How do you like science?
Science 2. How are you doing in science?

Physical Education (PE) 1. How do you like physical education?
Physical Education (PE) 2. How are you doing in physical education?

2.2.2. Test-Retest Reliability

The scales used to measure well-being and perceived competence showed a good
test-retest reliability. ICCs between the test scores and retest scores show a range from 0.87
to 1.00 (See Table 2). The test-retest included seven students who answered 1 week apart.
See Table 2 for means and standard deviations for the included variables. The test-retest
participants had a mean age of 14.75 (SD = 0.50).

2.3. Procedure

The study was completed in accordance with the Declaration of Helsinki. The data
collection was carried out as a part of the school curriculum. Passive consent from the
participants was confirmed to be sufficient from the Data Protection Authority, because no
sensitive personal data were collected. The information registered about the participants
was anonymous (only age, gender and class). The children and adolescents were assessed
in a group setting at the school campus (during normal school hours). The teachers were
the ones responsible for administrating the survey.
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Table 2. Means and standard deviations of the test and retests scores (N=7).

Test Score Retest Score ICC

M SD M SD

School 4.00 1.00 4.14 0.90 0.96
Reading 1 3.14 1.22 3.43 0.79 0.93
Reading 2 3.57 0.79 3.29 1.11 0.92

Math 1 3.43 1.13 3.57 0.98 0.97
Math 2 4.14 1.07 3.86 1.46 0.96

Science 1 2.43 0.98 2.29 0.95 0.96
Science 2 3.29 0.76 3.29 0.76 1.00

PE 1 3.86 0.69 3.86 0.90 0.87
PE 2 4.43 0.79 4.57 0.79 0.94

Note, ICCs = intraclass correlation coefficients.

2.4. Data Analysis

The data were analysed with the use of SPSS version 28 for windows (SPSS Inc.,
Chicago, IL, USA). Scores were entered manually by one of the authors and prepared for
analysis. First, we did an independent sample t-test to test gender differences across the
nine variables. Next, to check how boys and girls like school across classes, a split by
gender one-way ANOVA was used to measure class differences. A one-way MANOVA
was performed to investigate mean differences in the variables across the nine classes. To
correct for multiple comparisons in the MANOVA, Bonferroni post-hoc was used. Statistical
significance was set to p < 0.05. Since this study is exploratory, we used Pearson correlation
to investigate the relationship between the variables included in the survey. Missing values
was replaced with the mean from the respondents group belonging (grade or gender if
class was missing).

3. Results
3.1. Descriptive Statistics

An independent sample t-test of the whole sample showed that there were mean
differences in test scores based on gender in three of the nine items (see Table 3). Girls
(M = 3.77, SD = 1.06) reported that they liked reading more than boys (M = 3.38, SD = 1.27)
did, t(363) = 3.10, p < 0.01. Additionally, girls (M = 4.06, SD = 1.03) felt that they did
well in science more than boys (M = 3.77, SD = 1.10) did, t(363) = 2.56, p < 0.05). Boys
(M = 4.42, SD = 1.00) reported that they liked sports and swimming on average more than
girls (M = 4.15, SD = 1.15) did, t(362) = −2.42, p < 0.05. There were no significant mean
differences in how they felt about school and how they liked maths and science. Lastly,
there were no significant mean differences in how they felt they were doing in reading,
maths, and sports/swimming.

Table 3. Mean and standard deviations group as whole.

Group as Whole
(N = 378) Boys (n = 202) Girls (n = 163)

Mean (SD) Mean (SD) Mean (SD) p a

School 4.01 (1.01) 3.93 (1.03) 4.12 (0.93) 0.075
Reading 1 3.55 (1.20) 3.39 (1.27) 3.77 (1.06) 0.002 **
Reading 2 3.94 (1.02) 3.89 (1.05) 4.03 (0.96) 0.180

Math 1 3.81 (1.26) 3.81 (1.28) 3.87 (1.18) 0.680
Math 2 4.07 (1.00) 4.08 (1.04) 4.10 (1.13) 0.825

Science 1 3.73 (1.25) 3.68 (1.21) 3.77 (1.31) 0.527
Science 2 3.89 (1.08) 3.77 (1.10) 4.06 (1.03) 0.011 *

PE 1 4.29 (1.08) 4.42 (1.00) 4.15 (1.15) 0.015 *
PE 2 4.42 (0.90) 4.50 (0.88) 4.36 (0.91) 0.183

Note: a Independent sample t-test. * p < 0.05, ** p < 0.01. 1 = ‘How do you like’, 2= ‘How are you doing in’.
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3.2. Mean Differences across Classes on ‘How Are You Feeling at School’ (Split by Gender)

A one-way ANOVA split by gender was run to test for mean class differences among
each gender in ‘how are you feeling at school’ (See Figure 1). The one-way ANOVA showed
significant differences across classes among the girls, F(8, 155) = 2.41, p = 0.018. Among the
boys there were no significant differences between classes in ‘how are you feeling at school’,
F(8, 194) = 0.79, p = 610. Girls in third class (M = 4.72, SD = 0.58) significantly are feeling
better at school than girls in ninth class (M = 3.56, SD = 1.03). There were no significant
differences in the rest of the classes.
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3.3. Class Differences in Test Scores across Classes in Group as Whole

A one-way MANOVA was used to investigate the differences in the nine classes
among the eight questions. The multivariate analysis indicated significant class differences
in the eight test scores, F(72, 306) = 2.65, p < 0.001, Willk’s Λ = 0.59, partial η2 = 0.07. An
inspection of the univariate analysis showed that there were significant differences in liking
and perceived competence in reading and science among the nine classes. There was also
significant difference in liking math among the nine classes (See Figures 2–4). Since multiple
comparisons were used, Bonferroni post-hoc was used to investigate mean differences in
how they like reading, math and science. Lastly, post-hoc was used to investigate mean
differences in how they are doing in reading and science.
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There were no significant differences in ‘how do you like’ and ‘how are you doing’ in
physical education and ‘how are you doing in math’ (See Figures 2–4). Hence, there was
found to be no need to investigate these in the post-hoc analysis.

3.3.1. Reading WB (Well-Being), “How Do You Like Reading?”

An inspection of the univariate analysis showed that there were significant differences
among the classes on Reading WB, F(8, 370) = 3,61, p < 0.001. The post-hoc test showed that
ninth (M = 3.00, SD = 1.21) classes scored significantly lower than first (M = 4.00, SD = 1.49),
second (M = 4.02, SD = 1.01) and third (M = 3.89, SD = 1.11) classes in Reading WB scores
(See Figure 2). To explain, ninth class liked reading on average less than first, second and
third classes did.

3.3.2. Reading PC (Perceived Competence), “How Are You Doing in Reading?”

The nine classes differed significantly in Reading PC, F(8, 370) = 3,78, p < 0.001. The
post-hoc analysis showed that second (M = 4.56, SD = 0.63) classes scored significantly
higher than fifth (M = 3.85, SD = 1.04), seventh (M = 3.72, SD = 1.01), eighth (M = 3.78,
SD = 0.79) and ninth (M = 3.57, SD = 0.87) classes in Reading PC (See Figure 3). Results
show that second classes felt that they on average were doing better in reading than fifth,
seventh, eighth and ninth classes did.
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3.3.3. Math WB, “How Do You Like Math?”

The univariate analysis indicated that there were significant differences across classes
on how the students liked math, F(8, 370) = 2.15, p = 0.031. However, an inspection of the
post-hoc results indicated no significant differences between the classes.

3.3.4. Science WB, “How Do You Like Science?”

The nine classes differed in Science WB, F(8, 370) = 14.75, p < 0.001. In Science WB, first
(M = 3.90, SD = 1.48) class had significantly higher scores then eighth (M = 3.03, SD = 1.31)
and ninth (M = 2.28, SD = 1.14) classes. Second (M = 4.39, SD = 1.10), third (M = 4.32,
SD = 0.96), fourth (M = 4.16, SD = 0.96), sixth (M = 4.13, SD = 0.72) and seventh (M = 3.77,
SD = 0.82) classes also had significantly higher scores than eighth and ninth classes. Fifth
(M = 3.64, SD = 1.20) class had significantly higher scores then ninth class (See Figure 2).

3.3.5. Science PC, “How Are You Doing in Science?”

Results showed that the nine classes differed in Science PC, F(8, 370) = 9.48, p < 0.001.
In Science PC, first (M = 4.30, SD = 1.32) class scored significantly higher than eighth
(M = 3.34, SD = 1.04) and ninth (M = 3.06, SD = 1.12) classes. Secondly, second (M = 4.49,
SD = 0.87) class had significantly higher scores than fifth (M = 3.77, SD = 0.96), seventh
(M = 3.76, SD = 0.78), eighth and ninth classes. Thirdly, third (M = 4.30, SD = 0.98) class
had significantly higher scores than eighth and ninth classes. Fourthly, the fourth (M = 4.21,
SD = 0.92) class had significantly higher scores than ninth class. Next, the sixth (M = 4.17,
SD = 0.75) class had significantly higher scores than the eighth and ninth classes. Lastly,
the seventh (M = 3.75, SD = 0.78) class had significantly higher scores then the ninth class
(See Figure 3).

3.4. Correlations between Variables

First, a Pearson’s correlational analysis (See Table 4) showed that Math PC highly
correlated with Math WB, r = 0.71, p <. 01. Additionally, there was a strong significant
correlation between PE WB and PE PC, r = 0.66, p < 0.01. PE PC had a weak significant
correlation with Reading WB, r = 0.19, p < 0.01 and lastly, PE PC had a weak significant
correlation with Science WB, r = 0.18, p < 0.01.

Table 4. Bivariate correlations for group as whole.

(1) (2) (3) (4) (5) (6) (7) (8) (9)

School (1)
Reading 1 (2) 0.49 **
Reading 2 (3) 0.39 ** 0.53 **

Math 1 (4) 0.48 ** 0.53 ** 0.42 **
Math 2 (5) 0.40 ** 0.37 ** 0.54 ** 0.71 **

Science 1 (6) 0.39 ** 0.50 ** 0.40 ** 0.40 ** 0.33 **
Science 2 (7) 0.36 ** 0.43 ** 0.52 ** 0.35 ** 0.46 ** 0.66 **

PE 1 (8) 0.31 ** 0.30 ** 0.33 ** 0.37 ** 0.36 ** 0.26 ** 0.27 **
PE 2 (9) 0.30 ** 0.19 ** 0.33 ** 0.31 ** 0.35 ** 0.18 ** 0.28 ** 0.66 **

Note: Pearson bivariate correlations between every question in the survey (two-tailed). ** p < 0.01, 1 = ‘How do you
like’, 2 = ‘How are you doing in’.

4. Discussion

The findings indicate that girls tend to like, and feel they are more competent in,
theoretical subjects, reading, math and science, than boys do. Boys tend to like physical
education, and feel more competent, than girls do. In terms of classes, multiple items,
including reading, math and science, indicated class differences, where higher classes tend
to have lower average scores in how much they liked a certain topic, and how competent
they felt.
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The class differences among girls were found in how they are feeling at school in
general. Among the girls, the lower class tends to have higher average scores in the
aforementioned subject. Boys had no class differences in how they are feeling about school.
It is interesting to see the development from the 8 class to the 9 class for the genders. Boys
scores increase and girls decrease.

It is also of great interest to see that the correlation between ’How do like’ and ’How
are you doing’ are 0.53, 0.71, 0.66 and 0.66 for reading, math, science and physical activity,
respectively. Well-being and perceived competence in all subjects correlate with each
other, and well-being at school. This shows the importance of seeing the school as a
holistic system, where experiences related to individual subjects coincide with the overall
experience (and vice versa) [20].

4.1. Gender Differences in Reading, Science and Physical Education

Results indicate mean differences in how much girls liked reading compared to boys
(see Table 3). This study finds that girls reported liking reading more than the boys did.
Former research has indicated that girls tend to have a more positive reading attitude,
read more frequently and have better reading comprehension compared to boys [61]. As a
result, girls tend to be more motivated to read due to the interplay between comprehension,
positive attitude, and frequent reading. Namely, such motivation may be influenced by
the teacher’s perception where Boerma et al. [62] finds that girls’ concept of reading and
value of reading tend to be associated with teacher perceptions. Consequently, more value
of reading could motivate frequent reading, which could improve reading comprehension
through consistent practice [63,64]. The results suggest that girls feel more competent in
science compared to boys (see Table 3). According to the PISA results, girls also tend to
score higher in science compared to boys [2]. Additionally, studies by Britner et al. [65]
suggest that girls have higher grades and self-efficacy in earth sciences. However, girls
seem to have lower self-confidence and as a result assert less value to maths and physical
sciences than boys do [66]. Other findings have also suggested that girls’ performance in
science-related fields tend to be lower compared to boys [67]. Still, the findings indicate
that girls in 1–9th class tend to feel more competent than boys do, and that STEM-related
stereotypes might influence girls’ career-related choices later in life [68,69]. Consistent with
former findings boys tend to perceive more competence in physical education compared to
girls [70,71] (see Table 3). The gender difference might influence time spent on physical
activity outside of school for each gender. Namely, boys tend to feel more competent in
physical education, and as a result spend more time being physically active outside of
school [57]. Since the boys perceive more competence in physical education compared to
girls, they might be more engaged. That is, engagement and perception of competence is
reciprocal—being exposed to more physical activity might strengthen the perception of
competence, and the other way around [59]. Findings by Shen and colleagues [72], indicate
that parental support might influence physical education enjoyment among girls with low
perception of physical competence. In fact, increasing enjoyment through parental support
might benefit the perceived physical competence among girls [55]. Consequently, having
lower perceived competence might influence the engagement in physical education among
the girls [56].

4.2. Class Differences

The results from this study indicate that both perceived competence (‘how are you
doing’) and well-being (’how do you like’) of science, math and reading is decreasing
through classes among Icelandic school children (see Figures 2–4). Similarly, the findings
from PISA [2], show that Iceland has a decreasing trend in reading, math and science
performance. Former findings have established the importance of perceived competence
and enjoyment in academical performance (e.g; [35,36,45,50]. To explain, the relationship
between perceived competence and well-being is reciprocal [73]. That is, when the indi-
vidual experiences more enjoyment in a specific domain, they are more likely to engage
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in the domain. Thus, more engagement can increase the performance, and feeling of
mastery which is strengthening perceived competence [39]. Consequently, when the in-
dividuals feel less competent, they might also enjoy the specific domain less. As a result,
Icelandic students might disengage with activities related to reading, math and science.
Next, the disengagement can influence amount of time spent practicing and decrease per-
formance [29,30,63]. Consequently, a decrease in either well-being or perceived competence
might demotivate the student to engage in the specific activity. This may be linked to
decrease in important motivational factors as passion for achievement, grit and growth
mindset [15–17]. The teachers have an important role in keeping the child’s passion or
strong interest for an area/theme/skill through the school years. With increasing passion,
grit will also increase. At the same time the parents/guardians have an important role in
their children’s education [20]. It can be said that growth mindset is a belief in one’s own
abilities and potential. Growth mindset has proven to be one of the keys to success [74]
and is probably an underlying factor for passion and grit [16]. Growth mindset should be
all encompassing in our society. Both within the walls of the family, in school and sports.
Schools should also place great emphasis on increasing the children’s mastery experiences.
They can do that by providing the right challenges in relation to competence [20,60].

4.3. Limitations

There are some limitations in this study. Firstly, the data are not longitudinal and
only cross-sectional. Thus, no causal relationship between class belonging and, perceived
competence and well-being can be made. Secondly, the number of observations in each
class is skewed, and thus the mean group differences should be interpreted with caution.

4.4. Implications and Future Studies

The findings (Figures 2–4) suggest that well-being and perceived competence, in
school, is decreasing among Icelandic youth. Future studies should investigate the benefits
of interventions to improve motivation in the specific fields, overall well-being. We should
aim for increasing mastery and the feeling of ’I can’ [20]. Furthermore, others should inves-
tigate the same research question with a bigger sample, and possibly with a longitudinal
design. Lastly, others can investigate the benefits from using scales that measure well-being
and perceived competence in the specific domains, with more than one item.

5. Conclusions

For the whole sample, girls tend to like reading more than boys do. Additionally,
girls perceive that they are better in science compared to boys, while boys like physical
education more than girls. In terms of classes, multiple items, including reading, math and
science, indicated class differences, whereas higher classes (i.e., eighth and ninth class) tend
to have lower average scores in how much they liked a certain topic, and how competent
they felt. It is of great interest to see that the correlation between ’How do like’ and ’How
are you doing’ in all subjects correlate with each other, and well-being at school. This
shows the importance of seeing the school as a holistic system, where experiences related
to individual subjects coincide with the overall experience (and vice versa).
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