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Students’ food-related knowledge and skills have the potential to influence
their food choices and, consequently, their health and well-being over time.
In Sweden, education related to sustainable food choices is traditionally
addressed in the later years of primary school, whereas formal home
economics education begins in grade six (students aged 12 years). However,
younger students in early primary school already seem to have food-related
questions and reflections. The aim of the present thesis is to explore how
food can be utilized as a pedagogical tool in early primary school through a
co-design process of subject-integrated food education, promoting students’
food-related learning.

This doctoral thesis explores co-designed subject-integrated food
education from multiple perspectives, including teachers’ initial perceptions
of subject-integrated food education, the co-design process, and the
implemented teaching practices from both teaching and learning
perspectives. The overall methodological approach of the research was a
qualitative case study. A co-design process was employed to explore, design,
implement, and evaluate subject-integrated food education in early primary
school (students aged 6-9 years). The research is informed by a sociocultural
perspective that frames the theoretical approach and analysis. Data were
collected using questionnaires, interviews, participant observations, and field
notes from co-design sessions and classroom observations.

The findings reveal the importance of a food-supportive school culture
characterized by an organizational structure that facilitates collaboration
among school staff and provides time for planning food-related learning



activities. Teachers’ food education knowledge and skills, as well as the
facilitation of subject-integrated food education, emerged as crucial factors.
The findings further highlighted food as a familiar, tangible, and experience-
generating pedagogical tool that supported both learning about food and
learning hrough food, thereby facilitating students’ food-related learning. The
use of food as a pedagogical tool also encouraged food-related
communication, the structuring of information, and the observation of the
visual characteristics of fruits and vegetables. Furthermore, exploratory,
collaborative, and non-negotiable food-related learning moments were
identified during the learning process. These findings highlight the
importance of a skilled food educator who recognizes and responds to
students’ food-related initiatives and who aligns their teaching methodology
with students’ playful interests and levels of knowledge.

In conclusion, subject-integrated food education in early primary school
benefits from organizational support provided by school management,
collaborative practices, and institutional and educator expertise in food-
related knowledge and skills. The findings have implications for teacher
education and school management, emphasizing the need for professional
knowledge and organizational structures that support subject-integrated
food education from an eatly age.
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Introduction

Food embodies much more than the nutrients it provides for survival. Embedded
within its sociocultural context is memories, identity markers, pleasure, comfort,
and well-being. Everybody’s experience of food is unique, including the culture
and preferences connected to it (Contento, 2011). In an educational setting,
students? not only seek answers about food items but also about its global
interconnections, such as the origins of food and its production chain. However,
contemporary food production is often far from transparent, even though students
are required to make numerous decisions regarding their food choices3. Early
primary school students may have limited insight into food production, generally
restricted food-related knowledge, and narrow food preferences.

According to the Swedish national curriculum (National Agency for Education,
2024a), students’ food-related questions are not systematically addressed through
food education until grade six, when home economics education is often
introduced. However, students as well as teachers engage in food education much
eatlier, for example, through students’ questions about food origins and food
groups.

This doctoral thesis on food and nutrition focuses on food education and seeks
to promote food-related learning and the promotion of students’ sustainable food
choices. It is grounded in global sustainability goals and public health perspectives,
based on the Brundtland Report (World Commission on Environment and
Development, 1987). Sustainability, encompassing social (including health-
related), economic, and environmental dimensions, forms the foundation of the
2030 Agenda for Sustainable Development and the Sustainable Development
Goals (United Nations, 2015). Moreover, people’s food choices are closely
connected to the Global Goals, particularly those addressing health and well-being
and responsible consumption and production (United Nations, 2015).

> In this thesis, szudents refer to learners aged 6-9 years (see p. 19).

In this thesis, the term food choices are used in preference to babits, patterns, or eating, as it
emphasizes the active nature of decision-making (see p. 20).

3
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Furthermore, in 2019, the EAT-Lancet Commission concluded that
sustainable diets should include more whole grains, fruits, vegetables, nuts, and
legumes while reducing the intake of processed foods, meat, and dairy products
for both health and climate reasons (Willett et al., 2019). The Commission also
emphasizes the importance of reducing salt and sugar, regulating fat intake, and
achieving an appropriate overall energy intake (Rockstrém et al., 2025). The
updated 2025 EAT-Lancet report highlights the need for a just and equitable food
system spanning both the production and consumption chains, in addition to
sustainability. However, the EAT-Lancet Commission stresses that plant-rich food
choices should remain compatible with different food cultures and individual
preferences (Rockstrém et al., 2025).

Despite the recommendations of a plant-based diet (Rockstrom et al., 2025),
the Swedish population eats insufficient portions of fruit, vegetables, and whole
grains (Public Health Agency of Sweden, 2019). The low intake of fruits and
vegetables remains a key challenge in reaching nutrition recommendations in
Sweden (Blomhoff et al., 2023), reflecting the inherent complexity of sustainable
food choices.

Apart from environmental aspects, the need for food education is evident at
both societal and individual levels. Socioeconomic differences in food choices ate
well documented; higher levels of education and income are associated with
healthier food choices (Fismen et al., 2016; Public Health Agency of Sweden,
2019). In line with Sweden’s public health goals for good and equitable health
(Commission for Health Equity, 2017), all students should acquire knowledge
about sustainable and healthy food choices regardless of their family background.
This highlights the importance of systematic food education in schools,
particularly from an equity perspective (Ares et al., 2023; Bjorkkjer et al., 2023).
Furthermore, schools provide an important arena for food education given that
students encounter repeated opportunities for learning over extended periods
(Love et al., 2020).

Despite the evidence that an eatly start to food education can promote
students’ sustainable food choices, Swedish eatly primary school curricula do not
include home economics education when students are at an age for food
preference development (Ares et al.,, 2024; De Cosmi et al.,, 2017; Dudley et al.,
2015; Worsley et al., 20106). Thus, the present doctoral thesis contributes to the
research areas of food and nutrition, food education, and home economics
education by exploring subject-integrated food education for food-related learning

in an eatly primary school setting.



Introduction ¢

Aim and Research Questions

The overall aim of the present thesis is to explore how food can be utilized
as a pedagogical tool in eatly primary school through a co-design process of
subject-integrated food education, promoting students’ food-related
learning. The aim is addressed through four research questions, which are
explored in the individual studies (Papers I-1V).

L What elements are considered significant in the co-design process

when using food as a pedagogical tool in primary school?

II.  What are Swedish primary school teachers’ experiences of subject-
integrated food education and their perceptions of the
opportunities and challenges associated with subject-integrated
food education?

III.  How can food be used as a pedagogical tool to promote food-
related learning among early primary school students?

IV.  What kinds of food-related learning moments emerge during

lessons designed to promote subject-integrated food education?

5






Background

Concepts Related to Food Education

In the present doctoral thesis, food is approached broadly, encompassing both
nutritional and cultural aspects (Benn, 2014) as well as social, economic, and
environmental dimensions (United Nations, 2015). Education has been
described as a purposeful activity, practice, and process intended to foster
knowledge, understanding, and growth (Chazan, 2022). In a school context,
education is grounded in the national curriculum and consists of interactions
among four elements — teachers, students, lesson content, and
environments* (Ball & Forzani, 2007). This thesis adopts a sociocultural
perspective within a socioconstructivist learning theory paradigm in which
learning is conceptualized as an active, social, situated, and mediated process
of meaning-making (Siljo, 2022). Food education refers to education
supporting the growth of individual knowledge and skills related to food and
eating (Fordyce-Voorham, 20106), aiming to promote sustainable food
choices (Pulimeno et al., 2020; World Health Organization, 2006). Food
education helps students understand the effects of food choices on their own
and others’ well-being (Janhonen et al., 2016). In addition to its connection
to health, the concept of food education has been described as
multidisciplinary, aiming not only to promote health but also to address
sustainability, culture, and well-being (Benn, 1996; Janhonen et al., 2016;
Laitinen et al., 2021; Palojoki, 1997). It has also been described as a means
of promoting sustainable food choices (Vargas et al.,, 2025). Sutter et al.
(2019) further defined food education as:

education that supports learning about food, nutrition, and the role that
plays in one’s life, relationships, culture, communities, environment,
and in history and society — has the potential to help youth develop the

* The Didactic Triangle of Herbert depicts these elements as an equilateral triangle with

teacher, learner, and content (Hopmann, 2007). However, the addition of
‘environments’ aligns with the sociocultural perspective adopted here.
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critical thinking skills necessary for making healthy choices in everyday
life (p. 995).

If food education relates to pedagogy and classroom situations that strive for
food-related learning and promote students’ sustainable food choices within
curricular frameworks, the concept of food literacy can be understood as
encompassing food-related knowledge and skills. These are connected to the
practices of making food choices and can be seen as an aim of food education
(Benn, 2014; Vidgen & Gallegos, 2014). Food literacy focuses on multiple
lenses (Renwick & Powell, 2019; Slater, 2013; Smith et al., 2022; Vidgen &
Gallegos, 2014). Beyond practical food-related knowledge and skills, food
literacy also involves higher-order cognitive abilities, including critical
thinking, analytical reasoning, and communicative competence (Renwick &
Powell, 2019). In early primary school, food education aimed at developing
food literacy may include food familiarization, food categorization, and food
production (Ares et al., 2023).

In striving to promote students’ food-related learning in line with food
literacy, the present thesis focuses on classtoom practices in food education,
specifically subject-integrated food education. Table 1 presents the central
concepts and their definitions related to food education.



Background

Table 1. Central concepts related to food education in the present thesis.

Concept
Food education

Definition

Education supporting the growth of individual knowledge and
skills related to food and eating (Fordyce-Voorham, 2016),
aiming to promote sustainable food choices (Pulimeno et al.,
2020; World Health Organization, 2006).

Whole school
approach to food

Food-related learning both inside and outside the classroom
involving various members of the school staff and sometimes

education extending to parents and local actors (Edwards et al., 2025;
Shallcross, 2006).

Integrative Integrating multiple school subjects, developing integrative

approach to thinkers, combining different perspectives for a broader view

learning (Haapaniemi, 2022).

Subject- Combining different subjects in food-related teaching and

integrated food learning (Hard et al., 2024).

education

Home economics A multidisciplinary knowledge area to achieve sustainable living

education and wellbeing, focusing on the knowledge and skills needed to

Food-related
learning

manage everyday resources (International Federation for Home
Economics, 2008).

Learning emphasizing food, including experience with food
(Benn, 2014); learning through and about food (Hard, 2026).

Food literacy

The combined knowledge, skills, and critical awareness required
to evaluate, manage, and prepare food effectively and make
food-related decisions impacting individual health to global
sustainability (Vidgen & Gallegos, 2014; Smith et al., 2022).

Sustainable food
choices

Food choices that promote sustainability in relation to health and
the environment at both individual and societal levels, in the
short and long term (Hard, 2026).

In the present thesis, the focus is on subject-integrated food education for
food-related learning and promoting students’ sustainable food choices.
Sustainability is understood as encompassing both health and environmental
dimensions. This dual focus on sustainability is reflected in Nordic nutrition
recommendations (Blomhoff et al., 2023), which emphasize both the
nutritional and environmental aspects of sustainable food choices (G. Berg
et al., 2024; James-Martin et al., 2022).

The Complexity of Food Choices

In the school context, students’ food choices are shaped by both conscious
and unconscious factors (Monterrosa et al., 2020). Food plays multiple roles
in students’ lives, linking health, sustainability, pleasure, and everyday
practices, while social norms and sensory experiences further influence their
decisions (Fleming et al., 2021; Janhonen, 2016). Except for availability,

9
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students’ food choices ate formed through a combination of experiences,
preferences, sociocultural norms and traditions, political awareness, and
exposure to commercial influences (Contento, 2011). In addition, schools,
peers, and the media play a significant role in shaping students’ food-related
decisions (Ekstrém, 1995; Parinder, 2012). However, although social
structures influence food choices, they do not fully determine individual
actions (Giddens, 1979). Research in food education consistently shows that
taste preferences are often prioritized when choosing food (Gelinder et al.,
2020; Janhonen, 2016; Palojoki & Tuomi-Grohn, 2002). Moreover, students’
food choices are connected to identity (Belasco, 2008; Rendahl, 2018),
convenience and responsibility (Belasco, 2008), and social belonging
(Janhonen, 2016).

Increasingly, food and health messages spread through everyday digital
environments, emphasizing, for example, the role of social media (Qutteina
et al.,, 2022). In the 1990s, Giddens (1991) stated that established health
authorities had already been challenged by self-proclaimed experts. At the
same time, it has been recognized that social networks often exert greater
influence on children and adolescents than official health authorities
(Palmblad & Eriksson, 1995). Many students feel insecure about who to trust
and how to find reliable sources of food messages (Rendahl, 2018). In food
education, teachers must navigate between public and private spheres,
particularly regarding students’ sustainable food choices (Bohm & Oljans,
2025). However, education and learning do matter; it is seen today that the
impact of food and health messages depends on students’ knowledge, skills,
and attitudes toward food (Qutteina et al., 2022).

Conversely, there is a well-documented knowledge—action gap in relation
to food choices (Graham et al., 2006). Knowing about sustainable food does
not necessarily lead to the practice of sustainable food choices (Colombo et
al., 2023; Palojoki, 1997). The complexity in food choices challenges the
traditional linear approach to knowledge transfer from teacher to student,
which is often emphasized in schools (Lave, 1988; Palojoki, 1997). On the
other hand, the complexity of food choices, which are situated within social
and personal contexts, means that students’ food choices change over time
(Sobal & Bisogni, 2009) and over context (e.g., school or home) (Janhonen,
2016). Research shows that food education has also proven to impact those
choices (Ares et al., 2023; Worsley et al., 2016).
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Addressing Students’ Food-Related Learning Needs

Food preferences related to taste are shaped through experience, and early
taste challenges can have a lasting influence on lifestyle (De Cosmi et al.,
2017; Dudley et al., 2015). Therefore, challenging students’ taste preferences
is central to food education (Foinant et al., 2021; Gelinder, 2020; Kaufmann
& Macey, 2010). Accordingly, food education has increasingly moved toward
sensory and experiential approaches (Beinert, 2021; Berg et al., 2023; Bohm,
2022; Gelinder, 2020; Hard et al., 2024). Sensory-based food education is
effective in encouraging students to try unfamiliar foods, broaden their
preferences, and create positive experiences with fruits and vegetables
(Dazeley et al., 2012; Kdhkoénen et al., 2018; Mustonen et al., 2009; Mustonen
& Tuorila, 2010; Reverdy et al., 2008, 2010). Beyond expanding food
preferences, engaging students’ senses through sensory-based food
education allows them to desctibe, reflect on, and discuss foods (Jonsson et
al., 2005; Mustonen et al., 2009; Sepp & Haéijer, 2016).

At the same time, tensions may arise between personal taste preferences
and sustainability concerns, for instance, in relation to the bitterness of
certain vegetables (Sandell et al., 2014). Additionally, students’ development
of food preferences often involves balancing curiosity to try new foods with
a fear of the unfamiliar (Fischler, 1988). Recent studies further emphasize
the value of experience-based learning in food education, highlighting its
potential to create meaningful and engaging learning opportunities for
students (Beinert et al., 2021b; Berg et al., 2023; Bohm, 2022; Hard et al,,
2024).

The Development of Food Education in
Sweden

Historically, concerns about population health have been closely connected
to national security and economic interests (Palmblad & Eriksson, 1995). In
1900s Sweden, debates on counteracting undernutrition and fostering moral
and social order led to the introduction of food education through the school
subject of home economics in Swedish schools. In this context, four
arguments were put forward for introducing home economics as a school
subject — economic, moral, pedagogical, and nutritional (Johansson, 1987).

11
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From the early twentieth century onwards, advances in nutrition science have
increasingly shaped public policy on food education (Hjilmeskog, 2000).

To make nutrition-related aspects of food education more
understandable, Swedish authorities have introduced food guide graphics
that emphasize the importance of vatiety in food choices and illustrate the
proportions and relationships among different food groups. The food circle
was introduced by the National Institute of Public Health in 1963, and the
plate model in 1992 (G. Berg et al., 2024; Palmblad & Eriksson, 1995). In
addition, the food pyramid, introduced in 1974, was recently updated to
reflect contemporary dietary guidelines (Swedish Food Agency, 2025). These
graphics are designed to educate the public about recommended food
choices.

Despite the use of food guide graphics in Swedish compulsory schools,
food education theory proved cognitively demanding in home economics
education, particularly for primary school students (Palojoki, 1997; Palojoki,
2003). Research conducted in the 1990s on food education revealed that
students often conflated nutrients with foods, underscoring the need for
more critical perspectives on food guide graphics (Nordin, 1992). Palojoki
(1997) proposed starting lessons with concrete foods and meals rather than
abstract nutrition, thereby linking instruction to everyday life and supporting
both motivation and comprehension.

Contemporary Food Education in Swedish Schools

Today, the Swedish school subject in home economics education is called
home and consumer studies, which plays an important role in education on
everyday life issues, with core content in food and cooking, personal finances
and consumption, and lifestyle habits (National Agency for Education,
2024a). To facilitate everyday life and promote sustainable development, the
stated aim of the school subject is to ensure that students develop (National
Agency for Education, 2024a, p. 51):

the ability to evaluate choices and actions that occur in a home based
on how they affect health, finances, and the environment.

Learning in home and consumer studies covers food and cooking skills,
sustainability, food culture, equality, and consumer education. Three
perspectives permeate health, environment, and personal finance (National



Background

Agency for Education, 2024a). Teaching and learning highlight knowledge-
in-action, the integration of theoretical and practical knowledge (Molander,
1997; Silj6, 2022), and the learning potential inherent in student activity
(Rogoff, 1995; Vygotsky, 1978).

Despite today’s extensive syllabus in home and consumer studies
(Gisslevik et al., 2016; Oljans et al., 2018), it remains the subject with the
fewest allocated teaching hours in compulsory school (130 hours), compared
with, for instance, art (240 hours), crafts (330 hours), and mathematics (1,230
hours) (National Agency for Education, 2024b). Of these, 40 hours are
allocated to primary school (ages 6—12) and 90 hours to lower secondary
school (ages 13—15) (National Agency for Education, 2024b), most often
delivered between grades six and nine.

Nordic—Baltic food education research® over the past decade has
highlighted the importance of curious taste and sensory-based food
education (Gelinder, 2020). It is important to develop students’ food
preferences in order to promote sustainable food choices (Gelinder &
Hjilmskog, 2025; Gisslevik et al., 2017). A recent meta-study of food
education research shows that food-related sensory activities can be done
using food or by learning about it, and they may or may not involve tasting.
The sensory activities can further facilitate students’ social competencies,
self-awareness, and critical thinking (Weiser et al., 2020).

Furthermore, language use in home economics education (Hipkiss, 2014),
food aesthetics (Berg et al., 2023), interthinking in group work (Taar, 2017),
and awareness and development of home economics teacher identity (Paas,
2024) have been studied. Food education is also scientifically recognized as
an arena for discussing sustainability issues (Gisslevik et al., 2017; Oljans et
al., 2018), not least through its potential to facilitate critical classroom dialog
(Beinert, 2021). Also, the potential of using school meals as educational
resources has been highlighted in previous research (Berggren, 2021; Persson
Osowski et al., 2013; Waling & Olsson, 2017).

Sustainability education inevitably involves normative components
(Bohm, 2023), which must be critically and thoughtfully balanced to support
students in tasting new foods (Leer & Wistoft, 2018).

Using students’ taste preferences as a starting point in food education
allows teachers to engage with its normative aspects without valuing the

> Within home economics education and educational school meals.

13
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students’ experience of food (Gelinder & Hjilmeskog, 2025) or categorizing
foods in moralistic terms, such as “good” and “bad” (Berg et al., 2022).
Instead, the focus is on conveying positive and inclusive food-related
messages (Gelinder & Hjidlmeskog, 2025; Stok et al., 2010).

Challenges in Integrating Food Education in Early
Primary School

Research in home economics education has highlighted the interdisciplinary
nature of food education, as evidenced in the STEAMKkitchen project, which
integrates the disciplines of Science, Technology, Engineering, Arts, and
Mathematics. The project focused on developing learning tasks for everyday
and practical life skills in home economics education, as well as providing
professional development that integrates home economics education with
STEAM (Paas et al., 2025).

However, there are several barriers to the integration of food education
across different subjects in eatly primary school. One important challenge is
that food and health are often given lower priority than other academic
achievements, which reduces the emphasis placed on food education in
schools (Love et al.,, 2020). In addition, a lack of management in schools
hinders the implementation of food education (Aydin et al, 2021;
Haapaniemi, 2022; Love et al., 2020; Sutter et al., 2019). Another major
barrier concerns time and structural constraints. A lack of time is frequently
emphasized alongside limitations in scheduling integrated education and
limited financial resources (Bergling et al, 2022; Haapaniemi, 2022;
Haapaniemi et al., 2019; Jones & Zidenberg-Cherr, 2015; Lindblom, 2016).
Furthermore, teachers face multiple challenges at the classroom level. In
addition to a heavy workload, competing expectations and the perception
that food education is an untelated subject matter are consistently
highlighted as barriers (Bergling et al., 2022; Jones & Zidenberg-Cherr, 2015;
Perera et al., 2015). Teachers also report difficulties related to curricular
limitations and a lack of teaching materials as well as inadequate formal
training in food education (Love et al., 2020; Metos et al., 2019; Tilles-
Tirkkonen et al., 2018). The lack of subject-integrated food education in
teacher education is unfortunate, given that teachers’ self-efficacy and
confidence are important factors in the success of any educational endeavor
(Hawkins et al., 2020).
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Despite the barriers mentioned above, several enablers may support the
successful integration of food education. In the Australian primary school
context, a key factor is positioning food education as a core function of
schools rather than treating it as a time-limited activity squeezed into an
“overcrowded” curriculum (Love et al, 2020). Integrating food themes
across different subjects can also help address obstacles such as limited time
for planning and financial constraints (Kelly & Nash, 2021). Successful
implementation further depends on teacher support, which requires school
management commitment and sufficient resources (Love et al., 2020) as well
as high-quality teacher education (Nanayakkara et al., 2018).

Educational School Meals

School meals, provided free of charge, were introduced to all students in
Sweden in the 1940s, following discussions during the 1930s, a period that
emphasized the importance of students” health (Gullberg, 2006; Palmblad &
Eriksson, 1995). The reasons for the introduction were not only health-
related but also educational and aimed at promoting social justice (Palmblad
& Eriksson, 1995). Moreover, the school meals aimed at educating the
students’ families about proper meal practices (Gullberg, 2006; Palmblad &
Eriksson, 1995).

Today, the publicly funded nutritious school meals provided to all
students in Swedish compulsory schools offer multiple opportunities for
food education (Persson Osowski et al., 2013; Vargas et al., 2025; Waling &
Olsson, 2017). In addition, a common meal provides learning opportunities
by encouraging students to try new foods and engage socially (Berggren et
al., 2020). The Swedish Food Agency (2023) highlights school meals as tools
for learning and promoting sustainable food choices. However, the learning
opportunities of school meals are challenging due to their dual role as both
recreational and educational contexts (Benn & Catlsson, 2014). Also, the
importance of an inclusive school meal, encompassing acceptance of
diversity in both meal composition and social interaction from the students’
perspective, has recently been highlighted in research (Sandberg, 2020).

In addition, while many early primary teachers see the meal as a learning
opportunity and consider themselves to be role models, meals often remain
non-reflective activities that fail to reach their educational potential. Research
further shows that teachers’ behavior during school meals varies between
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being sociable, educational, or evasive (Persson Osowski et al., 2013), and
they do not always make use of food as an educational opportunity. These
missed opportunities may be related to limitations in teachers’ knowledge
and skills regarding food education (Berggren et al., 2020; Sepp & Héijer,
2016). To use the pedagogical lunchtime as an educational opportunity,
teachers need support to make school meals more pedagogically meaningful
(Waling & Olsson, 2017), in line with a whole-school approach to food
education.

Striving for a Whole School Approach to Food
Education

The United Nations Wotld Food Programme (2023) emphasizes a whole-
school approach to food education as essential. Such an approach includes
food-related learning both inside and outside the classroom, involving
various members of the school staff, and may also extend to parents and
local actors (Edwards et al.,, 2025; Shallcross, 2006). Research in food
education shows that a whole-school approach is preferred for achieving
success (Sutter et al., 2019). At the same time, there is a risk that food
education may be reduced to ad hoc activities rather than becoming
genuinely embedded in education (Clarke et al., 2013; Love et al., 2020).
Consistency in school food culture and practicing what is taught is also
important (Bryant et al., 2023; Shallcross, 2006). Repeated and continuous
opportunities for learning are, therefore, vital (Love et al., 2020). A whole-
school approach requires both committed school management and a
consistent food culture that is integrated into the curriculum (Bryant et al.,
2023; Laitinen et al., 2023; Vargas et al., 2025). However, implementing such
an approach requires time, resources, and organizational support
(Haapaniemi, 2022; Lindblom et al., 2020).

De Vlieger et al. (2019) recommended an integrated approach to food
education to address time constraints, while Love et al. (2020) underlined
that such integration is essential for ensuring that food education is
embedded in the core curriculum. Similarly, Jorgensen et al. (2014) suggest
that food education should be integrated across all subjects rather than
treated as isolated activities. Correspondingly, subject-integrated learning
approaches have proven particularly effective in engaging children and
embedding food education across the curriculum (Dudley et al., 2015; Kubik
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et al., 2002). This aligns with the Swedish national cutriculum, which states
the following (National Agency for Education, 2024a):

Everyone working in the school shall work together to make the school
a good environment for development and learning. Teachers shall:
collaborate with other teachers in the work to achieve the educational
objectives, and organise and carry out the work so that the pupil/.../
is given opportunities for interdisciplinary work (p.14-15).

Morteover, the teacher should: balance and integrate knowledge in its
various forms (p. 12).

In addition, school management is responsible for ensuring the following:

The teaching in different subjects integrates interdisciplinary areas of
knowledge, such as the environment, traffic, gender equality, consumer
issues and the risks of tobacco, alcohol and other drugs (p. 20).

In practice, this means integrating food themes across school subjects to
broaden perspectives and strengthen learning. A national survey in Swedish
compulsory schools showed that many teachers already use food-related
themes to teach across different subjects, although they also highlight the
need for more time to plan teaching schedules that better support integration
(Lindblom, 2016).

Subject-integrated teaching can contribute to interdisciplinary knowledge
building, strengthen holistic understanding, and support students in
developing connections across different knowledge domains (Blackshields,
2015; Haapaniemi, 2022; Lindblom, 2016; National Agency for Education,
2024a).

Experiences of subject integration and food have been explored in other
contexts, such as home economics education, mathematics, and
sustainability education, but typically in grades other than primary school.
For example, Haapaniemi (2022) developed an integrative approach to
learning acknowledging home economics, and Brante and Brunosson (2014)
studied the integration of mathematics in a home economics setting in the
context of students with special educational needs. However, there is a lack
of research on teaching and learning about food and sustainability from a
student perspective (Gelinder, 2020; Gisslevik, 2018). Moreover, food
education has been successfully linked with mathematics, science, and
English (Perera et al., 2015), as well as with mathematics and science alone
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(Kubik et al., 2002). Both integrative teaching (Spelt et al., 2009) and learning
are highlighted (Blackshields, 2015).

In this thesis, a subject-integrated food education approach is developed
and applied, inviting early primary school teachers to collaborate across
subjects related to an integrative approach to both teaching and learning. In
Swedish primary schools, several subjects provide opportunities for such
integration, for example, science (food and health, food chains), social
studies (sustainability from a societal perspective, historical changes),
languages (concepts and communication), home and consumer studies
(cooking skills, food culture, sustainable consumer choices), art (visual
representation), and mathematics (scaling recipes). This integrative approach
combines knowledge from different disciplines (Spelt et al., 2009) and
promotes a holistic understanding (Blackshields, 2015).

Subject-integrated food education further encompasses teaching and
learning about food from multiple perspectives, including sustainability,
health, and culture (Haapaniemi et al., 2022; International Federation for
Home Economics, 2008). In this doctoral thesis, the concept of food as a
pedagogical tool serves as the integrating element, offering opportunities to
deepen, broaden, and contextualize both food-related learning and subject-
specific knowledge.

Sociocultural Perspective on Food and
Learning

This thesis adopts a sociocultural perspective on learning and development,
in which learning is understood as a social, cultural, and mediated process
(8dljs, 2022; Vygotsky, 1978). In addition, learning is viewed as an active and
situated process (Rogoff, 1995).

Students’ learning and cognitive development are not separate from their
experiences outside of school. Rather, learning is a collaborative, culturally
embedded process shaped by mediating tools, activities, and social
interactions (Gauvain, 2001; Sidlj6, 2022; Vygotsky, 1978). From a
sociocultural perspective, learning is not a linear transfer of knowledge but a
context-dependent process that emerges and develops through social and
cultural practices (Gauvain, 2001). From this perspective, learning is
understood as a complex, active process of meaning-making through social
internalization (Vygotsky, 1978) and apprenticeship (Rogoff, 1990) rather
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than as a direct outcome of teaching. It is also co-constructed, dynamic, and
context-dependent (Osborne & Wittrock, 1983).
Rogoft (1990) further described this situated learning as an

>

“apprenticeship in thinking,” where learners develop cognitively through
guided participation. Appropriating new concepts and terms enables
students to develop their language skills, which, in turn, supports cognitive
development (Sdlj6, 2022; Vygotsky, 1986). With effective support and
scaffolding from teachers, peers, or other resources, students can reach
beyond their current level of knowledge and access the zone of proximal
development (Eun, 2019; Silj6, 2022; Vygotsky, 1978). The students’

learning and development were further stated by Vygotsky (1978, p. 87):
What a child can do in cooperation today, he can do alone tomorrow.

Through communication and joint thinking with others who are more
knowledgeable, students extend their learning beyond what they can achieve
independently. As Vygotsky described, with the right support, the learner
becomes “a head taller” (Vygotsky, 1978, p. 102). In this doctoral thesis,
collaborative learning is often seen in classroom situations within learning
discussions. Learning, from this perspective, takes place through active
engagement with others in culturally meaningful contexts. In addition,
learning is a situated process that occurs within social relationships and
cultural practices (Rogoff, 1995; Silj6, 2022). Rather than focusing on
teaching as the driver of students’ learning processes, this perspective
highlights student agency and positions learners as the main actors in their
own development.

The sociocultural perspective frames this thesis, including the choice of
theoretical concepts, the data collection, and the interpretation of the
findings. For instance, it frames students as active constructors of knowledge
and positions learning as a participatory and collaborative process. The
deliberate use of the term students, even for children aged 6-9, underscores
the author’s view of young learners as active participants in their educational
journey. In this doctoral thesis, the choice of the concept of student (rather
than pupil) signals a broader pedagogical shift from a teaching-centered to a
learning-centered approach (Barr & Tagg, 1995).

A participant-centered perspective aligns closely with the co-design
approach and the subject-integrated food education featured in the study.
Co-design inherently relies on collaboration, shared creativity (Blomkamp,
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2018), and collective thinking (Sendra, 2024), all of which align with a
sociocultural perspective on learning, which is embedded in the given
context, i.e., here in the case school (Silj6, 2022; Vygotsky, 1978).

Throughout this thesis, a food education perspective is adopted in
relation to student food choices. This perspective acknowledges that human
interactions with food are shaped by considerations from an interdisciplinary
perspective, and that food selection is influenced by both individual and
societal factors (C. Berg et al., 2024). However, the concept of food choices
reflects the active role of a food consumer while acknowledging that these
choices are shaped by situational and contextual factors beyond the
individual. It also aligns with the broader sociocultural theoretical
framework.

Learning through Mediators

From a sociocultural perspective, all learning is shaped within social contexts
and through various mediating tools (Silj6, 2022; Vygotsky, 1978). The
concept of mediation provides a way to understand how individuals interact
with and interpret the world. Vygotsky further argues that people do not
experience the world directly but through mediating tools (Vygotsky, 1986).
Mediating tools can be categorized into material and intellectual, combined
as cultural tools (Sdljo, 2022), or even humans acting through social
interactions (Siljo, 2022; Vygotsky, 1978). The use of various cultural tools,
together with social interaction, facilitates learning processes within the
framework of situated learning (Rogoff, 1995; Silj6, 2022; Vygotsky, 1978).

Among cultural tools, language is considered a powerful tool for learning
and knowledge development (Eun, 2019; Gauvain, 2001; Rogoff, 1995; Siljo,
2022; Vygotsky, 1978). According to Vygotsky (1978), language mediates
both communication and thinking. As students are introduced to written
language, words begin to shape and structure their thought processes,
providing new cognitive tools for reflection and understanding. More
broadly, language functions as a central mediating tool essential for
communication, cognition, problem-solving, and meaning-making (Siljo,
2014; Vygotsky, 1978). Similarly, food can serve as a tool for developing
social and communicative skills (Hendy & Raudenbush, 2000), especially
when students are actively engaged in communicative learning tasks.
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This sociocultural perspective also highlights the active role of students
in shaping their own learning experiences (Smidt & Lindel6f, 2010). For
instance, research in home economics education demonstrates that an active
student role can significantly enhance learning, supporting reflection and
discussion (Beinert, 2021; Taar & Palojoki, 2022). This requires teachers to
encourage and activate students, inviting them into dialog, collaboration, and
critical reflection (Hakansson, 2015; Janhonen et al., 2016). This view of
learning positions students as active participants capable of asking questions,
taking initiative, and engaging critically rather than as passive recipients of
knowledge (Janhonen, 2016). Furthermore, it aligns with the concept of
learning as an interactive, participatory process wherein students are co-
constructors of knowledge (Rogoft, 1995). Furthermore, students engaging
in interthinking®, questioning, arguing, reasoning, and explaining facilitates
learning and understanding (Taar & Palojoki, 2022).

Learning through Play and Creativity

Since this thesis focuses on early primary school students, there is a need to
examine the relationship between play, creativity, and learning more closely.
According to Vygotsky, all humans are creative, with creativity being a skill
developed through lived experiences and social interactions (Lindqvist,
2003). Vygotsky viewed creativity not as separate from learning but as central
to it (Vygotsky, 1995). Furthermore, children make sense of their experiences
through imaginative activity and play (Lindqvist, 2003; Vygotsky, 2016). For
instance, play offers a space for exploration and spontaneity, enabling
children to combine what they know with new possibilities. It also fosters
the emergence of original ideas (Vartiainen et al., 2024). From a sociocultural
perspective, play is connected to the zone of proximal development through
learning and development mediated by language and social interaction
(Vygotsky, 1916, 1978). Furthermore, the playful character of learning is
rooted in curiosity (Proyer & Ruch, 2011) and is closely tied to imagination
and the ability to reframe or reimagine familiar concepts (Strandberg, 2017;
Vygotsky, 1995).

Research in food education has shown that adopting a playful approach
is especially beneficial when teaching young children (Dazeley & Houston-

¢ Students thinking together through questions and discussions while solving

interdisciplinary learning tasks (Taar & Palojoki, 2022).
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Price, 2014; Helgegten et al., 2025; Hojer et al., 2020; Strandberg, 2017). Play
and creativity, in the context of this doctoral thesis, refer to early primary
school students’ (aged 6-9 years) use of imagination to transform
experiences and generate new understandings.

Learning through Food

From a sociocultural perspective, food contributes to meaning-making and
understanding by functioning as a mediating tool (Silj6, 2022). According to
Cooper (2013), food is not just a subject but a teaching tool that can be easily
used in learning. Through food, we can enhance our understanding of the
wortld, learn about culture, and share our identity. In addition, prior research
in home economics education has shown that food possesses
communicative, concrete, and everyday characteristics that enable it to
support teaching both visually and cognitively (Hoijer, 2013) while also
engaging and motivating students (Beinert et al., 2021b; Haapaniemi et al.,
2022). This familiarity with food is connected to a fundamental learning
principle described by Silj6 (2014), namely that learning involves recognizing
something new in relation to something familiar.

Furthermore, food’s tangible nature can facilitate understanding (Hérd et
al., 2024; Palojoki, 1997; Stapleton, 2022), while familiarity with food
enhances student engagement (Hard et al., 2024; Héijjer et al., 2011) and
supports the motivation to learn (Haapaniemi et al., 2022). Food in this
doctoral thesis is further explored as an intentional pedagogical tool, combining
teaching and learning, allowing students to learn both #hrough and about food
(.e., food-related learning). A pedagogical approach to food includes an
awareness of and competence in food education, and the use of food as a
pedagogical tool in classrooms. From a sociocultural perspective, the
foundation for understanding food as a pedagogical tool is consistent with
the Vygotskian definition of cultural mediation: food can serve as a mediating
tool in a sociocultural learning process.
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This doctoral thesis is a qualitative case study framed by a co-design process of
exploring, designing, implementing, and evaluating phases of subject-integrated
food education (Hiérd et al., 2025).

A Case Study of Subject-Integrated Food
Education

An exploratory and embedded case study design was adopted (Yin, 2018) to
develop an in-depth understanding and generate theoretical insights into subject-
integrated food education and food-related learning in early primary school
(Thomas, 2011). Case study design is commonly used in educational research as
an empirical strategy for investigating contemporary phenomena in real-life
contexts (Harrison et al.,, 2017; Yin, 2018). Case studies involve intensive, in-
depth investigations to capture the complexity of the phenomenon under study
(Coe et al., 2025). They allow researchers to explore complex issues by drawing
on multiple sources of data and through repeated visits to the research site. Case
studies are particularly valuable when examining new or insufficiently understood
phenomena that require detailed descriptions or evaluations, such as educational
research (Yin, 2018).

The case study adopted in this thesis incorporates ethnographic elements.
Ethnographic research seeks to understand the lives of individuals or groups by
interpreting their choices and experiences as they unfold in natural settings. The
primary research instrument is the researcher themselves, who must be self-aware
and reflexive, balancing empathy with analytical distance. Contradictions and
conflicts are often recorded in detailed field notes, positioning the researcher as
both an insider and an outsider (Hammersley & Atkinson, 2019).

The selected school was a compulsory school located in an urban area in
southwest Sweden. It was independently operated but free of charge and open to
all students from preschool class (age 6) to grade nine (age 15). As in all
compulsory schools in Sweden, students were provided with a warm, fully tax-
funded school lunch every day. The school’s pedagogical profile emphasized
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subject integration through thematic area work. The school was selected after
contact with the principal, who expressed interest in subject-integrated food
education. The study explored subject-integrated food education through a co-
design process involving teaching and learning activities with school staff and
students.

A Collaborative Approach for Subject Integration

A co-design (collaborative) approach originates from industrial and technological
design, particularly the Scandinavian industrial democracy movement of the
1960s (Gregory, 2003). It focuses on developing innovation through
collaboration with users rather than designing for them (Blomkamp, 2018; Szebeko
& Tan, 2010; Zamenopoulos & Alexiou, 2018). Thus, co-design is a democratic
and collaborative design approach (Blomkamp, 2018) that emphasizes collective
thinking (Sendra, 2024) or collective creativity (Sanders & Stappers, 2008),
expressed by Siljo (2014, p. 191):

To converse is to think together.”

Co-design, which emphasizes the incorporation of participants’ experiences
through collaboration, belongs to the same family of approaches as participatory
research (Dietrich et al., 2017; McKenney & Reeves, 2020; Roschelle et al., 2006;
Trischler et al., 2019) and action research, as all of these approaches aim to foster
development through the integration of theory, action, and participation (Sendra,
2024; Zamenopoulos & Alexiou, 2018). However, unlike action research, which
is often initiated by teachers to develop practices, co-design involves both
researchers and teachers in the design process, adopting an abductive approach
to knowledge (Hurley et al., 2021; Zamenopoulos & Alexiou, 2018).

The practice of co-design can be conceptualized as a process encompassing
development, implementation, and exploration (Gomoll et al., 2020) or as a cycle
of design, realization, and evaluation (Roschelle et al., 2006). As Sendra (2024)
stated, there is no common meaning of the co-design process and its phases. In
this thesis, the co-design phases of exploring, designing, implementing, and
evaluating mirrored the co-design process as applied within the school context.
The phases were further inspired by the co-design processes described in
previous studies (Table 2).

7 Author’s translation of “Att samtala ir att samtinka” (Siljo, 2014, p. 191).
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Table 2. The phases of co-design in different co-design studies.

Scientific paper Co-
(context) design
phases
| have never had a Design Implement Evaluate

PBL like this before

(Gomoll et al., 2020)

The promise of co- Explore Design Implement

design for public policy

(Blomkamp, 2018)

Co-design of Design  Realize Evaluate
innovations with

teachers: Definition

and dynamics

(Roschelle et al., 2006)

Co-designing services  Resource  Plan Recruit Sensitize Facilitate Evaluate
with vulnerable

consumers (Dietrich et

al,, 2017)

Co-designing subject- Explore Design Evaluate Evaluate
integrated food

education with early

primary school

teachers (Hard et al.,

2025)

In co-design, the role of a facilitator is essential to engage participants, promote
communication and shared understanding, and help visualize ideas during the
design phase (Blomkamp, 2018). The facilitator also acts as a mediator in dialog
(Zamenopoulos & Alexiou, 2018), using co-design tools for conversation
(Trischler et al., 2019). In this thesis, eatly primary school teachers and a facilitator
(the author) collaboratively co-designed subject-integrated food education
through the development of learning tasks and activities. The facilitator
contributed to the co-design initiation of subject-integrated food education and
brought expertise to food education, while the teachers contributed time and
knowledge in their subjects, their students, and the context.

However, a practice—research gap may arise between the teacher’s interests
and the facilitator’s aims (Hirschkorn & Geelan, 2008). Bridging this gap requires
mutual understanding and active engagement from both parties throughout the
research process (Bergmark & Graeske, 2022; Hirschkorn & Geelan, 2008). For
effective research, the researcher and the rest of the co-design team must share
an understanding of the developmental goals of the practice. In addition, power
relations may exist within the co-design team, as the researcher often holds
interpretive authority (Frédén & Isenstrom, 2022). Furthermore, the eatly stages
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of planning educational research are particularly important for defining
responsibilities and expectations as well as allocating time for ongoing
evaluations. Good communication among stakeholders, clear common goals, a
structured division of tasks, and sufficient time are key success factors in
educational research (Bergmark & Graeske, 2022).

In this thesis, co-design served as a guiding framework for developing learning
tasks and activities in schools in collaboration between the early primary school
teachers and the facilitator.

Co-designing Subject-Integrated Food Education

The co-design process began following the pre-study® investigation of teachers’
attitudes toward subject-integrated food education and the conditions for it in
primary school, along with approval from the school management. The process
began with the introduction of co-designed subject-integrated food education, led
by the facilitator. Subsequently, a questionnaire with questions related to subject-
integrated food education (Appendix C) was distributed to the primary school
staff at the case school to recruit a co-design team. The teachers had a possibility
to sign up for participation through the questionnaire. In total, eight teachers
showed interest in participating in the co-design team. The team represented the
grades from preschool to grade three (students aged 6-9). Throughout the co-
design process, the co-design team expanded to a total of 14 teachers and
educators, including after-school educators. All participants were qualified
teachers or educators with varying levels of teaching experience, ranging from
less than one year to over 20 years. The participating teachers (n = 14) represented
preschool classes through third grade and taught students aged 6—9 years. Most
of the teachers were female (n = 13). The teachers were responsible for a range
of subjects, including art, mathematics, music, home and consumer studies,
English, physical education and health, science, social studies, and Swedish, all of
which were integrated into the subject-integrated food education. A characteristic
feature of the teaching staff at the school was their common interest in subject
integration, an approach that was also encouraged by the school management.
In the co-design process initiated by the researcher, the focus was on
developing food education for early primary school students through co-creation.
The participating teachers contributed their pedagogical and professional
expertise, serving as experts on eatly primary school students and the local

¥ Conducted by a master student, a PhD student, and the principal investigator.
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context, with the goal of collaborating across grade levels. The facilitator focused
primarily on researching subject-integrated food education, a process supported
by conversational co-design tools (Trischler et al., 2019). The co-design tools used
were food education materials and shared insights from food education research
on sustainable food education in home economics education (Gelinder et al.,
2020; Gisslevik et al., 2017; Oljans et al., 2018). In addition, the co-design process
emphasized active participation in collective thinking (Sendra, 2024) and
collective creativity (Sanders & Stappers, 2008), which encouraged the
development of new perspectives and pedagogical ideas (Blomkamp, 2018). The
co-design process resulted in several food-related learning activities across
various subjects—encompassing both food education and subject-specific
knowledge—and was organized into three knowledge areas — fruit, vegetables,
and food waste reduction.

The number of students involved in the implemented subject-integrated food
education was as follows — 19 out of 52 in the preschool class, 30 out of 52 in
grade one, 34 out of 52 in grade two, and 27 out of 52 in grade three (aged 6-9
years). Teaching was organized by grade; therefore, in this doctoral thesis, a grade
corresponds to a single class. Additionally, learning tasks were often carried out
in smaller groups rather than with the entire class.

Data Collection

Various data collection methods, including an open-ended questionnaire, semi-
structured interviews, classroom observations documented through field notes,
and field notes from co-design sessions, were used to answer the research

questions (Table 3).
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Table 3. Summary of data used to answer the four research questions.

Data collection method Total Participants Data
used in
papers

Teacher questionnaire 11 teachers |, |l

Teacher interviews® 8 (246 min) 9 teachers 1,1

Classroom observation of lessons in 4,860 minutes 110 students |, llI, IV

art, English, mathematics, Swedish, 13 teachers

social studies, science, music, or a
combination of these!?"

Photos (student activity, learning tasks) ~1.000

Field notes (classroom observation) 35 pages 1, 10, 1V
(transcribed in
Calibri, 11 pt, single-

spaced)
Field notes (co-design sessions) 6 pages 8 teachers |
Field notes (evaluation sessions) 8 pages 19 students |

11 teachers

The data collection period is outlined below according to the four chronological
co-design phases.

The Exploring Phase of the Co-design Process

To gain a more specific understanding of the conditions related to the school
context, subject integration, and food education, an open-ended questionnaire
for teachers was used as a pre-study. The respondents included teachers from the
preschool class to grade six at the participating school. The questionnaire
contained seven open-ended questions addressing teachers’ experiences,
possibilities, challenges, and expectations regarding subject-integrated food
education, including themes such as food as a pedagogical tool, food and health,
and food and sustainability (Appendix C).

The questionnaire was followed up by semi-structured interviews to gain
deeper insights into teachers’ experiences of subject-integrated food education
(Coe et al, 2025). The interviews were conducted with teachers (n = 8)
representing the preschool class to grade three (early primary school). The
purpose of the interviews was twofold — to deepen the data gathered from the
questionnaire and to serve as a catalyst for the co-design process. The interview
questions concerned subject-integrated food education and the use of food as a

Including an interview with a home and consumer studies teacher from the pre-study (used
in Paper I).

Partly audio/video-tecorded (not used in the analyses).

Observation manual in Appendix E.
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pedagogical tool (Appendix D). All interviews were audio recorded, transcribed
verbatim, and reported in Paper II. The interviews included questions about
subject-integrated food education related to co-design and thus also contributed
to the dataset of Paper 1.

The Designing Phase of the Co-design Process

The co-design process is framing this thesis. Field notes from the co-design work,
covering the phases of exploring, designing, implementing, and evaluating
subject-integrated food education, constituted the dataset for the co-design
process described in Paper 1. In addition, the study involved data collection
methods including a pre-study open-ended questionnaire, interviews, field notes
from co-design sessions, and field notes from classroom observations. Data from
the overall co-design process was further used in Papers II, III, and IV12.

The Implementing Phase of the Co-design Process

During the implementation of the co-designed, subject-integrated food education
unit, the author acted as a participant observer, documenting students’ learning
processes and classroom interactions. As described by Klingberg and Hallberg
(2021), the participant observer was actively engaged with the setting, asking
questions, showing interest, and striving to understand the empirical context. In
addition, the observations focused on the sociocultural aspects of learning,
including mediating tools, classroom communication, and students’ expressions
of curiosity and engagement. Particular attention was given to students’ questions
and comments that revealed efforts to resolve uncertainty, knowledge gaps, or
misunderstandings (Chin & Osborne, 2008). An observation manual (Appendix
E) guided the data collection, with a focus on food-related learning moments and
the use of mediating tools (Sdlj6, 2022; Vygotsky, 1978)—specifically food as a
pedagogical tool (Hojjer et al., 2011).

Data were collected over 3.5 weeks (October—November 2022) across 18
school days, comprising 46 classroom sessions (approximately 81 hours / 4,860
minutes) with students aged 6—9 years (preschool class to grade three). The
researcher produced over 30 pages of detailed field notes, documenting time,
setting, and preliminary interpretations, consistent with ethnographic data

> In the research chronology, Paper II was produced before Paper I, as data collection for

Paper IT was completed eatlier. However, the co-design process in Paper I, which
encompasses all stages of the research, provides a framing perspective for the thesis and is
therefore numbered as Paper I in this thesis.
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collection traditions. Approximately 1,000 photographs and 50 slides of teaching
materials complemented the written data.

The observations, spanning a range of school subjects, focused on food-
related learning moments within the co-designed sessions. The data collected
during the classroom observations contributed to Papers I, 111, and IV.

Moreover, approximately 300 minutes of audio and 150 minutes of video were
collected using a fixed camera and dual audio recorders to substantiate the field
notes.

The Evaluating Phase of the Co-design Process

Teacher and student reflections on subject-integrated food education were
collected through evaluation sessions lasting approximately 20—-30 minutes each.
The teacher teams associated with each class (grade) discussed the evaluation
questions (Appendix F) in four separate sessions, with two to three teachers
participating in each session (n = 3/3/3/2)13. Students representing each class
(grade) participated in four evaluation sessions, during which the learning tasks
were evaluated in groups of four to five students per class (n = 5/5/4/5). The
participating students were selected by the teachers.

The evaluation sessions took place at the school as soon as the implementation
of subject integration had ended. To facilitate the convetsation, photos of
learning activities from the subject-integrated food education were presented in
the evaluation sessions. The students were informed that all their thoughts were
highly valued and welcome in the research and that they could withdraw from
participation at any time. Two of the youngest students chose to withdraw due to
a concurrent classroom activity.

The conversations from the evaluation sessions were documented in field
notes. Data from the evaluation settings were valuable in understanding different
actors’ understanding of the subject-integrated food education throughout the
research process. To visualize the different phases of the co-design process and
draw insights, these data were used in Paper 1.

Data Analysis

This study used a qualitative analysis. In Paper I, an inductive and data-driven
analysis was conducted to examine the stages of the co-design. In the remaining
three papers (Papers II-1V), the analyses were abductive, combining sociocultural

> Participating teachers from preschool class/grade one/grade two/grade three.
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perspectives on mediating tools, the zone of proximal development (Eun, 2019;
Silj6, 2022; Vygotsky, 1978), and situated learning (Rogoff, 1995) while remaining
open to the emergence of new patterns within the dataset. The analyses were
further grounded in concepts of subject integration and food education. In Papers
1I-1V, reflexive thematic analysis was conducted, allowing flexibility in theory,
coding, data use, and thematization (Braun & Clarke, 2006, 2021a).

In Paper I, data were primarily collected from field notes documenting the co-
design and evaluation sessions. However, the entire dataset, including
questionnaires, interviews, and field notes from classroom observations, was
considered relevant for identifying significant elements of the co-design process.
The data were transcribed verbatim (Baker, 2006; Kocaman, 2024) and analyzed
qualitatively and abductively, searching for patterns related to the research
question and the sociocultural conceptual framework. The data were then
organized chronologically into four phases of exploring, designing, implementing,
and evaluating (Hard et al., 2025). These phases encompassed activities such as
participant recruitment, collaborative co-design sessions, enacted classroom
practices, and teachers’ reflections. Organizing the material in this way made it
possible to identify significant elements of subject-integrated food education and
interpret their implications for educational practice.

In Paper 11, data were collected through interviews (based on questionnaires),
and in Papers 11T and IV from field notes of classtoom observations. These data
were analyzed using reflexive thematic analysis to generate themes (Figure 1).

Final
themes

Initial
themes

Familiar-
ization

o o B

Coding

Reviewing
themes ] [:>

[> Writing
up

Figure 1: The process of thematic analysis applied in this study.

Following Braun and Clarke’s (2000) six-phase approach, the analysis involved
the following — (1) familiarization with the data through transcription, repeated
readings, and note-taking; (2) systematic coding, primarily at the semantic level;
(3) generating initial themes, including provisional subthemes; (4) reviewing
themes to ensure internal coherence and distinctiveness'; (5) defining and

" The reviewing phase can involve reworking and reorganizing the themes generated (Nowell

et al., 2017).
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naming final themes; and (6) producing the written report as an integrated analytic
narrative.

Reflexive thematic analysis was chosen due to its flexibility in accommodating
diverse data sources and theoretical perspectives (Braun & Clarke, 2000), as well
as its openness in the analytic process, allowing evaluation and interpretation
without being constrained by predefined categories. In the analysis, the researcher
took an active and creative role in the processes of coding and thematization
(Braun & Clarke, 2019, 2021b), which were also flexible and interpretative (Bohm
& Sundqvist, 2025; Nowell et al., 2017) (Figure 2).

/7~ Interview response: ( ( \
"It's important to learn what
gives them a lot of energy, to i
include as many different colors Latent code: I
as possible to cover the whole Both food nter%re_ted
food circle. The more food they :> and physical [:> COUE
eat, the more energy they get. activity A holistic view
Physical activity is also provide of health
important for energy. To energy
recharge, they need food. So, |
think that’s the most important
\_ thing." (Emma). -/ \ )

Figure 2: Example of the coding process in Paper II.

However, the analysis was not linear; it involved iterative movement between data
and interpretation to identify patterns and develop key themes (Terry & Hayfield,
2021) (Figure 3).

~
Themes in progress:
Already existing implicit food Subthemes:
education Final theme: Limited
Subject-integrated food education The role as a experiences
lacking clarity in content and ol o .
responsibilty F'gg:ﬂg;{’e
Food education as challenging but
important
. /

Figure 3: Example of reviewing themes in Paper .

Moreover, the iterative engagement with the dataset supported the development
of themes that were both empirically grounded and theoretically meaningful.
Notably, a high degree of flexibility of the thematic analysis requires an active
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researcher during the analysis phase, which is why their experience is considered
a strength in the analytic process (Braun & Clarke, 2019).

Ethical Considerations

This research follows the ethical guidelines of the Swedish Research Council
(2024), which require informed consent from participants, confidentiality in data
storage, and the protection of participants’ identities in publications'>. In addition,
when conducting research involving children, the process must be particularly
sensitive and responsive to their experiences. Throughout the fieldwork, the
researchers balanced their own agenda with respect to the students’ rights to
personal integrity, food education, and subject-specific learning and to
consensually participate in the research (Olafsdéttir et al., 2024). Although the
primary focus of this study was to answer research questions through data
collection, the students’ integrity and sense of inclusion in the classroom were
prioritized.

Only participants who provided informed consent contributed to the research
data, although all students took part in food education learning. Consent for the
research was approved by the school leader. Informed consent was obtained
verbally from all participants and in writing from participating teachers (Appendix
A) and students’ guardians (Appendix B). The researcher provided the teachers
with all information regarding the study, the students were informed by their class
teacher, and the guardians received information via the school’s digital
communication platform, which also allowed them to ask questions. The
participation was voluntary and could be withdrawn at any time.

Personally identifiable data were treated confidentially through coding,
password protection, and secure storage to prevent unauthorized access.
Furthermore, in published material, the case school and all participants were
anonymized in accordance with informed consent and ethical guidelines (Swedish
Research Council, 2024). Nevertheless, student work produced during learning
tasks, as well as verbatim quotations, may be recognizable to the participants
themselves.

During the writing of this doctoral thesis, ChatGPT was used to transform
the title image to avoid using or exposing the original student work on the title
page. Other original student work (for example, the cucumber poem), as well as

"> As no sensitive personal data were collected, formal ethical approval from the Swedish
Ethical Review Authority was not required. Nevertheless, the Authority’s guidance was

followed throughout the study (see https: // etikprovningsmyndjgheten.sc/ en/).
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participants’ verbatim quotations, may nevertheless be recognizable to the
individual participants involved in the study.
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The results addressing the research aim are presented in four sections:

beginning with the overall co-design process (Paper I), followed by the
teacher perspective (Paper II), subject-integrated food education (Paper I1I),

and student learning processes (Paper IV).

Significant Elements in the Co-design Process

In Paper I, five significant elements in the co-design process of using food

as a pedagogical tool were identified (Table 4).

Table 4: Overview of the study results in Paper I.

Research question Co-design phase

Significant element

What elements are considered The exploring
significant in the co-design process phase

when using food as a pedagogical

tool in primary school?

Creating space for food
education

The designing
phase

Igniting inspiration and
fostering collective
creativity

Engaging in collaborative
thinking to strengthen
and motivate

Addressing food-related
questions

The implementing
and evaluating
phases

Navigating the practical
boundaries between
creativity and
collaboration

The significant elements of co-designing subject-integrated food education

during the exploratory phase involved creating space for and facilitating food

education. In the subsequent phases of the co-design process, creativity,

collaboration, engagement, and food education knowledge and skills were

highlighted. The results emphasize the importance of engaged collaboration,
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alongside allowing room for individual adaptation so that teaching can be
tailored to the specific needs of each classroom context.

For instance, although the school meal environment was used for
educational purposes through activities such as vegetable tasting and student-
created posters on reducing food waste, collaboration between teachers and
school meal staff was limited. For the successful inclusion of school meals
and after-school staff in an integrated approach to food education, the
findings highlight the need for strategic foresight and coordinated planning.
This could be supported through annual activities and an organizational
structure that facilitates subject integration.

Teachers’” Experiences of Subject-Integrated
Food Education

Findings in Paper II showed that Swedish primary school teachers’
expetiences and perceptions of opportunities and challenges of subject-
integrated food education were largely limited to school meal situations and
lacked a systematic structure. Three themes related to the teachers’
expetiences and the perceptions of the opportunities and challenges
associated with subject-integrated food education were generated (Table 5).

Table 5: Overview of the study results in Paper II.

Research question Theme Subtheme
What are Swedish primary school teachers’ The role as a Limited
experiences of subject-integrated food food educator experiences
education and their perceptions of the
opportunities and challenges associated with Finding the
subject-integrated food education? context
Food as a Something
facilitator of familiar
learning
processes Facilitating

understanding
School meals as Challenging
an educational students’ food
resource choices

Striving for
sustainable
meals
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Some teachers were quite positive and enthusiastic, seeing food as a
motivator in teaching and learning. Others were more doubtful about being
food educators, unsure how to implement food in their subjects. However,
all teachers agreed about the need for food education in early primary school.

All the teachers saw themselves as food educators during school meals,
demonstrating sustainable meals through their own plates and discussing
sustainable food choices. However, they did not perceive themselves as food
educators in the classroom. Moreover, the findings indicated that educational
school meal situations could benefit from a clearer structure. Teachers’
perceptions of the opportunities offered by food education were closely
linked to the role of food as a facilitator in learning processes, with reference
to its engaging, familiar, tangible, and experience-generating nature. Teachers
identified mathematics and language as school subjects that were especially
suitable for integration with food education.

At the same time, they highlighted challenges associated with subject-
integrated food education, including curriculum overcrowding, limited time
for lesson planning, and teachers’ educational competence.

Using Food as a Pedagogical Tool

In Paper 111, food as a pedagogical tool was shown to support learning across
different subjects in early primary school. When fruits and vegetables were
used as pedagogical tools, students’ food-related learning included
communicating sensory experiences, categorizing foods into food groups,
and attending to the visual characteristics of fruits and vegetables (Table 06).
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Table 6: Overview of the study results in Paper III.

Research question Theme Subtheme
How can food be used as a pedagogical Food for Describing tastes
tool to promote food-related learning communication
among early primary school students? Interpreting food and
health messages
Food for structuring Naming and
information categorizing fruits and
vegetables

Understanding food
origins

Food for observing
visual characteristics

By encouraging comparisons and associations to explain sensory
expetiences, students became more comfortable discussing food and
developed a greater overall awareness of it. From the students’ perspective,
active participation combined with sensory experiences in learning activities
was found to enhance engagement and understanding in food-related
learning.

In addition, the results of the third study showed that students were
encouraged to structure food-related information in response to their
questions about fruit and vegetable food groups. This process supported the
construction of mental frameworks that were useful at the time and served
as a foundation for future food-related learning, as noted by the preschool-
class teacher, Linda (Field Note 10).

The students are collecting words and experiences to build on later in
their education.

Food-related learning was observed to encompass both learning through and
about food. For example, in a grade two Swedish lesson, students created
acrostic poems using vegetable names as part of a subject-integrated food
education (Figure 4). Food functioned as a pedagogical tool to inspire writing
and to express the character of a vegetable, exemplifying learning through
food. Each word had to describe the characteristics of a specific vegetable.
For example, one student chose the Swedish word gurka (“cucumber” in

' Additional data not included in the papet.



Results

English) and then wrote a poem using the following adjectives (Field Note
40)17:

God [Tasty]
Underbar [Delicious]

Rak [Straight]

Krispig [Crispy]
Awling [Oblong]

Figure 4. Student’s cucumber poem illustrating food-related learning.

Furthermore, the importance of observing the visual characteristics of fruits
and vegetables was emphasized through learning tasks in art and
mathematics. Students learned to observe the uniqueness of different foods
by identifying, comparing, drawing, and arranging them on fuse beads.

Food-Related Learning Moments

The findings in Paper IV revealed that food-related learning moments
among early primary school students were student-driven, collaborative, or
teacher-driven (Table 7).

' Additional data not included in the paper.
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Table 7: Overview of the study results in Paper IV.

Research question Theme

What kinds of food-related learning moments emerge during  Exploratory learning
lessons designed to promote subject-integrated food moments
education?

Collaborative learning
moments
Non-negotiable
learning moments

Additionally, the findings highlight the importance of a confident and skilled
teacher in food education in eatly primary school. The teacher, as a food
educator, had to recognize and respond accurately to emerging food-related
learning opportunities both inside and outside the classroom. Recognizing
and capturing food-related learning moments as they occur requires
knowledge and skills to respond meaningfully to students’ playful reflections
and questions. These moments also underscore the role of language as a
pedagogical tool. In addition, balancing students’ playfulness with teaching
was shown to be necessary, depending on the food-related content. Likewise,
the teacher’s ability to guide students’ imaginative questions and reflections
proved invaluable in supporting the students’ food-related learning.

Summary of the Results

When summarizing the results of the four papers, key aspects of subject-
integrated food for food-related learning across different educational levels
emerge (Figure 5).
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SCHOOL LEVEL
» e Supportive policy framework and school management «

e Collaboration in design and implementation

© School meals as educational resources

N

TEACHER LEVEL
e Food-education knowledge and skills

* e Capturing students’ playful questions and concerns «
e Prioritizing systematic, subject-integrated food education

N

CLASSROOM LEVEL

e Food as a familiar, experience-generating, and tangible
» pedagogical tool in various subjects (e.g, art and math) «

e Visual, sensory, and communicative food-related learning moments

e Language as a pedagogical tool

L

STUDENT LEVEL
¢ Learning through and about food

» e Challenging food preferences and food choices «
© Building capacity for sustainable food choices

Figure 5: Key aspects of subject-integrated food education.

These key aspects of subject-integrated food for food-related learning are
further discussed in the Discussion of Results section (p. 45-50).
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Methodological Considerations

The methodological design of this thesis is qualitative, focusing on words and
observations (Adler, 2022). Rather than aiming for statistical generalization, the
study seeks to explore and understand the case, generating theoretical insights
from rich, contextually grounded data (Thomas, 2011). By employing a case study
design, the triangulation of data sources strengthens the trustworthiness of the
research (Coe et al., 2025). Although only a single case was examined, it was
appropriate because its procedures for working with subject integration were well
developed, allowing greater analytical focus on food education. In contrast, a
different case might place greater emphasis on subject integration itself. In case
study reseatch, a single case can be justified by its uniqueness or significance, even
though it is more limited in scope (Yin, 2018).

Furthermore, the thesis draws on a sociocultural perspective, viewing learning
as social, situated, and mediated by tools (Sdlj6, 2022; Vygotsky, 1978). From this
theoretical stance, students’ learning outcomes cannot be directly observed;
instead, their food-related learning processes can be followed through classroom
observations. The observed lessons were selected to represent subject-integrated
food education, the participating teachers, and the designed learning tasks. They
were not intended to cover every lesson, as having only one observer imposed
certain limitations. Lessons observed by different researchers might have
generated different data; however, this does not imply that the collected and
compiled data are irrelevant or uninformative or that similar patterns would not
have emerged in another context. Moreover, each school context is unique in
terms of its environment, teachers, and students.

The classroom observations typically involved the researcher being present in
the classroom, and an observation manual was used to systematize the
observations (Coe et al., 2025). The authot’s role alternated between facilitator,
participating observer, and researcher, which provided valuable insights while
requiring careful balancing between engagement and analytical distance—or
participation and observation—but with data collection as the primary focus

(Baker, 2006).
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In the role of participating observer, the researcher focused on food-related
learning moments and classroom dynamics, asked questions to both teachers and
students, and showed interest in students’ work. Although data collection was
prioritized over active participation, the observer remained attentive to
maintaining a relaxed and inclusive classroom environment accessible to all
students, not only those directly involved in the research.

In addition, the selected quotations were chosen based on their relevance to
the research questions. Initially, quotations were selected because of their
connection to the overall research aim and the observation manual. Subsequently,
specific quotations were included in the Results section because they represented
the themes with which they were associated. All selected quotations illustrate
snapshots of specific moments while also representing patterns of shared
meaning consistent with reflexive thematic analysis (Braun & Clarke, 2019).

It was difficult to schedule and structure lessons when only students with
parental consent could participate. Therefore, field notes played an essential role
in capturing contextual and relational dimensions of classroom interaction. The
use of video data from the observations can provide valuable insights. However,
they also pose organizational challenges—such as grouping students—and ethical
challenges—including the risk of students feeling monitored (Bohm & Lindblom,
2024). In this study, given the more than three-week interval between
observations, organizing groups based on participation was neither realistic nor
desirable. The subject-integrated food education needed to be accessible to all
students. Therefore, the video data were used only as a supplement to support
the field notes. Without video data, some detailed behavioral information was
lost, along with support for memory; however, descriptive field notes were
transcribed verbatim (Baker, 2006; Kocaman, 2024) immediately after each lesson
to ensure precision.

While the data collected from student evaluation sessions were limited and not
very nuanced, often expressed simply as good or less good, they nevertheless
offered valuable insights into students’ curiosity and engagement. During the
evaluation with the teachers, the focus was primarily on subject-integrated food
education, whereas the co-design process itself could have been evaluated more
thoroughly.

From a dependability perspective, a key strength of the study is the clearly
documented co-design process (Ahmed, 2024; Nowell et al., 2017). Moreover,
the research context is well described without revealing the identity of the
participants or the research sites, which supports the transferability of the findings
and enables the replication of a similar study (Ahmed, 2024). Limitations of the
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co-design process may arise from the differing goals of teachers and researchers,
such as prioritizing teacher collaboration versus research objectives, together with
the time-intensive nature of the entire co-design process. Ideally, subject-
integrated food education should occur over a longer period and function as a
recurring element throughout the school year rather than as a project-like activity.

The COVID-19 pandemic delayed data collection and affected morale; some
teachers left their positions and were replaced during the process. Similarly,
school management underwent changes during the research period. However, the
same school staff participated throughout the co-design process.

In terms of trustworthiness, confirmability, and potential bias, the author’s
professional background inevitably shaped the observation field notes (Braun &
Clarke, 2019; Kocaman, 2024) and the interpretation of the data (Creswell, 2014).
Another researcher might have interpreted the data differently. On the other
hand, the authors’ extensive experience as teachers in home economics education
provided valuable insights into the fieldwork, including, for instance, an
interdisciplinary view of food education across social, natural, and cultural
dimensions. In contrast, the author’s prior experience of teaching lower
secondary school students (grades five to nine, aged 11-15 years), in comparison
with the early primary school students in the research, could be regarded as both
a limitation (due to less familiarity with younger learners) and an advantage (owing
to greater analytical distance). Although the researcher’s educational background
may have led to certain observations being taken for granted, measures were
taken to mitigate this potential bias. During the fieldwork, alongside the use of an
observation manual, the author documented the co-design process daily to enable
reflexivity, gain perspective, and enhance research trustworthiness (Kocaman,
2024). Also, collaboration within the research team (peer debriefing) strengthened
the trustworthiness of the analysis. The first author played an active role in data
collection and in generating and developing themes, while all three authors
engaged in critical discussions to refine interpretations and ensure alignment with
the research questions.

Future studies should include a student perspective in subject-integrated food
education from the design phase, as this could improve student engagement and
provide insight into food choices and learning processes.

Discussion of Results

Throughout the research, food served as a pedagogical tool within the co-design
process of exploring, implementing, designing, and evaluating subject-integrated
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food education. Moreover, several collaborative student learning processes
related to food were observed in the classroom context.

The sociocultural perspective was evident in the findings, reflected in the roles
of food, peer interaction, and language as mediating tools (Sdlj6, 2022; Vygotsky,
1978), as well as in student activity during learning tasks, particularly those
involving tangible objects. Collaborative learning or learning in dialogue in the
classroom context and students’ imaginative questions also illustrated this
perspective. Situated learning was also evident in the way teachers captured
spontaneous learning moments that arose from students’ questions.

However, some aspects were less prominent. Students engaged relatively little
in practical food-related skills, stayed uninvolved in the creative design of food
education, and demonstrated limited “thinking together” in problem-solving
activities. The sections below will further discuss the results of the thesis.

A School Culture Supportive of Food Education

The main findings highlight that a supportive school culture for food education
relies on organization support and integration, for example, scheduling time for
learning tasks and opportunities for collaboration (Papers I and II). The findings
also highlighted the importance of a structured approach to food education
(Papers I and II), for example, through a recurring and established place in the
school year cycle. The importance of an organizational structure that supports
integration has also been reported by Bohm (2022), Haapaniemi et al. (2019), and
Lindblom et al. (2020).

When subject-integrated food education was designed through co-design
sessions, time constraints were less prominent than those reported in previous
research (Haapaniemi, 2022; Kelly & Nash, 2021; Lindblom, 2016; Love et al.,
2020).

Home economics education plays a central role in food education, yet its
position in the school curriculum is limited and often introduced at a later stage
(e.g. in Sweden, grades 6-9) of compulsory schooling. As a result, many early
primary school students encounter structured food education only briefly, which
restricts opportunities to develop knowledge, skills, and attitudes toward
sustainable food practices at an early age. This underscores the need to strengthen
food education earlier in schools and to view it as a shared educational
responsibility across the school and its subjects.

One solution to the challenges explored in this thesis is to strengthen food
education in early primary school through a subject-integrated food education
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approach. In this approach, food-related themes are embedded across multiple
school subjects, such as science, social studies, and language education. This
approach enables a more comprehensive engagement with food as a multifaceted
cultural, social, and environmental phenomenon. However, subject integration
may also present challenges, including differences in teacher competence and
confidence in food education, limited planning opportunities, and perceptions of
a crowded curriculum. Furthermore, food education in early primary school faces
challenges competing with academic demands, insufficient teacher education, and
a lack of resources (Love et al., 2020). Addressing these challenges requires a
combination of structural support, including policy, management, and resources,
as well as pedagogical strategies. These strategies may include sensory-based food
education (Dazeley et al., 2012; Kidhkénen et al.,, 2018; Mustonen et al., 2009;
Mustonen & Tuorila, 2010; Reverdy et al., 2008, 2010) and subject integration, in
order to fully realize the potential of food education in schools. The development
of subject-integrated food education in eatly primary school necessitates
prioritizing food education among the school staff. Collaboration between
teachers, school meal staff, and school management is essential for creating
coherent learning environments that make food education visible and meaningful
throughout the school day. In addition, the involvement of a facilitator can
further strengthen teachers’ knowledge and skills in food education and support
subject-integrated food education. By working collaboratively and strategically
within a food-education-supportive school culture (Bryant et al., 2023; Shallcross,
2000) that values food-related learning, schools can offer food education as an
integrated, engaging, and sustainable learning experience across several subjects,
starting in early primary school.

Qualified Teachers

The findings highlighted the importance of teachers’ food education knowledge
and skills (Papers I-1V), their prioritization of food education, collaboration in
subject-integrated food education, and the role of a facilitator in food education
(Paper I). Furthermore, recognizing the need for food education in eatly primary
school, teachers reported a lack of supporting tools (Paper II). The findings also
emphasized the importance of adopting a playful approach to food education that
aligns with students’ curiosity and reflective questions (Paper IV). Learning
opportunities in food education are often situated, context-dependent, and may
arise unexpectedly (Paper 1V). These findings reflect the importance of food
education within teacher education programs (Ballam, 2021; Gisslevik et al., 2017;
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Stapleton, 2022), the lack of resources for food education identified by Love et
al. (2020), and the role of the food educator in balancing the normative
dimensions of food education (Berg et al., 2022; Bohm, 2023; Gelinder &
Hjilmeskog, 2025; Hakansson, 2015; Weiser et al., 2020).

Research in food education indicates that sustainability and food choice are
complex topics in schools (Haapaniemi et al., 2022; Weiser et al., 2026). To
engage students, food educators need to use non-normative and reflective
approaches, focusing on positive and inclusive food messages (Stok et al., 2016;
Berg et al,, 2022; Bohm, 2023; Gelinder, 2020; Gelinder & Hjilmeskog, 2025).
However, a skilled and playful food educator was found to be essential in
recognizing and responding to spontaneous food-related learning moments in
eatly primary school. At the same time, teachers need to balance students’ playful
approaches with more serious, research-based, and non-normative responses to
their curious food-related questions, ensuring that food education remains both
meaningful and accurate.

Students ultimately decide what to eat from the available options, bringing a
variety of food experiences with them. Their food choices are influenced not only
by sustainability considerations but also by factors such as taste and peer influence
(Janhonen, 2016). A qualified food educator understands the complexity of
students’ food choices through the integration of multiple perspectives, including
social, cultural, and nutritional, to support sustainable food choices. For instance,
it includes using the potential of school meals as educational resources to
challenge students’ food choices, promote sustainable eating, and introduce new
flavors and vegetables. Teachers acting in the role of food educators during
mealtimes, sharing discussions about food and sustainability, can turn everyday
eating experiences into valuable learning opportunities. Except for food-related
knowledge and skills, teachers’ competence encompasses critical thinking and an
understanding of food systems (Renwick & Powell, 2019), enabling them to
address education for sustainable food choices.

Teachers’ self-efficacy in food education, as well as their willingness to
prioritize food education, are crucial for the integration of food education. The
findings also highlight the importance of supporting early primary school teachers
in their roles as food educators and providing them with the competence and
confidence to integrate food education across subjects. Teacher education
programmes, therefore, ought to equip all early primary school teachers with the
knowledge, skills, and confidence required to strengthen qualifications in food
education and enable them to identify and use food-related moments to support
students’ learning.
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Food as a Pedagogical Tool

Eatly primary school students are often playful and curious. Through play and
creative exploration, students expand their understanding of their experiences
(Lindqvist, 2003; Vygotsky, 2016). Furthermore, interaction, communication, and
active participation form the basis of students’ learning and development (Siljo,
2022; Vygotsky, 1978).

Regarding student playfulness, findings related to food as a pedagogical tool
showed that it offers opportunities to inspire, motivate, and engage students
through its familiarity, its capacity to generate experiences, and its tangible nature
(Paper II). The findings also emphasized students’ communication of sensory
experiences when eating fruits and vegetables, teachers’ communication about
food and health, students’ structuring of information into food groups, and
observation of the visual characteristics of fruits and vegetables (Paper I11I).

Food as a pedagogical tool aligns with previous research that highlights the
educational potential of food (Beinert, 2021; Beinert et al., 2021a; Berg et al.,
2023; Bohm, 2022; Haapaniemi et al., 2022; Héjjer et al., 2011; Palojoki, 1997;
Sepp & Hoijer, 2016). In addition, the sociocultural perspective emphasizes the
role of mediating tools in learning (Sdlj6, 2022; Vygotsky, 1978).

The findings related to the familiarity of food have also been reported by
Haapaniemi et al. (2022), Héijer (2013), and Palojoki (1997). Furthermore, the
benefits of sensory-based food education for increasing interest in food choices
have been identified (Dazeley et al., 2012; Gelinder et al., 2020; Kdhkonen et al.,
2018; Mustonen & Tuorila, 2010; Reverdy et al, 2008, 2010), while the
importance of food’s tangibility has been emphasized by Héijer et al. (2011) and
Stapleton (2022).

From a sociocultural perspective, learning is viewed as mediated by cultural
tools (Eun, 2019; Silj6, 2022; Vygotsky, 1978). In food education, this implies
that food can function as a pedagogical tool that makes learning tangible,
experiential, and familiar. Starting from a familiar context, such as food, can
motivate learning and facilitate understanding (Haapaniemi et al., 2022; Héijer,
2013). Using food as a pedagogical tool enables students to connect theory and
practice through sensory and emotional experiences in an exploratory manner.
By providing opportunities for students to experience, taste, discuss, and identify
different fruits and vegetables and to become familiar with previously unknown
foods, such as parsnips, the students were able to build their food-related
experiences.
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Furthermore, because early primary school students are still developing
foundational literacy and numeracy skills, food can serve as an engaging and
motivating resource in this process (Haapaniemi et al., 2022). Unlike many other
pedagogical tools, food is edible, colorful, and aromatic, making learning
multisensory, which can also be experienced as engaging by the students.

Learning through and about Food

The findings show that learning #hrough food offers opportunities to integrate
subject knowledge with everyday experiences, thereby supporting language
development, mathematical reasoning, and collaborative thinking. In addition,
learning about food contributes to the development of students’ critical and
reflective food-related understanding (Paper 1II) through age-appropriate food
education (Ares et al., 2023). For instance, one student asked whether rhubatb is
difficult to classify as either a fruit or a vegetable!® and sought to discuss this with
the teacher. Interpreted through the lens of the zone of proximal development
(Eun, 2019; Silj6, 2022; Vygotsky, 1978), this finding suggests that food-related
learning in early primary school often takes place between what students can do
independently and what they can learn through guided interaction (Rogoff, 1995).
A food educator can recognize and build on these context-dependent moments
by responding to students’ questions and curiosity, allowing food-related learning
to emerge naturally within specific social and classroom situations.

In this sense, interactive food education, involving students’ playful
approaches and supported by attentive food educators, promotes food-related
learning processes related to sustainable food choices.

¥ TField Note 22.



Conclusions

In contexts where home economics education is not provided in early
primary school, subject-integrated food education enables learning through
food and about food. To reach the potential of subject-integrated food
education and to overcome challenges related to a crowded curriculum,
limited teacher planning time, and insufficient food-related knowledge and
skills, aspects at the societal, school, and student levels need to be considered.

At the societal level, subject-integrated food education introduced in early
primary school aligns with efforts to promote students’ sustainable food
choices. Furthermore, food-related learning aligns with national public health
goals related to equity in health (Commission for Health Equity, 2017) as
well as with international frameworks such as the World Food Programme
(2023) and the United Nations’ global sustainability goals (United Nations,
2015). Thus, developing an understanding of subject-integrated approaches
during teacher education programs may support future teachers and school
leaders in adopting such practices. Moreover, including elements of subject-
integrated food education in teacher and head teacher education programs
may help establish food education as a component of eatly primary
schooling, which is an important phase of students’ food choices
development. Furthermore, explicit formulations of food education across
school subjects in the national curriculum could facilitate collaboration
among teachers and support subject-integrated food education, including the
use of school meals as an educational resource.

At the school level, supportive school management, further education in
using food as a pedagogical tool, and collaboration between teachers and
school meal staff need to be ensured. Students’ food-related learning should
be understood as part of a lifelong process of knowledge development rather
than as a time-limited intervention within a single school project. The use of
co-design can support a collaborative, research-informed working model in
which teachers jointly explore, design, implement, and reflect on the use of
food as a pedagogical tool and on food-related learning. However, initiating
food-related learning processes often requires a facilitator with food-related
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knowledge and skills, which align with the competencies of teachers in home
economics education. Broad subject integration, including the use of school
meals as educational resources, can enhance collaboration among teachers
and school meals staff. The findings show that subject-integrated food
education in early primary school can be deeply social and communicative,
sensory-based, and contextually situated through students’ curious questions.
Using food as a pedagogical tool can contribute to subject-specific
knowledge across several subjects by strengthening subject character and
making learning more dynamic and connected to students’ everyday lives.
Additionally, food as a pedagogical tool combines familiarity with sensory
experience, stimulating students’ curiosity, engagement in collective thinking,
and shared meaning-making, thereby supporting food-related learning and
development.

Finally, at the student level, the understanding and development of
knowledge and skills in subjects such as art, mathematics, or language can be
enhanced by using food as a tangible, experience-generating, and familiar
pedagogical tool. In addition, learning through food as well as learning about
food has the potential to challenge students’ subject-specific knowledge,
influence their food preferences, and empower them to make active,
informed food choices shaped by social, cultural, and environmental
considerations.
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Sammanfattning pa svenska

Elevers matrelaterade kunskaper och firdigheter har potential att paverka
deras matval och dirigenom deras hilsa och vilbefinnande 6ver tid. I Sverige
behandlas undervisning om hallbara matval traditionellt i grundskolans
senare dr, medan dmnet hem- och konsumentkunskap introduceras i arskurs
6 (vid 12 ars dlder). Samtidigt uppstir matrelaterade fragor och reflektioner
redan hos elever i de tidiga skolaren.

Syftet med avhandlingen dr att undersdka anvindningen av mat som
pedagogiskt verktyg 1 de tidiga skoliren genom en co-designprocess av
imnesintegrerad matundervisning, med malet att frimja elevers
matrelaterade lirande.

I denna doktorsavhandling underséks co-designad dmnesintegrerad
matundervisning ur flera perspektiv, inklusive ldrares initiala uppfattningar
om dmnesintegrerad matundervisning, co-designprocessen samt den
genomférda undervisningen ur bade undervisnings- och lirandeperspektiv.

Den 6vergripande metodologiska ansatsen i forskningsprojektet var en
kvalitativ fallstudie. En co-designprocess anvindes for att utforska, designa,
genomféra och utvirdera dmnesintegrerad matundervisning i de tidiga
skolaren (elever i aldrarna 6—9 ar). Studien ér férankrad 1 ett sociokulturellt
perspektiv, som ramar in det teoretiska angreppssittet och analysen. Data
samlades in genom enkiter, intervjuer, deltagande observationer samt
filtanteckningar frin co-designsessioner och klassrumsobservationer.

Resultaten visar pa betydelsen av en matstédjande skolkultur,
kinnetecknad av organisatoriska strukturer som mojliggdr samarbete mellan
skolans personal och avsitter tid f6r planering av matrelaterade liraktiviteter.
Lirares matrelaterade kunskaper och firdigheter, liksom en facilitator for
dmnesintegrerad matundervisning, framstod som avgdrande faktorer.

Resultaten visar 4ven att mat, som ett valbekant, konkret och
erfarenhetsbaserat pedagogiskt verktyg, stodde bdde lirande genom mat och
lirande o7 mat, och bidrog dirigenom till elevers matrelaterade ldrande.
Anvindningen av mat som pedagogiskt verktyg uppmuntrade dven
matrelaterad kommunikation, strukturering av information samt observation
av frukt och gronsakers visuella egenskaper. Vidare identifierades
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utforskande, samarbetsinriktade och icke-férhandlingsbara matrelaterade
lirandemoment under lirprocesserna. Dessa resultat belyser vikten av en
kompetent matpedagog som uppmirksammar och tar vara pa elevers
matrelaterade och bitvis lekfulla initiativ samt anpassar undervisningen till
elevers intressen och kunskapsnivaer.

Sammanfattningsvis ~ visar  avhandlingen  att  dmnesintegrerad
matundervisning i de tidiga skoldren gynnas av organisatoriskt stéd frin
skolledningen, samarbetsinriktade arbetssitt samt pedagoger med
matrelaterade kunskaper och firdigheter. Resultaten har implikationer for
lirarutbildning och skolledning och betonar behovet av professionell
kunskap och organisatoriska strukturer som stédjer dmnesintegrerad
matundervisning i tidiga skolar.
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Appendix A. Teacher information and consent for
participation

GOTEBORGS UNIVERSITET INSTITUTIONEN FOR KOST- OCH IDROTTSVETENSKAP

INFORMATION OM MEDVERKAN | FORSKNINGSPROJEKT
MAT SOM PEDAGOGISKT VERKTYG

Er skolas arskurs F-5 kommer under hostterminen 2022 att delta i forskningsprojektet Mat som
pedagogiskt verktyg som genomférs av Goteborgs universitet. Syftet med forskningen ar att
utforska mat som pedagogiskt verktyg genom att utveckla och implementera undervisnings- och
larandemojligheter genom amnesintegrerad matundervisning. Lérare och forskare kommer
tillsammans att utforma undervisningen som darefter genomférs och utvarderas. Metoder som
kommer att anvandas for datainsamling ar enkat, intervjuer och observation/videoinspelade
lektionsmoment. Insamlat datamaterial avser inte kansliga personuppgifter men kommer att
anonymiseras och forvaras sékert, samt sparas enligt Arkiviagen. Datamaterialet kommer att inga
i en doktorsavhandling och presenteras muntligt och skriftligt i vetenskapliga artiklar utan att
skolan eller medverkande larare eller elever kommer att kunna identifieras.

Ditt deltagande ar frivilligt och det ar mgjligt att nar som helst avbryta ditt deltagande utan att
behdéva ge nagon férklaring genom att kontakta nagon av oss via kontaktuppgifterna nedan.
Goteborgs universitets ar personuppgiftsansvarig och dataskyddsombud kan kontaktas via epost:
dataskyddsombud@gu.se eller 031-786 00 00 (vaxel). Andamalet med behandlingen av
personuppgifterna ar att genomféra forskningsprojektet Mat som pedagogiskt verktyg. Den
rattsliga grunden styrs genom 1. Att forskning vid GU har allmant intresse (GDPR 6.1), och 2. Att
behandlingen av kénsliga personuppgifter ar nédvandig for vetenskapligt forskningsdndamal och
sker enligt etikprovningslagen (GDPR 9.2). Du har ratt att fa personuppgifter rattade eller
raderade samt att fa behandlingen av uppgifterna begransad. Du har aven ratt att Iamna klagomal
till Datainspektionen.

Tveka inte att ta kontakt med oss om du har nagra fragor om forskningsprojektet!
Med vanliga halsningar,

Louise Hard, doktorand i kostvetenskap, Géteborgs universitet,
e-post louise.olsson.hard@gu.se, tel: 031-7862495

Huvudansvarig forskare: Christel Larsson, professor i kostvetenskap, Géteborgs universitet,
e-post: christel.larsson@gu.se, tel: 070-9116519
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SAMTYCKE TILL ATT DELTA| FORSKNINGSPROJEKTET ”"MAT SOM
PEDAGOGISKT VERKTYG”

Jag har fitt muntlig och/eller skriftlig information om studien och har haft
mojlighet att stilla fragor. Jag far behélla den skriftliga informationen.

e Jag samtycker till att delta i forskningsprojektet Mat som pedagogiskt
verktyg.

Plats och datum Underskrift

Namnfértydligande
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Appendix B. Student information and consent for
participation

INFORMATION OCH FORFRAGAN OM ATT MEDVERKA I EN
PRAKTIKNARA SAMVERKANS-FORSKNINGSSTUDIE OM MAT
SOM PEDAGOGISKT VERKTYG

Er skola samarbetar med forskare vid Goéteborgs universitet i en praktiknira
forskningsstudie om mat som pedagogiskt verktyg. Studien beskriv nedan och vi
undrar om ditt/dina barn som gir i férskoleklass eller drskurs 1-3 stiller sig positiv

till att medverka i studien?

75

Du svara pa fragan genom att fylla i formuléret pa sista sidan!

Vad gar studien ut pa?
Vi dr intresserade av att undersoka lirandemoijligheter med Mat som pedagogiskt
verktys genom att planera, genomféra och utvirdera dmnesintegrerad

matundervisning i samverkan med ldrare vid er skola.

Vem kan delta och vad innebir en medverkan?

Studien vinder sig till elever som gér i forskoleklass eller drskurs 1-5. Eleverna
kommer att fa ta del av dmnesintegrerad matundervisning inom olika skolimnen
med syfte att konkretisera innehall, engagera samt lirande om héllbara matval.
Delar av lektioner kan komma att observeras och videoinspelas for att fi folja
matundervisning och lirprocesser. Eleverna kommer dven bli tillfrigade att delta i

intervjuer om hur de upplever matundervisningen.

Hur kommer informationen som samlas in hanteras?

All information som samlas in i studien kommer att hanteras konfidentiellt dvs
utan att nidgon obehérig fir kinnedom, och under dataanalyser kommer varje
deltagare anonymiseras genom att ges ett deltagarnummer. Resultaten frin denna
studie kommer att presenteras utan att kunna sparas till en enskild deltagare eller
medverkande  skola. Se mer information om = “Konfidentialitet,

personuppgiftshantering och GDPR” pa nista sida.
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Gar det att avbryta medverkan i studien?

Elever som stiller sig positiva till att medverka i studien kan nir som helst, utan
att behdva ange varfor, vilja att avbryta sin medverkan helt eller delvis utan att
detta ifrdgasitts och utan att det kommer att medféra nagra negativa konsekvenser.
Elever kan dven vilja att tacka nej till att medverka helt eller i delar av studien trots

att ni har svarat ja i svarsformuliret.

Pa nista blad finns ett svarsformuliar som du fyller i oavsett om ditt barn
stiller sig positivt eller ej till att medverka och som du skickar tillbaka till
oss i det bifogade férfrankerade kuvertet!

Om ni har nagra frigor dr ni varmt vilkomna att héra av er till oss!

Ansvarig for studien: Professor Christel Larsson, e-post: christel.larsson@gu.se
tel. 0709116519

Kontaktperson: Doktorand, Louise Hird, e-post: louise.olsson.hard@gu.se,

tel. 031-7862495

Institutionen for kost- och idrottsvetenskap, Géteborgs universitet

>
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Information om konfidentialitet, personuppgiftshantering och GDPR

Denna forskningsstudie foljer Etikprovningsnimndens etiska riktlinjer. All
information som samlas in i studien kommer att hanteras konfidentiellt och under
dataanalyser kommer varje deltagare enbart att identifieras med ett
deltagarnummer. Resultaten frin denna studie 4r tdnkta att publiceras i
vetenskapliga  tidskrifter och som en del av en doktorsavhandling.
Forskningsmaterial som studien ger kommer att presenteras utan att kunna sparas

till enskilda deltagare eller medverkande skola.

Era svar och personuppgifter i studien kommer att férvaras i ett brand- och
stoldsdkert utrymme och behandlas si att inte obehdriga kan ta del av dem.
Elektroniska uppgifter sparas i universitetets molntjinst med hdg sdkerhet.
Personuppgiftsansvarig 4r Goteborgs universitet. Angdende frigor om
personuppgifter och dataskydd i studien dr ni vilkomna att vinda er till oss
forskare och dr det frigor vi inte kan svara pd hinvisar vi till Géteborgs universitets
dataskyddsombud som du kan nd via e-post: dataskyddsombud@gu.se, eller
telefon: 031-786 00 00.

Deltagare har vid missnje alltid rdtt att vdnda sig med synpunkter till
tillsynsmyndigheten Integritetsskyddsmyndigheten (f6re detta Datainspektionen).
Den rittsliga grunden f6r hantering av personuppgifter i denna forskningsstudie
ir samtycke. Andamalet med behandlingen av personuppgifterna ir att genomféra
forskningsstudien "Mat som pedagogiskt verktyg’ och den rittsliga grunden styrs
genom ’Att forskning vid GU har allmint intresse’ (GDPR 6.1).

Personuppgifter (jud-/videoinspelning) hanteras med omsorg om deltagarnas
integritet och pa ett sitt som foljer EU:s dataskyddsférordning (GDPR).
Personuppgifter kan komma att lagras under hela forskningsprojektets gang, upp
till 10 dr, innan de raderas. Enligt GDPR har forskningsdeltagare ritt att gratis
begira ut de personuppgifter som finns registrerade rérande den egna personen,
samt att fa uppgifterna rittade, raderade eller fa behandling av uppgifterna
begrinsad. Om du vill ta del av uppgifterna sa kontaktar du ansvarig forskare
Christel Larsson via e-post: christellarsson@gu.se, post: Box 300, 405 30
Goteborg, telefon: 070-9116519.
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Svarsformulir for deltagande i Mat som pedagogiskt verktyg-studien

Jag har list och forstar informationen om forskningsprojektet. Jag har fitt veta att
mitt barns deltagande ar frivilligt och kan avbrytas nir som helst utan férklaring
eller negativa konsekvenser. Jag har ocksa fatt mojlighet att stilla frigor och fa
svat.

Samtliga virdnadshavares underskrift krivs f6r medverkan.

Barnets namn:
Klass:

Jag ger mitt samtycke till att mitt barn stiller sig positivt till att delta i studien om
mat som pedagogiskt verktyg.

Jag samtycker inte att mitt barn deltar i studien om mat som pedagogiskt verktyg.

Virdnadshavare 1

Plats och datum Underskrift
Namnfértydligande
Vardnadshavare 2 alternativt N Finns endast en virdnadshavare.
Plats och datum Underskrift
Namnf6rtydligande

Lamna in svarsformuliret (detta papper) till din lirare senast fredag 28

oktober, cller skicka samtycke med e-post: louise.olsson.hard@gu.se
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Appendix C. Teacher questionnaire

GOTEBORGS UNIVERSITET

INSTITUTIONEN FOR KOST- OCH IDROTTSVETENSKAP GOTEBORGS

2022-06-01

UNIVERSITET

ENKAT SKOLPERSONAL

Vinligen besvara foljande fragor utforligt och vid behov kan du fortsdtta
skriva svaren pa baksidan.

1)

a)
b)

2)

a)
b)

3)
a)
b)

4

a)
b)

5)

6)

a)

Téank pa mat som pedagogiskt verktyg.
Hur kan mat som pedagogiskt verktyg anvindas vid er skola?
Hur kan mat som pedagogiskt verktyg anvindas i din undervisning/ditt

arbete?

Ténk p4 méjligheter och utmaningar med att anvinda mat som
pedagogiskt verktyg.

Vilka mdjligheter ser du med att anvinda mat som pedagogiskt verktyg i din
undervisning/ditt arbete?

Vilka utmaningar ser du med att anvinda mat som pedagogiskt verktyg i din
undervisning/ditt arbete?

Ténk pa hdllbarhet och miljé samt hdilsa och vilmdende.

Hur kan din undervisning/ditt arbete bidra till elevers larande kring
hallbarhet och miljo?

Hur kan din undervisning/ditt arbete bidra till elevers ldrande kring Adlsa
och vilmaende?

Ténk pa forskningsprojektet Mat som pedagogiskt verktyg vid er skola.

Vilka forvintningar har du pa vad din medverkan i projektet ska leda till?
Vilka onskemdl har du om vad din medverkan i projektet ska leda till?

Vill du tilligga nagot?
Din bakgrund

Vilj det/de alternativ som stimmer Gverens med din utbildning och
erfarenhet.

Vad har du for utbildning?
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[0 Jag ér lararstudent

[0 Jag &r utbildad klassldrare och/eller &mneslérare i foljande d&mne/n:
[ Jag ér inte utbildad larare

[ Jag har annan kompetens, sdsom:

[ Jag vill inte uppge

b) Hur ménga &rs yrkeserfarenhet har du (VFU och/eller vikariat
inkluderat)?

O <1éar
O1-2éar
d2-5ar
d5-10ar
O>10éar

7) Skulle du kunna ténka dig att medverka i en gruppdiskussion om
hur mat som pedagogiskt verktyg skulle kunna utformas?

OJa

O Eventuellt
O Negj

Om ja eller eventuellt, uppge ditt namn:
De dmnen du undetvisar i/ditt uppdrag:

Mejladress:

TACK FOR DINA SVAR!

Louise Hérd

Doktorand,

Institutionen for kost- och idrottsvetenskap
Goteborgs universitet

louise.olsson.hard@gu.se
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Appendix D. Teacher interview guide

INTERVJUFRAGOR LARARE

Lugn miljoé

Informerat samtycke.

Tillatelse att avbryta intervjun nir som helst.
Tillatelse till judupptagning.

Fragestillning: Vilka erfatenheter har lirare av imnesintegrerad undervisning, och vilka

moijligheter och utmaningar ser de med att genomféra imnesintegrerad matundervisning?

1
a)
b)

a)
b)

Mat som pedagogiskt verktyg
Vad har du f6r erfarenheter av att arbeta dmnesintegrerat?

Beskriv din erfarenhet av undervisning om bra mat: omridesarbete eller enskilda
lektioner.

Vad anser du att elever behéver lira sig om bra mat? Forklara.

Vad ir din tolkning av begreppet Mat som pedagogiskt verktyg?

Vilka méjligheter ser du med Mat som pedagogiskt verktyg?

Hur skulle du beskriva dina kunskaper om hiéllbar och hilsosam mat idag?

Hur kan din undervisning bidra till lirande om hallbar och hilsosam mat?
Hur kan Mat som pedagogiskt verktyg engagera och/eller motivera elever i
din undervisning?

Vilka utmaningar kan du se med Mat som pedagogiskt verktyg?

Omradesarbete X

Ge ett namnforslag (X) pa kommande omridesarbete om hallbar och hilsosam
mat.

Vilka lektionsuppliagg inom omréidesarbete X kan du se? Bade generellt och i din
undervisning.

Under hur ling tid borde omridesarbete X paga?

Hur kan vi anvinda annan personal pa skolan i projektet?

Hur far vi fler lirare/lirare fran ildre stadier att vilja delta i omridesarbetet
Mat som pedagogiskt verktyg?

Har du nagot 6vrigt du vill tilligga?

Om dig som lirare
Ditt namn?

Vilket arbetslag tillh6r du?
Vad har du f6r utbildning?
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c) Vilka Amnen undervisar du i?
d) I vilka arskurser undervisar du?

e) Hur ldnge har du arbetat pa skolan?



Appendix E. Observation manual

OBSERVATONSNMANUAL

Datum:

Tid:

Klass:

Lirare:

Innehall:

Sociokulturella
aspekter (verktyg/
aktivitet/kontext)

Undervisningssatt

Artefakter for
larande

Larande relationer

Lararens sprak
som medierande
redskap

Mat som
pedagogiskt

Elevsprak

Amnesintegrering

Aktivt deltagande elever
Individuellt arbete
Arbete i grupp
Problemldsning i grupp

Larobok
Teknik
Livsmedel
Andra resurser

Manskliga resurser som ldrare eller elev

Anpassat sprak och ton, blandning av konkret och abstrakt
Uppmuntrar utmaningar och
tillater misstag

For dialog

Forklarande

Tillatande klassrumsklimat

for kreativitet och kritiskt tdnkande
Oppna fragor, uppféljande fragor
Inlyssnande

Kroppssprak

Elev-lararsamtal

Elev-elevsamtal

Majlighet till samarbete

Tanker tillsammans

Kroppssprak

Fragebehov

Integrering med matundervisning som mal

Integrering med kunskaper i respektive skolamne som mal

Utgéngspunkt | styrdokument

Overblick
Sammanhang

Holistiskt larande

Appendicies »
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Flera perspektiv
Intertdnkande, att tanka
tillsammans

Kreativitet

Val av tema for integrering

Matundervisning Utmana elevers smaker

Mixad teori och praktik

Positivt matbudskap
Utgangspunkt i
naringsrekommendationer
Larandeprocess Motiverade elever = Kanslor
Miner
Kroppssprak
Tillatande klassrumsklimat
Majlighet till kreativitet
Dialog
Mat som engagerande verktyg
Majlighet till inflytande
Aterkoppling
Engagerade Attityd
elever Beteende
Forvantningar
Overraskningar
Nyfikenhet
Intresse
Anpassningar Kognitiva utmaningar
Uppgifter och innehall
Utgé fran elevers erfarenheter

Utga fran elevers kunskaper
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Appendix F. Evaluation guide

UTVARDERING SKOLANS SMAKKASSE/MAT SOM PEDAGOGISKT
VERKTYG

Rangordna
bilderna med
lektionsmoment fran
omrddesarbetet enligt
diamantmodell (ruter).
Overst placerar ni den
undervisningen
ni uppskattade

mest éverst.

Elever
1) Beratta om omradesarbetet Skolans smakkassen. Roligt, svart, trakigt...?
2) Beratta vad tyckte om du skolveckan med, frukttema? Grénsakstema?
Matsvinnstema?
3) Har du provsmakat nagon ny frukt eller gronsak? Gott? Mindre gott?
4) Hur tanker du kring matrester pa din tallrik?
5) Nagot annat du vill séga?

Larare
1) Beratta om din upplevelse av projektet Mat som pedagogiskt verktyg
(planering/genomférande).
2) Vilka undervisningsmoment var nya for er/eleverna?
3) Vilka moment kidndes extra meningsfulla/mindre meningsfulla?
4) Nar engagerade undervisningen eleverna?
5) Nar fungerade mat som pedagogiskt verktyg bra genom att bidra till Iarande i olika
dmnen?
) Nar fungerade mat som pedagogiskt verktyg mindre bra?
) Vilken amnesintegrering var mest lyckad? Varfér? Mindre lyckad?
8) Vilken typ av fordldrarespons har ni fatt?
) Vad skulle ni forandra om ni genomforde ett liknande omradesarbete igen?
10) Nagot annat ni vill tillagga?
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skolan: En analys av dokument och klass 8y. Goteborg
2002

185. INGA-LILL JAKOBSSON ' Diagnos i skolan. En
studie av skolsituationer for elever med syndromdiagnos.
Goteborg 2002

186. EVA-CARIN LINDGREN  Empowering Young
Female Athletes — A Possible Challenge to the Male
Hegemony in Sport. A Descriptive and Interventional Study.
Goteborg 2002

187. HANS RYSTEDT Bridging practices. Simulations in
education for the health-care professions. Géteborg 2002

188. MARGARETA EKBORG Naturvetenskaplig

ildning for hallbar ntveckling? En longitudinell studie av
hur studenter pa grunskollirarprogrammet ntvecklar for
miljoundervisning relevanta kunskaper i naturkunskap.
Goteborg 2002

189. ANETTE SANDBERG VVuxnas lekvirld. En
studie om vuxcnas erfarenheter av lek. Goteborg 2002

190. GUNLOG BREDANGE  Grinslis pedagog. Fyra
studier om utlindska lirare i svensk skola. Goteborg 2003

191. PER-OLOF BENTLEY Mathematics Teachers and
Their Teaching. A Survey Study. Goteborg 2003

192. KERSTIN NILSSON MANDAT — MAKT —
MANAGEMENT. En studie av hur vrdenbetschefers
ledarskap konstrueras. Goteborg 2003

193. YANG YANG Measuring Socioeconomic Status and
its Effects at Individual and Collective 1evels: A Cross-
Country Comparison. Géteborg 2003

194. KNUT VOLDEN Mediekunnskap som
mediekritikk. Goteborg 2003.

195. LOTTA LAGER-NYQVIST _A# gira det man
kan — en longitudinell studie av hur sjn lirarstudenter
utvecklar sin undervisning och formar sin lirarroll i
naturvetenskap. Goéteborg 2003

196. BRITT LINDAHL Lust att lira naturvetenskap och
teknik? En longitudinell studie om vigen till gymnasiet.
Goteborg 2003

197. ANN ZETTERQVIST _Amnesdidaktisk

k i jonsbiologi. En intervjunndersikning med
no/ biologilirare. Goteborg 2003

198. ELSIE ANDERBERG  Sprikanvindningens

Junktion vid utveckling av kunskap om objekt. Goteborg
2003.

199. JAN GUSTAFSSON  Integration som text, diskursiv
och social praktik. En policyetnografisk fallstudie av mitet
mellan skolan och forskoleklassen. Goteborg 2003.

200. EVELYN HERMANSSON _Akademisering och
professionalisering — barnmorskans utbildning 7 forindring.
Géteborg 2003
201. KERSTIN VON BROMSSEN  Tolkningar,
Jorhandlingar och tystnader. Elevers tal om religion i det

i tnrella och postk rummet. Géteborg 2003

202. MARIANNE LINDBLAD FRIDH Frin
allmaénsinkskoterska till spe salistsinkskoterska inom
intensivvdrd. En studie av erfarenbeter frin
specialistutbildningen och fran den forsta yriesverksamma
tiden inom intensivvirden. Goteborg 2003

203. BARBRO CARLI The Making and Breaking of a
Female Culture: The History of Swedish Physical Education
%n a Different Voice’. Géteborg 2003

204. ELISABETH DAHLBORG-LYCKHAGE
“Systers” konstruktion och mumifiering — i TV -serier och i
studenters forestillningar. Géteborg 2003

205. ULLA HELLSTROM MUHLI _A# jverbrygga
perspektiv. En studie av bebovsbedimmningssamtal inom
dldreinriktat socialt arbete. Gteborg 2003

206. KRISTINA AHLBERG  Synvindor.
Universitetsstudenters berattelser om kvalitativa forandringar
av sdtt att erfara sitnationers mening under
utbildningspraktik. Gteborg 2004

207. JONAS IVARSSON  Renderings & Reasoning:
Studying artifacts in human knowing. Géteborg 2004

208. MADELEINE LOWING
Matematifundervisningens konfkreta gestaltning. En studie av
kommunikationen lirare — elev och matematiklektionens
didaktiska ramar. Géteborg 2004

209. PIJA EKSTROM Makten att definiera. En studie
av hur beslutsfattare formulerar villkor for specialpedagogisk
verksambet. Goteborg 2004

210. CARIN ROOS  Skriftsprikande diva barn. En
studie om skriftsprakligt lirande i forskola och skola.
Goteborg 2004

211. JONAS LINDEROTH Datorspelandets mening.
Bortom idén om den interaktiva illusionen. G6teborg 2004

212. ANITA WALLIN  Evolutionsteorin i klassrummet.
Pé viig mot en dmnesdidaktisk teori for undervisning i
biologisk evolution. Géteborg 2004

213. EVA HJORNE Extluding for inclusion? Negotiating
school careers and identities in pupil welfare settings in the
Swedish school. G6teborg 2004

214. MARIE BLIDING Innes dets och dets
praktik. En studie av barns relationsarbete i skolan.
Goteborg 2004

215. LARS-ERIK.JONSSON _Appropriating
Technologies in Educational Practices. Studies in the Contexts
of Compulsory Education, Higher Education, and Fighter
Pilot Training. Goteborg 2004

216. MIA KARLSSON  An ITiS Teacher Team as a
Community of Practice. Géteborg 2004

217. SILWA CLAESSON  Larares levda kunskap.
Goteborg 2004

218. GUN-BRITT WARVIK _Awmbitioner att firindra
och artefakters verkan. Grinsskapande och stabiliserande
praktiker pa produktionsgolver. Géteborg 2004




219. KARIN LUMSDEN WASS  Vauxenutbildning i
omwandling. Kunskapshytet som ett st att organisera
Jornyelse. Goteborg 2004

220. LENA DAHL _Amningspraktikens villkor. En
intervjustudie av en grupp kvinnors forestillningar pa och
erfarenheter av amning. Goteborg 2004

221. ULRIC BJORCK Distributed Problem-Based
Learning. Studies of a Pedagogical Model in Practice.
Goteborg 2004

222. ANNEKA KNUTSSON  “I' the best of your
Fknowledge and for the good of your neighbonr”. A study of
traditional birth) attendants in Addis Ababa, Ethiopia.
Goteborg 2004

223. MARIANNE DOVEMARK Ansvar — flexibilitet
— valfribet. En etnografisk studie om en skola i forindring.
Goteborg 2004

224. BJORN HAGLUND  Traditioner i mite. En
kvalitativ studie av fritidspedagogers arbete med samlingar i
skolan. Géteborg 2004

225. ANN-CHARLOTTE MARDSJO  Larandets
skiftande inneborder — uttryckta av forskollirare i
vidarentbildning. Goteborg 2005

226. INGRID GRUNDEN A dtererivra kroppen. En
studie av livet efter en ryggmdrgsskada. Goteborg 2005

227. KARIN GUSTAFSSON & ELISABETH
MELLGREN Barus skrifisprikande — att bli en
skrivande och lisande person. Géteborg 2005

228. GUNNAR NILSSON At dga m. Praxisndra
studier av lararstndenters arbete med geometrilaborationer.
Goteborg 2005.

229. BENGT LINDGREN Bi/d, visualitet och vetande.
Diskussion om bild som ett kunskapsfilt inom ntbildning.
Goteborg 2005

230. PETRA ANGERVALL Jamstilldhetsarbetets
pedagogik. Dilemman och paradoxer i arbetet nred
Jamstalldhet pa ett foretag och ett universitet. Géteborg 2005

231. LENNART MAGNUSSON  Designing a
responsive support service for family carers of frail older people
using ICT. Géteborg 2005

232. MONICA REICHENBERG  Gymnasieelever

samtalar kring facktexter. En studie av textsamtal med goda
och svaga lisare. Goteborg 2005

233. ULRIKA WOLFF  Characteristics and varieties of
poor readers. Gteborg 2005

234. CECILIA NIELSEN  Mellan fakticitet och projekt.
Ls- och skrivsvirigheter och stravan att dvervinna dem.
Géteborg 2005.

235. BERITH HEDBERG  Decision Making and
Communication in Nursing Practice. Aspects of Nursing
Competence. Goteborg 2005

236. MONICA ROSEN, EVA MYRBERG & JAN-
ERIC GUSTAFSSON  Laskompetens i skolir 3 och 4.
Nationell rapport frin PIRLS 2001 i Sverige. The IEA
Progress in International Reading Literacy Study. Goteborg
2005

237. INGRID HENNING LOEB  Uteckling och
foréindring i Rommunal vixenutbildning. En yrkeshistorisk
ingdng med berattelser om lirarbanor. Géteborg 2006.

238. NIKLAS PRAMLING  Minding metaphors: Using
[fignrative langnage in learning to represent. Géteborg 2006

239. KONSTANTIN KOUGIOUMTZIS
Lararkulturer och professionskoder. En komparativ studie av
idrottslirare i Sverige och Grekland. Goteborg 2006

240. STEN BATH Kualifikation och medborgarfostran.
En analys av reformtexcter avseende gymnasieskolans
samhéllsuppdrag. Goteborg 2006.

241. EVA MYRBERG Fristaende skolor i Sverige —
Effekter pa 9-10-driga elevers lisformaga. Géteborg 2006

242. MARY-ANNE HOLFVE-SABEL A#titudes
towards Swedish comprebensive school. Comparisons over time
and between classrooms in grade 6. Géteborg 2006

243. CAROLINE BERGGREN  Entering Higher
Eduncation — Gender and Class Perspectives. G6teborg 2006

244. CRISTINA THORNELL & CARL
OLIVESTAM  Kulturmite i centralafrikansk kontext med
kyrkan som arena. Géteborg 2006

245. ARVID TREEKREM At leda som man lir. En
arbetsmiljopedagogisk studie av toppledares ideologier om
ledarskapets taktiska potentialer. G6teborg 2006

246. EVA GANNERUD & KARIN
RONNERMAN  Innehill och innebird i lirares arbete i
Sforskola och skola — en fallstudie ur ett genusperspeketiv.
Goéteborg 2006

247. JOHANNES LUNNEBLAD  Firskolan och
mdngfalden — en etnografisk studie pd en forskola i ett
multietniskt omride. Goteborg 2006

248. LISA ASP-ONSJO _Atgirdsprogram — dokument
eller verktyg? En fallstudie i en kommun. Géteborg 2006

249. EVA JOHANSSON & INGRID PRAMLING
SAMUELSSON Lk och lirgplan. Moten mellan barn och
lirare i forskola och skola. Goteborg 2006

250. INGER BJORNELOO  Innebirder av hillbar
utveckling. En studie av lirares ntsagor om undervisning.
Goteborg 2006

251. EVA JOHANSSON Etiska dverenskommelser i
Sforskolebarns virldar. Goteborg 2006

252. MONICA PETERSSON A genuszappa pa siker
eller osdker mark. Hem- och konsumentkunskap ur ett
konsperspektiv. Goteborg 2007

253. INGELA OLSSON  Handlingskompetens eller
inldird bjalploshet? Larandeprocesser hos
verkstadsindustriarbetare. Goteborg 2007



254. HELENA PEDERSEN  The School and the
Animal Other. An Ethnography of human-animal relations
in edncation. G6teborg 2007

255. ELIN ERIKSEN ODEGAARD  Meningsskaping
7 barnehagen. Innhold og bruk av barns og voksnes
samtalefortellinger. G6teborg 2007

256. ANNA KLERFELT Barns multimediala
berdttande. En link mellan mediakultur och pedagogisk
praktik. Goteborg 2007

257. PETER ERLANDSON  Docile bodies and
imaginary minds: on Schin's reflection-in-action. Goéteborg
2007

258. SONJA SHERIDAN OCH PIA WILLIAMS
Dimensioner av konstruktiv konkurrens. Konstruktiva
konkurrensformer i firskola, skola och gymnasinm.
Goteborg 2007

259. INGELA ANDREASSON  Elevplanen som text -
om identitet, genus, mafkt och styrning i skolans
elevdokumentation. Géteborg 2007

Editors: Jan-Eric Gustafsson, Annika Hirenstam and
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260. ANN-SOFIE HOLM Relationer i skolan. En
studie av femininiteter och mas, iar9. Goéteborg
2008

261. LARS-ERIK NILSSON  But can't you see they are
lying: Student moral positions and ethical practices in the wake
of technological change. Goteborg 2008

262. JOHAN HAGGSTROM  Teaching systems of linear
equations in Sweden and China: What is made possible to
learn? Goteborg 2008

263. GUNILLA GRANATH Milda makter!
Utvecklingssamtal och loggbicker som disciplineringstekniker.
Goteborg 2008

264. KARIN GRAHN ' Flickor och pojkar i idrottens
liaromedel. Konstruktioner av genus i
ungdomstrinarutbildningen. Géteborg 2008,

265. PER-OLOF BENTLEY Mathematics Teachers and
Their Conceptual Models. A New Field of Research.
Goteborg 2008

266. SUSANNE GUSTAVSSON  Motstand och mening.
Innebord i blivande lirares seminariesamtal. Géteborg 2008

267. ANITA MATTSSON  Flexibel ntbildning i

ktiken. En fallstudie av pedagogiska processer i en
distansutbildning med en ippen design for samarbetslkirande.
Goteborg 2008

268. ANETTE EMILSON Det dnskvirda barnet.
Fostran uttryckt i vardagliga kommunikationshandlingar
mellan lirare och barn i forskolan. Géteborg 2008

269. ALLI KLAPP LEKHOLM Grades and grade
assignment: effects of student and school charachterisites.
Géteborg 2008

270. ELISABETH BJORKLUND A erivra
litteracitet. Smd barns kommmunikativa miten med berdttande,
bilder, text och tecken i firskolan. Goteborg 2008

271. EVANYBERG O livets kontinuitet. Undervisning
och lirande om véixters och djurs livscykler - en fallstudie i
drskurs 5. Goteborg 2008

272. CANCELLED

273. ANITA NORLUND Kritisk sakprosalisning i
gmnasieskolan. Didaktiska perspektiv pa lirobicker, lirare
och nationella prov. Goteborg 2009

274. AGNETA SIMEONSDOTTER SVENSSON
Den pedagogiska samlingen i forskoleklasen. Barns olika sdtt
att erfara och hantera svirigheter. Goteborg 2009

275. ANITA ERIKSSON O teori och praktik i
lirarutbildni En afisk och diskursanalytisk studie.
Goteborg 2009

276. MARTA HJALMARSSON  Laérarprofessionens
gennsordning. En studie av lirares uppfatiningar om
arbetsuppgifter, s och forvintningar. Goteborg
2009.

277. ANNE DRAGEMARK OSCARSON ' Se/f
Assessement of Writing in 1earning English as a Foreign
Langnage. A Study at the Upper Secondary School Level.
Goteborg 2009

278. ANNIKA LANTZ-ANDERSSON  Framing in
Educational Practices. 1earning Activity, Digital Technology
and the Lagic of Sitnated Action. Géteborg 2009

279. RAUNI KARLSSON  Demokratiska virden i
Jorskolebarns vardag. Géteborg 2009

280. ELISABETH FRANK  Ladsformidgan bland 9-10-
dringar. Betydelsen av skolklimat, hem- och skolsamverkan,
spetens och elevers hembakgrund. Goteborg 2009

281. MONICA JOHANSSON  Aunpassning och
motstind. En etnografisk studie av gymnasieelevers
institutionella identitetsskapande. G6teborg 2009

282. MONA NILSEN ' Food for Thought. Communication
and the transformation of work experience in web-based in-
service training. G6teborg 2009

283. INGA WERNERSSON (RED) Genus i forskola
och skola. Forandringar i policy, perspektiv och praktik.
Goteborg 2009

284. SONJA SHERIDAN, INGRID PRAMLING
SAMUELSSON & EVA JOHANSSON (RED) Barns
tidiga lirande. En tvdrsnittsstudie om forskolan som miljo for
barns lirande. Géteborg 2009

285. MARIE HJALMARSSON  Lojalitet och motstind -
anstilldas de i ett forinderligt hemtjianstarbete.
Géteborg 2009.
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286. ANETTE OLIN Skolans mitespraktik - en studie
om skolutveckling genom yrkesverksammas forstielse.
Goteborg 2009

287. MIRELLA FORSBERG AHLCRONA
Handdockans kommunikativa potential som medierande
redskap i forskolan. Géteborg 2009

288. CLAS OLANDER  Towards an interlanguage of
biological evolution: Exploring students” talk and writing as
an arena for sense-making. Géteborg 2010

Editors: Jan-Eric Gustafsson, Ake Ingerman and
Ingrid Pramling Samuelsson

289. PETER HASSELSKOG S/gdlirares
Jorhdllningssdtt i undervisningen. Goteborg 2010

290. HILLEVI PRELL Promoting dietary change.
Intervening in school and recognizing health messages in
commercials. Goteborg 2010

291. DAVOUD MASOUMI Quality Within E-learning
in a Cultural Context. The case of Iran. Géteborg 2010

292. YLVA ODENBRING Kramar, kategoriseringar och
bjilpfroknar. Konskonstruktioner i interaktion i forskola,
Sforskoleklass och skolir ett. Goteborg 2010

293. ANGELIKA KULLBERG What is tanght and
what is learned. Professional insights gained and shared by
teachers of mathematics. Géteborg 2010

294. TORGEIR ALVESTAD Barnehagens relasjonelle
verden - smd barn som kompetente aktorer i produktive
Sforhandlinger. Goteborg 2010

295. SYLVI VIGMO New spaces for Langunage 1earning.
A study of student interaction in media production in English.
Goteborg 2010

296. CAROLINE RUNESDOTTER 1 otakt med tiden?
Folkhigskolorna i ett foranderligt falt. Goteborg 2010

297. BIRGITTA KULLBERG Ex etnografisk studie i en
thailindsk grundskola pa en 6 i sodra Thailand. I sikandet
efter en framtid dé nuet har nog av sitt. Géteborg 2010

298. GUSTAV LYMER The work of critique in
architectural education. Géteborg 2010

299. ANETTE HELLMAN Kan Batman vara rosa?
Farhandlingar om pojkighet och normalitet pa en forskola.
Goteborg 2010

300. ANNIKA BERGVIKEN-RENSFELDT
Opening higher education. Discursive transformations of
distance and higher education government. G6teborg 2010

301. GETAHUN YACOB ABRAHAM  Education for
Democracy? Life Orientation: Lessons on Leadership
Qualities and Voting in South African Comprebensive
Schools. Géteborg 2010

302. LENA SJOBERG Bt i klassen? Ldrare och elever i
svenska och enropeiska policytexter. Goteborg 2011

303. ANNA POST Nordic stakeholders and sustainable
catering. G6teborg 2011

304. CECILIA KILHAMN Making Sense of Negative
Numbers. Géteborg 2011

305. ALLAN SVENSSON (RED) Utvdrdering Genom
Uppfoljning. Longitudinell individforskning nnder ett
halvsekel. Géteborg 2011

306. NADJA CARLSSON [ kamp med skrifisprifket.

Vucenstuderande med lis- och skrivsvirigheter i ett
livsvarldsperspektiv. Géteborg 2011

307. AUD TORILL MELAND  Ansvar for egen laring.
Intensjoner og realiteter ved en norsk videregdende skole.
Géteborg 2011

308. EVA NYBERG Folkbildning for demokrati.
Colombianska kvinnors perspektiv pa kunskap som
Sforindringskraft. Goteborg 2011

309. SUSANNE THULIN Ladrares tal och barns
nyfikenbet. Ke ikation om naturvetenskapliga i

ﬂrxkalan, Goteborg 2011

310. LENA FRIDLUND Interkulturell undervisning —
ett pedagogiskt dilemma. Talet om undervisning i svenska som
andrasprik och 7 forberedelseklass. Goteborg 2011

311. TARJA ALATALO Skicklig lis- och
skrivundervisning i ik 1-3. Om lirares mdjligheter och hinder.
Goteborg 2011

312. LISE-LOTTE BJERVAS Samtal om barn och
dagogisk dok jon som bedomningspraktik i

Jforskolan. En diskursanalys. Goteborg 2011

313. ASE HANSSON  Ansvar fir matematiklirande.

Effekter av undervisni svar i det flerspriki
Fklassrummet. Géteborg 2011

314. MARIA REIS At ordna, fran ordning till ordning.
Yngre forskolebarns matematiserande. Géteborg 2011

315. BENIAMIN KNUTSSON  Curriculum in the Era
of Global Develgpment — Historical 1 egacies and
Contemporary Approaches. Goteborg 2011

316. EVA WEST Undervisning och lirande i
naturvetenskap. Elevers lirande i relation till en
Jforskningsbaserad undervisning om ljud, hirsel och hilsa.
Géteborg 2011

317. SIGNILD RISENFORS  Gymnasienngdomars
livstolkande. Goteborg 2011

318. EVA JOHANSSON & DONNA
BERTHELSEN (Ed.) Spaces for Solidarity and
Individualism in Educational Contexts. Géteborg 2012

319. ALASTAIR HENRY 1.3 Motivation. Géteborg
2012

320. ANN PARINDER  Ungdomars matval —
erfarenbeter, visioner och miljoargument i eget hushall.
Goteborg 2012

321. ANNE KULTTI Flersprikiga barn i forskolan:
Villkor for deltagande och lirande. Géteborg 2012
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322. BO-LENNART EKSTROM  Kontroversen om
DAMP. En kontroversstudie av vetenskapligt grinsarbete och
dversdttning mellan olika kunskapsparadigm. Goéteborg
2012

323. MUN LING LO Variation Theory and the
Tmprovement of Teaching and 1earning. G6teborg 2012

324. ULLA ANDREN  Se/fanareness and self-knowled;
in professions. Something we are or a skill we learn.
Goteborg 2012

325. KERSTIN SIGNERT Variation och invarians i
Maria Montessoris sinnestrinande materiel. G6teborg 2012

326. INGEMAR GERRBO Idén om en skola for alla
och specialpedagogisk organisering i praktiken. Goéteborg
2012

327. PATRIK LILJA Contextualizing inquiry.
Negotiations of tasks, tools and actions in an upper secondary
classroom. Géteborg 2012

328. STEFAN JOHANSSON O the Validity of
Reading Assessments: Relationships Between Teacher
Judgements, External Tests and Pupil Self-assessments.
Goteborg 2013

329. STEFAN PETTERSSON  Nutrition in Olympic
Combat Sports. Elite athletes’ dietary intake, hydration status
and exiperiences of weight regulation. Géteborg 2013

330. LINDA BRADLEY  Language learning and
technology — student activities in web-based environments.
Goteborg 2013

331. KALLE JONASSON Sport Has Never Been
Modern. Géteborg 2013

332. MONICA HARALDSSON STRANG Yangre
elevers liarande om natur. En studie av kommunikation om
deller i institutionella K 7. Goteborg 2013

333. ANN VALENTIN KVIST Immigrant Groups and
Cognitive Tests — Validity Issues in Relation to Vocational
Training. Géteborg 2013

334. ULRIKA BENNERSTEDT Knowledge at play.
Studies of games as members’ matters. Géteborg 2013

335. EVA ARLEMALM-HAGSER Engagerade i
virldens bista? 1darande for hillbarhet i forskolan.
Goteborg 2013

336. ANNA-KARIN WYNDHAMN  Tiénka fritt,
tanka ratt. Bn studie om virdeoverforing och kritiskt
tinkande i gymnasieskolans undervisning. Géteborg 2013

337. LENA TYREN "I; far ju inte riktigt
Jorutséittningarna for att genomfora det som vi vill.” En studie
om lirares mdjligheter och hinder till forindring och forbattring
i praktiken. G6teborg 2013

Editors: Jan-Eric Gustafsson, Ake Ingerman and
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338. ANNIKA LILJA Fartroendefirlla relationer mellan
lirare och elev. Gteborg 2013

339. MAGNUS LEVINSSON  Evidens och existens.
Evidensbaserad nndervisning i ljuset av lirares erfarenbeter.
Goéteborg 2013

340. ANNELI SCHWARTZ  Pedagogik, plats och
prestationer. En etnografisk studie om en skola i fororten.
Goteborg 2013

341. ELISABET OHRN och LISBETH LUNDAHL
(red) Kiin och karridr i akademin. En studie inom det
utbildningsvetenskapliga filtet. Gteborg 2013

342. RICHARD BALDWIN  Changing practice by
reform. The recontextualisation of the Bologna process in
teacher education. Goteborg 2013

343. AGNETA JONSSON At skapa liroplan for de
_yngsta barnen i forskolan. Barns perspektiv och nuets
didaktik. Goteborg 2013

344. MARIA MAGNUSSON  Skylta med kunskap. En
studie av hur barn urskiljer grafiska symboler i hen och
Jorskola. Géteborg 2013

345. ANNA-LENA LILLIESTAM Akfir och struktur
7 historienndervisning. Om utveckling av elevers historiska
resonerande. G6teborg 2013

346. KRISTOFFER LARSSON Kritiskt tinkande i
grundskolans samhillskunskap. En fenomenografisk studie
om manifesterat kritiskt tinkande i sambdillskunskap hos
elever i arskurs 9. Goteborg 2013

347. INGA WERNERSSON och INGEMAR
GERRBO (red) Differentieringens janusansikte. En
logi frin Institutionen for pedagogik och specialped.
vid Gateborgs nniversitet. Géteborg 2013
348. LILL LANGELOTZ VVad gir en skicklig lirare?

En studie om kollegial handledning som ntvecklingspraktik.
Goteborg 2014

349. STEINGERDUR OLAFSDOTTIR  Television
and food in the lives of young children. Gteborg 2014

350. ANNA-CARIN RAMSTEN  Kunskaper som
bygade folkhemmet. En fallstudie av forutsdttningar for lirande
vid teknikskiften inom processindustrin. Goteborg 2014

351. ANNA-CARIN BREDMAR  Ldrares arbetsglidje.
Betydelsen av emotionell nirvaro i det pedagogiska arbetet.
Goteborg 2014

352. ZAHRA BAYATI "den Andre” i lirarntbildningen.
En studie om den rasifierade svenska studentens villkor i
globaliseringens tid. Géteborg 2014

353 ANDERS EKLOF Pryject work, independence and
critical thinking. Géteborg 2014

354 EVA WENNAS BRANTE Mte ned multimodalt
material. Vilken roll spelar dyslexi for nppfattandet av text
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What we learn about food early in life can shape our health and well-being,
as well as our impact on the environment. This thesis explores subject-
integrated food education and how food can be used as a pedagogical tool
for learning in early primary school. In a collaborative design process with
teachers, new ways of integrating food into different school subjects were
developed and implemented in the early years of compulsory school (for
students aged 6-9 years). The findings show that food, as a pedagogical
tool, can make learning more familiar, concrete, and experiential.
In addition, food education in early primary school can encourage students’
playfulness, curiosity, and food-related communication, supporting both
learning through and about food. At the same time, successful subject-
integrated food education requires supportive school structures, time, and a
willingness to collaborate, as well as teachers with food education knowledge
and skills. Overall, this research highlights the potential of introducing
structured food education in early primary school, helping children develop
food-related knowledge, skills, and awareness in promoting sustainable
choices throughout life.
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