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Towards an educational praxis for planetary health: a call for 
transformative, inclusive, and integrative approaches for 
learning and relearning in the Anthropocene
Nicole Redvers, Carlos A Faerron Guzmán, Margot W Parkes

Fuelled by the intersecting challenges of climate change, biodiversity loss, pollution, and profound social, economic, 
and environmental injustices, calls for new ways to work together for a healthy, just, and sustainable future are 
burgeoning. Consequently, there is a growing imperative and mandate across the higher education space for 
transformative, inclusive, integrative—and sometimes disruptive—approaches to learning that strengthen our 
capacity to work towards the goals and imperatives of planetary health. This educational transformation requires 
attention to pathways of societal, policy, and system change, prioritising different voices and perspectives across 
jurisdictions, cultures, and learning contexts. This Viewpoint seeks to explore the developing areas of education for 
planetary health, while additionally reflecting on a praxis for education in the Anthropocene that is rooted within the 
confluence of diverse knowledges and practice legacies that have paved the way to learning and relearning for 
planetary health.

Introduction
“The students will have an understanding and empathy 
that they will hold in their minds and hearts due to the 
spiritual and cultural teachings they are learning 
through the land. They will have a new lens.”1

Joy Joseph-McCullough, Squamish Nation

Fuelled by the intersecting challenges of climate change, 
biodiversity loss, pollution, and profound social, economic, 
and environmental injustices, calls for new ways to work 
together for a healthy, just, and sustainable future are 
burgeoning. Meaningfully addressing these deep and 
interconnected issues is fundamentally a learning process. 
Society at large must move beyond existing patterns and 
constraints towards ways of thinking, being, and acting 
(eg, imagination, knowledge, and governance challenges) 
that restore, protect, and safeguard our shared planetary 
home and the living systems people depend on. 
Consequently, there is an increasing imperative and 
mandate across the education space (eg, for learners, 
educators, education institutions, and decision makers) for 
transformative, inclusive, integrative—and sometimes 
disruptive—approaches to learning that strengthen our 
capacity to work towards the goals and imperatives of 
planetary health. These goals require attention to pathways 
of societal, policy, and educational system change, 
prioritising different voices and perspectives across 
jurisdictions, cultures, and learning contexts.2

In 2021, the Planetary Health Education Framework was 
published with the aim to guide the education of students, 
practitioners, and professionals “able and willing to 
address the complex Planetary Health challenges of our 
world today”.3 The framework was meant to “inspire all 
peoples across the globe to create, restore, steward, and 
conserve healthy ecosystems for a thriving human 
civilization”.3 Although planetary health is often 
characterised as a distinct field of practice, the framework 
explicitly intended to build upon and acknowledge 

“previous scientific movements and fields such as conser­
vation medicine, ecohealth, geohealth, and one health. 
It also recognised the invaluable contributions made by 
traditional and contemporary Indigenous knowledge 
systems, especially those that have long understood the 
interconnectedness between humans and Nature”.3

The Planetary Health Education Framework 
considered five foundational domains that were thought 
to comprise the essence of planetary health knowledge, 
values, and practice with the goal of guiding institutions, 
educators, and learners (figure 1). The framework did 
not, however, explore processes of implementation due 
to the understanding that contextual variables such as 
the learning context would influence how the 
framework should and could be operationalised in 
practice. Despite this gap in implementation, there has 
been a renewed push from within and outside the 
planetary health community to begin an effort to 
further define potential routes of implementation for 
higher education learning contexts guided by the 
questions: how can the Planetary Health Education 
Framework be operationalised and how can inclusive 
communities of learning that recognise the invaluable 
contributions made by other traditional and 
contemporary systems of knowledge (eg, Indigenous 
knowledge systems) be created?

The answers to these questions are complex. For 
example, there has already been anecdotal feedback 
from individuals working within traditional academic 
spaces regarding the challenges of operationalising 
some of the concepts in the Planetary Health Education 
Framework, such as the exploration of the Inter­
connection within nature domain, which is central to 
the framework. The Interconnection within nature 
domain was purposefully centred in this framework 
(figure 1) with the firm notion that disconnection from 
nature is one of the fundamental root causes from which 
most anthropogenic environmental change stems.5–8

http://crossmark.crossref.org/dialog/?doi=10.1016/S2542-5196(22)00332-1&domain=pdf
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The difficulty in operationalising the Interconnection 
within nature domain (figure 1) is just one example of 
the need for considering practical but transformative 
ways of delivering and developing curricula for 
planetary health education in higher education envi­
ronments. This potential difficulty in operationalising 
key elements of the Planetary Health Education 
Framework also raises the question of whether the 
university—with its position as the enshrined insti­
tution of western thought and practice—as a concept 
and structure is equipped to reverse the disconnection 
from nature trend in educational settings and across 
the world? How can the current university system 
foster ways of learning that encourage humanity to live 
more harmoniously, doing each other no harm and, in 
so doing, foster cultures of care for ourselves, each 
other, all other species, and our shared planetary home? 
This Viewpoint seeks to explore these fundamental 
questions while additionally reflecting on a praxis for 
education in the Anthropocene.

Our positionality together as coauthors reflects 
viewpoints from different contexts, with origins that 
range from the Indigenous territories of Denendeh in 
the sub-Arctic (Canada, NR), central America (Costa 
Rica, CAFG), and Oceania in the south (Aotearoa New 
Zealand, MWP). Our collective work is also connected 
by shared experiences of crossing cultural, disciplinary, 
contextual, and experiential boundaries, in ways that 
cultivate recognition of the combination of integrative, 
inclusive, disruptive, and transformative approaches to 
learning that are required to address the goals and 
imperatives of planetary health.

Our Viewpoint explores the premise that any learning 
and relearning for planetary health requires a clear 

commitment to engage with and learn about 
connections as well as content. Learning and relearning 
for planetary health demands an understanding of and 
attention to the skills, perspectives, values, and 
capacities of all learners (those who are teaching and 
those who are learning) as well as a commitment to 
actively foster connections among learners and their 
wider context. Reflecting the nested and interconnected 
context of our planetary home, our view is that learners 
in the Anthropocene need to be actively supported 
in cultivating the nimbleness and commitment for: 
learning among and across people, places, and plan­
etary contexts; navigating micro, meso, and macro 
scales; with internal, tangible, and external orienta­
tions; and while managing a dynamic flux between 
experiential, contextual, and relational connections. 
Figure 2 offers one entry point for this learning, 
highlighting patterns of interconnections that recur 
throughout our planetary home while expressing 
powerful relationships among the living systems people 
depend on.

Attention to the patterns of connection and inter­
relationship across the living world (figure 2) is, clearly, 
not new. The interconnectedness of the determinants of 
planetary health, for example, has been articulated, 
shown, and shared by global Indigenous knowledge 
holders and scholars based on thousands of years of 
collective knowledge.6,19 Therefore, building on previous 
work, key and related learning principles and themes 
within this Viewpoint include the following three ideas. 
First, the recognition of our shared planetary home as 
an educational partner (further described in the section 
on lessons from Indigenous pedagogies). Humans are 
all interconnected and part of our shared planetary 
home; if we are to meet the challenges of our time we 
need to work together as an expression of this inter­
connected reality. Second, the nurturing of conceptual 
and practical understandings that we are part of 
greater interconnected living systems that we depend 
on (we vs I). This interconnectedness is linked to the 
notion of the web of connections that sustains all life, 
sometimes described as the web of life.20 The web of 
connections is also expressed in some Indigenous 
languages, such as the Māori concept of mauri, which 
“signals the life force or essence that derives from 
a common centre, binding us together”.21 Mauri is also 
described by Wilkinson and colleagues22 as “an ethereal 
bond that links all elements of the natural world, the 
binding force between the physical and the metaphysical, 
the life-supporting capacity”. Third, the support of 
Land-based personal experiences, meaning making, 
and the forming of relational mental models as a basis 
for transformative change.23–25 A shift in mental models 
towards a more relational worldview is influenced by 
the connections we make, including fostering a sense of 
care, awe, reverence, and wonder, in relation to life-
giving connections across levels and systems.

Figure 1: The Planetary Health Education Framework
Reproduced from Faerron Guzmán et al,4 by permission of the authors.
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Challenging the perpetuation of dominance and 
disconnection in higher education

“The overarching paradigm of higher education upholds 
dominant ideologies of individualism and meritocracy, 
seeking to maintain oppressive hierarchies.”26

To move towards a more relational, contextual, and 
experiential approach to education, the powerful defaults 
that are embedded in higher education must first be 
recognised. Dominant orthodoxies within institutions, 
both structural and ideological, must be challenged to 
reach a praxis in which the how, the what, the who, and 
the why of higher education converge in line with 
planetary health principles and practices. Institutions and 
practices that uphold patterns of harm to each other, and 
our shared planetary home, must be urgently confronted.27

Institutions of higher education have a privileged 
power position within societies. The fact that they do not 
exist or function in isolation from the social processes 
outside them must be recognised. Institutions of higher 
education both influence and are a product of wider 
societal systems. The boundaries between higher 
education institutions and societies at large have always 
been ill-defined, and hegemonic ideas have historically 
flowed bilaterally. Since their inception and until recently, 
higher education institutions were dominated by 
religious dogmas. During colonial periods, universities 
served to reify racism and colonial ideology.28 Higher 
education institutions were and are still predominantly 
directed by powerful actors and ideas. Nowadays, most 
higher education institutions are secular and no longer 
explicitly push outright racist ideologies. Even so, 
colonial patterns continue: racism is still very much 
present in educational institutions, and new forms of 
ideologies and dogmas (eg, geopolitical and economic) 
heavily influence the how, the what, the who, and the 
why of higher education.

According to authors such as Bhambra and colleagues29 
and de Sousa Santos,30 higher education institutions work 
to mainstream and strengthen the prevailing matrixes of 
power and the status quo. This work can translate to 
formal institutional structures that decide what is worthy 
of being taught, and what is not (ie, the content or the 
what); the methods and means in the research and 
education process (ie, the process or the how); who is 
represented in higher education (ie, the learners and 
educators or the who); and the reasons and justifications 
for higher education (ie, the product or the why).

Of particular importance for reflection within this paper 
is how the prevailing ideas of disconnection from nature, 
starting from the colonial and neo-colonial expansion of 
western thought, and more recently stemming from 
the growthism ideology,31,32 have dominated educational 
institutions globally. Therefore, current forms of western 
higher education, simultaneously benefiting from the 
logic of disconnection, have meant the loss of the 
knowledge systems and cosmovisions that have kept us 

bound to nature—creating a form of epistemic injustice. 
This logic of disconnection is also exemplified by the 
moral and intellectual perceived superiority of western 
thought that leads to exclusionary and hierarchical 
practices within higher education.29,33 Despite some 
progress in incorporating diverse knowledge systems in 
higher education, power imbalances in the form of limited 
representation, harmful hierarchies of knowledge systems 
and voices, and unjust priority-setting processes remain 
prevalent.

The logic of disconnection from nature, coupled with 
dominant economic systems, has also separated higher 
education institutions from the core principle of 
education as a means of social transformation (ie, praxis 
for emancipation).34 Higher education institutions now 
tend to adhere to the principle of employability through 
the transmission of factual knowledge and hard skills, as 
the core purpose of the learning process (table). This 
same logic puts the knowledge production process that 
happens within institutions of higher education in favour 
of the market economy36 instead of towards the global 

Figure 2: Patterns of nested interconnections within our planetary home
Global bird migrations (reproduced from United Nations Environment Programme and Secretariat of the 
Convention on the Conservation of Migratory Species of Wild Animals,9 by permission of the authors), watersheds 
of South America within the fractal (reproduced from Robert Szucs, Decolonial Atlas,10 by permission of the 
authors), watersheds and river deltas (reproduced from the European Space Agency,11 by permission of the 
authors), braided rivers (Te Awa Whakatipu/Dart River,12 courtesy of the author), Nechako River within the fractal 
(reproduced from Google Earth,13 by permission of the authors), trees and branches (Pohutukawa,14 by permission 
of the author), cracks in ice (reproduced from Wikimedia,15 by permission of the author), tree within the fractal 
(confluence and branches,16 courtesy of the author), fungal hyphae (reproduced from Wikimedia17), and coronary 
arterial tree within the fractal,18 reproduced from Grieze (stock.adobe.com).
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common good. With these realities in mind, we explore 
possible ways forward in the next sections.

Transformative, inclusive, and integrative 
approaches to learning and relearning
If higher education is to contribute towards creating a 
“safe and just space for humanity”,37 it will require a 
reimagination of its structures and values in line with 
social and environmental justice and decolonising higher 
education movements. In the process of transformative 
change, higher education institutions must recognise 
and leverage their vantage point at the intersection of 
innovation, knowledge production and dissemination, 
community impact, and movement building to advance 
the planetary health agenda.38 This transformative change 
is in keeping with parallel calls to progress a decolonial 
and relational vision of planetary health.27

To achieve transformation, we build here on the 
classic concept of praxis (ie, “reflection and action upon 
the world in order to transform it”)34 to produce an 
adjusted understanding of praxis that reflects our state 
of affairs within the Anthropocene. Our adjusted 
understanding is profoundly influenced by Indigenous 
knowledge systems, critical theory, and an ethics of 
care. We take quite literally the words of Paulo Freire 
who stated that “[e]ducation is thus constantly remade 
in the praxis. In order to be it must become”.34 We 

therefore seek a vision of higher education becoming a 
reimagined way forward for transformation towards 
ecocentric, equitable, and healthy futures. We posit that 
the vision and interpretation of praxis for planetary 
health education in the Anthropocene consists of three 
reinforcing, reciprocal, and interconnected elements: 
compassion, knowledge, and reflection (figure 3). 
Together these elements make up the core process of 
any educational endeavour and seek to redefine the 
how, the what, the who, and the why of higher education 
(table). Although resonating with educational 
approaches that seek transformation by engaging the 
heart, head, and hands,39,40 the form of praxis valued 
here and depicted in figure 3 also deepens 
interconnections within each iteration of practice. 
Figure 3 additionally highlights the power of learning 
through reciprocal exchange (also shown in figure 2), 
whereby learning involves iterative cycles of feeling, 
thinking, and doing, with an engaged action orientation 
that is relational, contextual, and experiential.41

In this praxis for planetary health education in the 
Anthropocene, compassion refers to the commitment, 
willingness to act, and engaged action for equitable 
change in the form of social and ecological justice. 
Long forgotten as a central aspect of the learning 
process, the element of compassion attempts to bring 
back relational, affective, and emotional aspects into 
the education process. Compassion recognises that 
learning and teaching stems from caring, a proclivity to 
become aware of need, and relationships of reciprocity 
(eg, from me to we and from disconnection to 
connection). Practised compassion builds on an ethics 
of care42 and acknowledges the interconnectedness and 
interdependence between our species (in the past, in 
the now, and in the future) and all other elements of 
our biosphere.

The proposed praxis also centres around knowledge 
itself, seeking to restructure epistemic and cognitive 
frameworks that prevail in higher education while also 
moving from hierarchical practices to communities or 

What is the focus of the 
education process (the 
what)

What is the desired 
outcome from the 
education process (the 
why)

Who participates in the knowledge 
production, dissemination, and 
education process (the who)

Examples of methods 
(the how)

The Behaviourist University 
(informative)

Factual knowledge 
transmission and skills 
transfer

Placement in the 
workforce

Predominantly hegemonic and 
majority groups (learners and 
educators)

Entrusted professional 
activities and test-
enhanced learning

The Constructivist University 
(formative)

Factual knowledge and 
contextualisation or 
construction and skills 
transfer

Placement in the 
workforce and personal 
change*

Predominantly hegemonic and 
majority groups (learners and 
educators); diversity might be valued, 
but not actively sought out

Problem-based learning 
and workplace-based 
learning

The Praxis University 
(transformative pluriversity)

Personal growth, critical 
analysis, and compassion

Personal change* and 
societal change

Diversity is valued and sought out in 
learners and educators; communities 
participate in the education process

Place-based learning, 
reflexivity, and praxis

Adapted from Teaching for Transformation.35 *Here, personal change could be understood as a change in knowledge, behaviours, and attitudes.

Table: A typology of the how, the what, the who, and the why of higher education

Figure 3: A praxis for planetary health education in the Anthropocene
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ecosystems of practice43 in knowledge mobilisation, 
translation, and exchange. Knowledge, as proposed in this 
praxis for planetary health education, means to actively 
seek and value the diverse contributions made by other 
traditional and contemporary systems of knowledge, as 
well as reversing historic epistemic injustices and harms.27 
Valuing the diverse contributions made by other 
traditional and contemporary systems of knowledge does 
not mean, however, disregarding the benefits of western 
epistemologies, but instead embracing plurality.44–47 It 
means that higher education institutions need to move 
from one way of knowing (ie, the Cartesian and Newtonian 
University) to a model of ecologies of knowledge (ie, the 
epistemically diverse pluriversity).48 This pluralistic 
orientation strengthens capacity to confront common 
environmental challenges in ways that are systemic, 
ecological, and equity informed. A pluralistic orientation 
is also consistent with overtly eco-social approaches to 
health,49,50 transdisciplinary movements inherent within 
the Planetary Health Education Framework and other 
spaces,3,51 and collective and regenerative leadership 
tenants that can be harnessed to fuel the transformative 
potential of education for planetary health.52–55

Finally, the element of reflection. Reflection is intended 
to fuel cycles of learning and change for those who engage 
with it, and, in keeping with Friere’s34 emphasis, reflection 
also sets a platform to enable direct actions towards 
transformation. Reflection should be understood as 
a means to reshape higher education through both the 
critical power analysis of institutions, knowledge, norms, 
policies, and practices, and also through relational care. 
The goal of critical power analysis through reflection is to 
enable institutions, learners, and educators to understand, 
revise, and assess positionality of self in terms of 
geographical, historical, cultural, and epistemological 
perspectives, and that of power structures that frame the 
teaching and learning experience. One goal of relational 
care fostered through reflection is to stimulate diverse 
knowledge integration in learners who might be used to 
only one way of thinking and being in the world 
(eg, conscious meaning making) and to expand what is 
possible through reciprocity, working together, and 
collective effort.40,41,56 Overall, reflection is central to the 
learning processes required to release humanity and our 
activities from the disconnection logics and anthropocentric 
ideologies that threaten the future of Earth’s wellbeing 
(eg, moving from the anthropocentric to the ecocentric). 
These shifts benefit from reflection on the barriers and 
imperatives involved with ecological orientations to health 
and wellbeing.27,56,57

The convergence of these three elements, compassion–
knowledge–reflection, translates to a form of emanci­
patory, decolonial, and resurgent practice that will better 
enable the formation of planetary stewards (we use the 
concept of planetary stewardship here put forward by 
126 Nobel Prize laureates in their 2021 statement, 
Our planet, our future. An urgent call to action58). Planetary 

stewards are by inclination movement builders, and 
they recognise the intertwined and interdependent 
reality of the societal and natural systems that surround 
us. Planetary stewards work towards social and envi­
ronmental justice, seeking the necessary structural 
changes to support the achievement of global equity. 
They are compassionate and apply diverse knowledge 
systems in working towards solutions, moving their 
communities from despair, to hope, to action. We 
believe higher education has the potential to provide 
the conditions for the realisation of planetary stewards 
while accelerating transformational change. We further 
summarise this praxis for planetary health education 
in the Anthropocene and its intentions in figure 4.

The relational and interconnected emphasis embed­
ded in the proposed praxis for planetary health education 
could also help to overcome one of the critiques of 
a planetary health education focus which, for some, can 
remain disconnected from the relational, contextual, 
and experiential considerations depicted in figure 2, and 
the ecocentric and inclusive orientations within figure 4. 
One potential pathway to deepening the relational 
aspects of the planetary focus is to cultivate the capacity, 
discipline, and skills needed for zooming in and 
zooming out to experience the different perspectives and 
orientations within nested sets of relationships.59 

Figure 4: Directionality towards planetary stewardship
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Fostering fluency with grasping planetary health inter­
connections across micro, meso, macro, and meta level 
experiences (figure 5) is an important part of cultivating 
a relational praxis, and a necessary step to overcoming 
the ethical, conceptual, and methodological issues of 
working across scales.21,60 Acknowledging and honouring 
our shared planetary home (ie, Mother Earth, 
Papatuakuku, or Pacha mama) as a whole, needs to be 
connected with tangible, highly contextual lived 
experiences nested within the living ecosystems people 
depend on, in specific eco-social places, settings, and 
communities.61

Connecting with the elements of planetary health in 
the higher education space therefore needs to be 
connected to personal, experiential, and internal 
processes of health that can be seen as embedded or 
nested within other relationships (figure 6). Learning 
about our immediate living systems in terms of 
dynamics of care and compassion, and the planet as 
a foundation for our health and home (as compared 
with the disconnecting emphasis on hazards and harm 
alone), is another essential component in connecting 
the planetary level with the personal.24,25,62,63 Supporting 
the process of learning to see and move between and 
across various nested levels (figures 2, 5, 6) encourages 
humility, as well as the understanding that humans are 
just one small part of a universal story of living systems. 
The learning and relearning for planetary health 
therefore needs to prioritise tangible experiences that 
enable people to feel, think, and personally have 
dynamic, reciprocal relationships from the individual 
to the collective, to the planetary level.

Lessons from Indigenous pedagogies
“Indigenous land-based education is…a form of 
understanding our place within, and our responsibility 
to, the wider universe.”1 

Alex Wilson, Opaskwayak Cree Nation

Land or Country64 is stated to be an active participant 
in the learning process.65 Yet Eurocentric educational 
processes have often embodied a sense of one-directional 
exchange between teacher and learner whereby 
knowledge is imparted onto a learner who then needs to 
make sense of the information in the required context. 
This learning is static, ahistorical, non-participatory, and 
non-relational. Stating that Land or Country is an active 
participant in the learning process, means that 
knowledge is reciprocal and lived in relation to something 
outside of ourselves. It also means that human-to-human 
exchange or experience is not the only way to learn or 
embody teachings. Knowledge transmission is instead 
dynamic, contextual, participatory, and relational. 
Indigenous Nations for millennia have had diverse Land-
based and relational pedagogies that have been expressed 
through modern scholarship, teaching, and learning.66

“Land is seen as the source of all Indigenous knowledge, 
it is both teacher and pedagogy holding all Indigenous 
truths.”67

Indigenous Land-based education has been at the 
forefront of embodying the Interconnection within nature 
attribute (figure 1) through experiential and relational 
learning that is not bound by scales of influence. 
Indigenous Land-based education has been examined and 
reflected as a conduit for transformative learning with the 
potential to weave Indigenous knowledges and academic 
knowledge to encourage shifts in understanding.68 
Dechinta Centre for Research and Learning based in sub-

Figure 5: Patterns of nested interconnections within our planetary home 
that inform a praxis of learning focused on relationships and interactions 
among and across scales and perspectives
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Arctic Canada, for example, delivers accredited post-
secondary courses entirely on-the-land, co-developed with 
Indigenous Elders, community leaders, and leading 
Indigenous academics.69 With a priority on reconnection, 
skill-building, knowledge and practice with the land, 
being together on the land, learning with the land, and 
having strong relationships with the land, Dechinta’s 
approach is the embodiment of planetary health without 
being explicitly labelled as such—like many Indigenous 
run programmes. Dechinta is but one of many developed 
and established Land-based pedagogy sites of learning 
that could inspire and inform more practical under­
standings of the Interconnection within nature portion of 
the Planetary Health Education Framework, including 
expanding the view on what education for planetary health 
actually looks like in practice.70,71

Paradigm shifts
The state of the globe’s converging crises clearly demands 
swift and just educational reform, within which planetary 
health education is poised to make an important 
contribution. However, we consider that higher education 
institutions, for the most part, lack the necessary tools, 
frameworks, and possibly the will to deconstruct and 
reconstruct their own structures. For example, 
connecting with land, air, and water (eg, ecosystems, 
living systems, and Mother Earth) in relation to our own 
wellbeing6 could be seen to actively threaten existing 
knowledge power dynamics and pathways of expertise 
found in higher education. Without crucial introspection 
and analysis of the intersectional matrices of power 
dynamics at play within the knowledge production, 
dissemination, and education process, higher education 
institutions and the structures they represent could 
continue to lack the capacity to steer our world towards 
transformative change—through a comprehensive shift 
in how human beings interact with each other and 
nature.72 The way forward requires paradigm shifts26,35 
that include structural reforms in how knowledge is 
produced and disseminated, how education is democra­
tised, and how education becomes both a process and 
outcome that progresses towards care-informed social 
and environmental justice.

We recognise that previous efforts at tackling learning 
and relearning in academic spaces have often been fraught 
with challenges. We identify pattern recognition as a useful 
tool for leveraging compassion–knowledge–reflection 
praxes within traditional siloed spaces through community-
centred planning while continually asking and reflecting 
on: what have we learned from past efforts? Where do the 
levers of change lie? How do we re-surface existing ideas 
in ways that underscore the synergies and connections 
between existing efforts? How can synthesis and 
resynthesis be useful to guide the next cycles of effort? 
How do we harness opportunity from the increasing 
attention to planetary health? Fortunately, many of the 
papers in this planetary health education issue offer some 

additional tangible and established examples of approaches 
for real-time planning and implementation in moving 
a planetary health educational agenda forward.40,41,70,73–77

Indigenous Peoples have also been highlighted in this 
Viewpoint for their deep understanding in practice of the 
Interconnection within nature element, which informs 
all aspects of our planetary health education praxis. 
Therefore, with the collective examples referenced in this 
paper, and in thinking through the necessary synthesis 
of our ways of being in the world, relationships, and 
processes, we reflect deeply on the profound personal, 
professional, collective, and spiritual influences in the 
realm of planetary health thought and practice that we 
have seen and experienced. The planetary health 
alignment with several (often overlooked or marginalised) 
aspects of disciplinary thought, spanning from human 
ecology to ecosystem approaches to health, to wider, 
established terrains of environmental justice, equity-
informed health promotion, contemplative traditions, 
participatory action research, and Indigenous knowledges 
are still largely unappreciated. Understanding from our 
perspective that education for planetary health is really 
about honouring where we come from and where our 
knowledge has come from, as well as appreciating the 
confluences of these diverse lineages and legacies is 
incredibly important as we deepen our commitment to 
learning and relearning for planetary health.

“Land-based is one of those words, it’s a beautiful, 
wonderful term. It is bringing people back to the land 
and helping them become alive and remembering their 
humanity and their connection to all living things. We 
are the land. So, if we remember who we are, then the 
same miracle that we see all around us, will be us.”65

Contributors
All authors contributed to the conceptualisation, methodology, data 
curation, drafting of the original paper, and reviewing and editing of the 
final version.

Declaration of interests
We declare no competing interests.

Acknowledgments
We acknowledge the multiple and diverse knowledge traditions, fields, 
and communities of practice, and the diverse array of people and 
processes that have informed, inspired, and grounded planetary health 
and its educational parameters in its current form. Planetary health sits 
on the back of a multitude of convergent integrative approaches, often 
unrecognised within disciplinary silos, including Indigenous 
knowledges supported by Indigenous knowledge-keepers, land stewards, 
and other nature-connected people that have continued to be 
marginalised from institutional and educational settings.

References
1	 UNESCO Canadian Commission. Land as teacher: understanding 

Indigenous land-based education. 2021. https://en.ccunesco.ca/
idealab/indigenous-land-based-education (accessed Aug 10, 2022).

2	 Brown A. Education for Planetary Health: a call for papers. 
Lancet Planet Health 2021; 5: e762.

3	 Faerron Guzman CA, Potter T. The Planetary Health Education 
Framework. 2021. https://www.planetaryhealthalliance.org/
education-framework-pdf (accessed March 3, 2022).

4	 Faerron Guzmán CA, Aguirre AA, Astle B, et al. A framework to 
guide planetary health education. Lancet Planet Health 2021; 
5: e253–55.



e84	 www.thelancet.com/planetary-health   Vol 7   January 2023

Viewpoint

5	 Zylstra MJ, Knight AT, Esler KJ, Le Grange LLL. Connectedness as 
a core conservation concern: an interdisciplinary review of theory 
and a call for practice. Springer Sci Rev 2014; 2: 119–43.

6	 Redvers N, Celidwen Y, Schultz C, et al. The determinants of 
planetary health: an Indigenous consensus perspective. 
Lancet Planet Health 2022; 6: E156–63.

7	 Pyle RM. Nature matrix: reconnecting people and nature. Oryx 
2003; 37: 206–14.

8	 Ives CD, Giusti M, Fischer J, et al. Human–nature connection: 
a multidisciplinary review. Curr Opin Environ Sustain 2017; 26: 106–13.

9	 United Nations Environment Programme and the Secretariat of the 
Convention on the Conservation of Migratory Species of Wild 
Animals. A bird’s eye view on flyways: a brief tour by the Convention 
on the Conservation of Migratory species of Wild Animals. 2009. 
https://wedocs.unep.org/20.500.11822/7784 (accessed Mar 26, 2022).

10	 Szucs R. Decolonial Atlas. https://decolonialatlas.files.wordpress.
com/2017/04/watershedssouthamerica.jpg (accessed Apr 30, 2022).

11	 European Space Agency. Irrawaddy_Delta_Myanmar_ESA. 2017. 
https://www.esa.int/ESA_Multimedia/Images/2017/07/Irrawaddy_

	 Delta_Myanmar (accessed May 10, 2022).
12	 Parkes MW. Aerial photograph of Te Awa Whakatipu/Dart River, 

Aotearoa New Zealand. 2016. 
13	 Google Earth. June 30, 2021. In Parkes MW. River conversations: 

a confluence of lessons and emergence from the Taieri River and 
the Nechako River. River Res Appl 38: 443–52. 

14	 Parkes MW. Pohutukawa, Mill Bay, Aotearoa New Zealand. 2022. 
15	 Clauson R. Dendritic pattern in frozen pond, Auburn WA. Ice 

dendrite. Feb 20, 2018. https://commons.wikimedia.org/wiki/
File:Dendritic_pattern_on_frozen_pond,_Auburn_WA.jpg. 
(accessed Dec 16, 2022).

16	 Parkes MW. Confluence and branches, Lheidli T’enneh Territory, 
BC, Canada. 2022.

17	 TheAlphaWolf. Hyphae. April 2, 2006. https://commons.wikimedia.
org/wiki/File:Hyphae.JPG (accessed July 23, 2022).

18	 Blood vessel system of a heart, reproduced from Grieze (stock.
adobe.com). 

19	 Redvers N. The determinants of planetary health. 
Lancet Planet Health 2021; 5: e111–12.

20	 Escobar A. Healing the web of life: on the meaning of 
environmental and health equity. Int J Public Health 2019; 64: 3–4.

21	 Moewaka Barnes H, McCreanor T. Colonisation, hauora and 
whenua in Aotearoa. J R Soc N Z 2019; 49: 19–33.

22	 Wilkinson C, Hikuroa DCH, Macfarlane AH, Hughes MW. 
Mātauranga Māori in geomorphology: existing frameworks, case 
studies, and recommendations for incorporating Indigenous 
knowledge in Earth science. Earth Surf Dyn 2020; 8: 595–618.

23	 Kania J, Kramer J, Senge P. The water of systems change. 2018. 
https://www.fsg.org/resource/water_of_systems_change/ (accessed 
Nov 21, 2022).

24	 Stelkia K, Beck L, Manshadi A, et al. Letsemot, “Togetherness”: 
exploring how connection to land, water, and territory influences 
health and wellness with First Nations knowledge keepers and 
youth in the Fraser Salish Region of British Columbia. 
Int J Indig Health 2021; 16: 356–69.

25	 Poland B, Mashford-Pringle A, Bowra A. Many lenses for planetary 
health: seeding citizen engagement for sustainable futures visioning 
with new ways of seeing. Can J Public Health 2020; 111: 901–11.

26	 Wright-Mair R. A work of heart: practicing critical compassionate 
pedagogy in the face of adversity. July 17, 2020. https://www.
diverseeducation.com/covid-19/article/15107342/a-work-of-heart-
practicing-critical-compassionate-pedagogy-in-the-face-of-adversity 
(accessed Nov 27, 2022).

27	 Jones R, Reid P, Macmillan A. Navigating fundamental tensions 
towards a decolonial relational vision of planetary health. 
Lancet Planet Health 2022; 6: e834–41.

28	 Dei GJS, Kempf A. Anti-colonialism and education: the politics of 
resistance. Leiden: Brill, 2006.

29	 Bhambra GK, Gebrial D, Nişancıoğlu K. Decolonising the 
university. London: Pluto Press, 2018.

30	 de Sousa Santos B. Epistemologies of the south: justice against 
epistemicide. London: Routledge, 2015.

31	 Hickel J. Less is more: how degrowth will save the world. London: 
Penguin Random House, 2020.

32	 Kallis G. Degrowth. Newcastle upon Tyne: Agenda Publishing, 2018.
33	 Peters MA. Why is my curriculum white? Educ Philos Theory 2015; 

47: 641–46.
34	 Freire P. Pedagogy of the oppressed. New York, NY: Continuum, 

2007.
35	 Teaching for Transformation. Paradigms of education. https://www.

teachingfortransformation.com/paradigms-of-education/ (accessed 
Aug 3, 2022).

36	 Nelson RR. The market economy, and the scientific commons. 
Res Policy 2004; 33: 455–71.

37	 Raworth K. Doughnut economics: seven ways to think like 
a 21st-century economist. Hartford, VT: Chelsea Green 
Publishing, 2017.

38	 Wabintz K, Faerron Guzman C. Planetary stewards: the role of 
liberal education in preparing students to protect the earth. 2022. 
https://www.aacu.org/liberaleducation/articles/planetary-stewards 
(accessed Nov 28, 2022).

39	 Sipos Y, Battisti B, Grimm K. Achieving transformative 
sustainability learning: engaging head, hands, and heart. 
Int J Sustain High Educ 2008; 9: 68–86.

40	 Webb J, Raez-Villanueva S, Carrière PD, et al. Transformative 
learning for a sustainable and healthy future through ecosystem 
approaches to health: insights from 15 years of co-designed ecohealth 
teaching and learning experiences. Lancet Planet Health 2022; 
7: 86–96.

41	 Brand G, Wise S, Bedi G, Kickett R. Speak from the heart: 
amplifying Indigenous knowledges and voices in planetary health 
education. Lancet Planet Health 2022; 7: 97–102. 

42	 Tronto JC. An ethic of care. Generations 1998; 22: 15–20.
43	 Smith DEK. Look to the ravens: reconceptualizing communities of 

practice into ecosystems of practice. Environ Educ Res 2022; 
28: 1348–58.

44	 Brown VA. Collective inquiry and it’s wicked problems. In: Harris J, 
Brown VA, Russell J, eds. Tackling wicked problems: through the 
transdisciplinary imagination. London: Routledge, 2010.

45	 Bartlett C, Marshall M, Marshall A, Iwama M. Integrative science 
and two-eyed seeing: enriching the discussion framework for 
healthy communities. In: Hallstrom LK, Guehlstrof N, Parkes M, 
eds. Ecosystems, society, and health: pathways through diversity, 
convergence, and integration. Montreal, QC: McGill Queens 
University Press, 2015.

46	 Escobar A. Designs for the pluriverse: radical interdependence, 
autonomy, and the making of worlds. Durham, NC: Duke 
University Press, 2018.

47	 Miller TR, Baird TD, Littlefield CM, Kofinas G, Chapin F 3rd, 
Redman CL. Epistemological pluralism: reorganizing 
interdisciplinary research. Ecol Soc 2008; 13: 46.

48	 Mbembe A. Decolonizing knowledge and the question of the 
archive. 2015. https://worldpece.org/content/mbembe-achille-2015-
“decolonizing-knowledge-and-question-archive”-africa-country 
(accessed Nov 28, 2022).

49	 Parkes MW, Poland B, Allison S, et al. Preparing for the future of 
public health: ecological determinants of health and the call for an 
eco-social approach to public health education. Can J Public Health 
2020; 111: 60–64.

50	 Hancock T. Population health promotion 2.0: an eco-social approach 
to public health in the Anthropocene. Can J Public Health 2015; 
106: e252–55.

51	 Manuel-Navarrete D, Buzinde CN, Swanson T. Fostering horizontal 
knowledge co-production with Indigenous people by leveraging 
researchers’ transdisciplinary intentions. Ecol Soc 2021; 26: 22.

52	 Shaw E, Walpole S, McLean M, et al. AMEE consensus statement: 
planetary health and education for sustainable healthcare. 
Med Teach 2021; 43: 272–86.

53	 Parkes MW, Saint-Charles J, Cole DC, et al. Strengthening 
collaborative capacity: experiences from a short, intensive field 
course on ecosystems, health, and society. High Educ Res Dev 2016; 
36: 1031–46.

54	 McKimm J, Redvers N, El Omrani O, Parkes MW, 
Elf M, Woollard R. Education for sustainable healthcare: leadership 
to get from here to there. Med Teach 2020; 42: 1123–27.

55	 McKimm J, McLean M. Rethinking health professions’ education 
leadership: developing ‘eco-ethical’ leaders for a more sustainable 
world and future. Med Teach 2020; 42: 855–60.



www.thelancet.com/planetary-health   Vol 7   January 2023	 e85

Viewpoint

56	 Tynan L. What is relationality? Indigenous knowledges, practices, 
and responsibilities with kin. Cult Geogr 2021; 28: 597–610.

57	 Horwitz P, Parkes MW. Intertwined strands for ecology in planetary 
health. Challenges 2019; 10: 20.

58	 National Academies—Steering Committee of the 2021 Nobel Prize 
Summit. Our planet, our future. An urgent call for action. 2021. 
https://www.nationalacademies.org/news/2021/04/nobel-prize-
laureates-and-other-experts-issue-urgent-call-for-action-after-our-
planet-our-future-summit (accessed Aug 10, 2022).

59	 Galway LP, Parkes MW, Allen D, Takaro TK. Building 
interdisciplinary research capacity: a key challenge for ecological 
approaches in public health. AIMS Public Health 2016; 3: 389–406.

60	 Buse CG, Smith M, Silva DS. Attending to scalar ethical issues in 
emerging approaches to environmental health research and 
practice. Monash Bioeth Rev 2019; 37: 4–21.

61	 Parkes MW. Working together for WHOLE systems: approaching 
well-being and health, while oriented to living-systems and equity. 
In: Stephen C, ed. Animals, health, and society: health promotion, 
harm reduction, and health equity in a one health world. London: 
CRC Press, 2021.

62	 Jenkins A, Horwitz P, Arabena K. My island home: place-based 
integration of conservation and public health in Oceania. 
Environ Conserv 2018; 45: 1–12.

63	 Wooltorton S, Collard L, Horwitz P. Living water: groundwater and 
wetlands in Gnangara, Noongar boodjar. PAN 2018; 14: 5–23.

64	 Redvers N, Schultz C, Vera Prince M, Cunningham M, Jones R, 
Blondin B. Indigenous perspectives on education for sustainable 
healthcare. Med Teach 2020; 42: 1085–90.

65	 Redvers J. “The land is a healer”: perspectives on land-based healing 
from Indigenous practitioners in northern Canada. 
Int J Indig Health 2020; 15: 90–107.

66	 Wildcat M, McDonald M, Irlbacher-Fox S, Coulthard G. Learning 
from the land: Indigenous land-based pedagogy and decolonization. 
Decolonization 2014; 3: 1–15.

67	 Dei GJS, Karanja W, Erger G. Land as Indigenous epistemology. In: 
Dei GJS, Karanja W, Erger G, eds. Elders’ cultural knowledges and 
the question of Black/African indigeneity in education. New York, 
NY: Springer Link, 2022: 113–26.

68	 Bartmes N, Shukla S. Re-envisioning land-based pedagogies as 
a transformative third space: perspectives from university academics, 
students, and Indigenous knowledge holders from Manitoba, 
Canada. Diaspora, Indigenous, Minor Educ 2020; 14: 146–61.

69	 Freeland Ballantyne E. Dechinta Bush University: mobilizing 
a knowledge economy of reciprocity, resurgence, and 
decolonization. Decolonization 2014; 3: 67–85.

70	 Redvers N, Menzel K, Ricker A, Lopez-Carmen VA, Blondin B. 
Expanding the scope of planetary health education: the 
international decade of Indigenous languages. Lancet Planet Health 
2023; 7: e4–5. 

71	 University nuhelot’ine thaiyots’i nistameyimâkanak Blue Quills. 
Our philosophy. 2021. https://www.bluequills.ca/About/Philosophy 
(accessed Aug 12, 2022).

72	 Raskin P. Great transition: the promise and lure of the times ahead. 
2010. https://policycommons.net/artifacts/1358012/great-
transition/1971248/ (accessed Aug 15, 2022).

73	 Floss M. Responding to an urgent need for training: development 
and evaluation of the international Planetary Health for Primary 
Care Massive Open Online Course. Lancet Planet Health (in press).

74	 Gepp S, Jung L, Wabnitz, K, et al. The Planetary Health 
Academy—a virtual lecture series for transformative education in 
Germany. Lancet Planet Health 2023; 7: e68–78.

75	 McGushin A, de Barros EF, Floss M, et al. The World Organization 
of Family Doctors Air Health Train the Trainer Program: lessons 
learned and implications for planetary health education. 
Lancet Planet Health 2023; 7: e55–63.

76	 Blom IM, Rupp I, de Graaf IM, et al. Putting planetary health at the 
core of the medical curriculum in Amsterdam. Lancet Planet Health 
2023; 7: e15–17.

77	 Jowell A, Lachenauer A, Lu J, et al. A model for comprehensive 
climate and medical education. Lancet Planet Health 2023; 7: e2–3.

Copyright © 2023 The Author(s). Published by Elsevier Ltd. This is an 
Open Access article under the CC BY-NC-ND 4.0 license.


	Towards an educational praxis for planetary health: a call for transformative, inclusive, and integrative approaches for learning and relearning in the Anthropocene
	Introduction
	Challenging the perpetuation of dominance and disconnection in higher education
	Transformative, inclusive, and integrative approaches to learning and relearning
	Lessons from Indigenous pedagogies
	Paradigm shifts
	Acknowledgments
	References


