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Abstract 
The profession of urban planning contributes to the design and spatial arrangement of cities, and has 
been recognized as a key potential facilitator of action on climate change.  Yet, there has been limited 
research to understand if, or how, urban planning students are being educated for climate change 
competency.  This paper investigates the coverage of climate change in the curriculum of 
professionally accredited urban planning university degrees in Australia. Climate change coverage was 
assessed across three fields: 1) explicit climate change issues; 2) sustainable urban form issues (e.g. 
contributing to climate change by reducing greenhouse gas emissions), and 3) education for 
sustainability (with links to professional competencies relevant to climate change action). A content 
analysis was undertaken of: 1) the Planning Institute of Australia’s Policy for the Accreditation of 
Urban Planning Qualifications, and 2) a sample of nine accredited urban planning degrees. Limited 
coverage of explicit climate change issues and sustainable urban form issues was found. Coverage of 
education for sustainability themes (liberal education; civics; interdisciplinarity; cosmopolitism) was 
stronger. Results indicate that the professional accreditation policy, and the content of urban planning 
degrees should be revised to include greater coverage of explicit climate change issues. 
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Is climate change in the curriculum? An analysis of 
Australian Urban Planning Degrees 

1. Introduction
Greenhouse gas emissions must be rapidly reduced to limit global warming to 1.5oC above pre-industrial
levels, and reduce the damage and harm which is anticipated to be caused by climate change (IPCC 2018;
UN 2015). Urban areas account for up to 70% of final energy use, and are significant contributors to climate
change (UN-HABITAT 2011). Thus urban areas are an important focus for mitigation targets seeking to
reduce greenhouse gas emissions (see Box 1 for definitions of key terms). Urban planning could be a
significant mechanism to address climate change, both through mitigation of greenhouse gas emissions and
adaptation to the climate changes that cannot be avoided (Hurlimann and March 2012; Rosenzweig et al.
2018; Wilson and Piper 2010). Yet urban planning’s capacity has not yet been fully realized in many
contexts (Cobbinah et al. 2019). For example, a survey conducted by the Canadian Institute of Planners
(CIP) in 2019 on planners’ awareness and capacity to address climate change impacts shows a high level of
awareness (81%) of climate change issues among planners. Yet, less than 20% of planners believe they
possess the required capacity, in terms of the requisite tools and information, to deliver climate change
action in their planning practice. Climate change impacts such as high precipitation, inland flooding, and
high temperatures are identified as both current and future threats that should be considered and addressed in
urban planning practice in Canada (CIP 2019). Within this context, there is significant work required of the
profession to sufficiently address climate change, particularly in conjunction with other challenges including
population growth, rapid urbanization, inequality, and biodiversity loss.

Box 1: Definition of key climate change terms 
Adaptation “In human systems, the process of adjustment to actual or expected climate and its effects, in order to moderate 

harm or exploit beneficial opportunities” p. 2 
Mitigation: “A human intervention to reduce emissions or enhance the sinks of greenhouse gases. Note that this encompasses 

carbon dioxide removal (CDR) options” p.35 
Source: IPCC (2018) glossary 

Urban planning has capacities that make it suitable to address climate change issues. These include 
planning’s ability to: act on matters of collective concern; manage competing interests; cut across scales; 
reduce and act on uncertainty; act as a knowledge repository; and be oriented to the future while integrating 
a range of diverse systems (Hurlimann and March 2012). However, Planners 4 Climate Action, convened by 
the UN-HABITAT, found that there is little data on how climate change issues are considered in urban 
planning education or practice (Preston-Jones et al. 2019).  

Internationally, the research to understand the capacity of urban planners working in practice to address 
climate change are often part of broader studies on the state of the profession rather than focused specifically 
on planners’ climate change capacity. In Australia, Hurlimann’s (2009) study on the environmental 
education of urban planners, found that the four top environmental knowledge inadequacies identified by 
planners related to climate change: adaptation, mitigation, sea level rise, and the social impacts of climate 
change. More recently, Freestone et al.’s (2018) research on the status of the urban planning profession in 
Australia and New Zealand found that the most frequently identified ‘most important planning challenge’ 
was climate change. The CIP, while acknowledging the urgency of climate action by all planners in a policy 
on climate change planning (CIP  2018), reported in a survey of practitioners that over 80% planners lack 
the capacity to integrate climate change issues in their work (CIP 2019). However, planners’ climate change 
knowledge and competency were not explored further. In contrast, in the US context, Greenlee et al. (2015) 
through a survey of practitioners and academics, found that climate change ranked 14th of 15 planning issues 
– indicating it was not a salient issue of concern in that context and at that time.

Given urban planning is not yet utilised to its fullest potential to act on climate change, it is important to 
consider the curriculum content of urban planning degrees.  The limited research to date indicates that 
climate change is not well covered in urban planning degrees, and is often not compulsory (Hamin and 



 

Marcucci 2013; Preston-Jones 2018; Preston-Jones et al. 2019; UN-HABITAT 2009). Further, there has 
been limited work to understand how universities should address the problem of climate change through 
curriculum, and specifically how urban planners who are trained to be implementers of built environment 
goals, are to be educated to address the climate change issues of our future. A recent joint report by the 
Commonwealth Association of Architects and other Commonwealth Built Environment Professional 
Associations (Commonwealth Association of Architects et al. 2020) detailed key statistics of these 
professions across the Commonwealth, including a survey of 61 representatives from built environment 
professional associations. They identified barriers to the education of built environment professionals 
included: funding; outdated curriculum, poorly skilled and unqualified teaching staff. 
 
This paper seeks to address the gaps identified by Planners 4 Climate Action (Preston-Jones et al. 2019), by 
posing the following research question:  

How well is climate change integrated into curriculum documents of Australian urban planning 
university degrees accredited by the Planning Institute of Australia?  

 
The paper addresses this question through a content analysis of the Planning Institute of Australia’s (PIA) 
Policy for the Accreditation of Urban Planning Qualifications, and curriculum documents of a sample of 
nine accredited urban planning degrees. The paper is set out as follows. Section 2 provides an overview of 
the role of urban planning in influencing land use and development in cities, and its key role in both 
contributing to and addressing climate change. Section 3 discusses education for climate change, and the 
closely aligned field of Education for Sustainability. Section 4 summarises current approaches to urban 
planning education in Australia. The paper’s research method is then outlined in Section 5, before the results 
are presented in Section 6, and discussed in conjunction with presentation of the conclusions in Section 7. 
 
2. Urban planning: a key influence in cities  
Urban planning aims to find ways to maintain, improve or remediate the social, economic and ecological 
attributes of towns, cities and regions.  To achieve this, planning has traditionally focussed upon physical 
aspects of the built and natural environment: the locations, attributes and interactions between dwellings, 
educational facilities, food production, transport systems, places of work, and reticulated services (Hall 
2007).  This can be understood in simple terms as “paying attention” to the qualities of places (Healey 2007) 
while seeking to manage them to achieve improvements, or at least to avoid problems.  Early planning in 
this modern tradition derived its motivation from the realisation that uncoordinated and uneven growth and 
change could not be sustained.  
 
The type of planning that emerged in the wake of the Industrial Revolution focussed on identifying current 
problems and future opportunities, subsequently developing plans that set out desirable future spatial 
arrangements that governments could bring about (Healey 2007).  While the level and type of planning 
varies by city, region or nation, planning continues to be important because it is increasingly clear that 
collective action is necessary to achieve many of the goals central to climate change and sustainability.  This 
means that urban planning of any kind requires that governments legitimate, facilitate, regulate and 
sometimes drive plans and planning (March 2012). Hence it follows that the activities of planning are 
conducted by the state, with the majority of planning professionals working at various tiers of government, 
or as consultants for private interests negotiating with those in government. 
 
While this physical and forward planning focus continues to be a fundamental part of planning, the 
complexities of human and natural systems now require that ongoing change is managed in more 
sophisticated ways.  For example, the unprecedented and rapid migrations to urban areas occurring in many 
developing countries have led to the majority of the earth’s population now living in urban areas (UN-
HABITAT 2011). Significant amounts of this urbanisation, mainly in developing country contexts, have 
been uncontrolled and beyond the abilities of governments to regulate, leading to mega-settlements that are 
poorly serviced, prone to disasters and unhealthy (Wamsler 2014).   
 
Economic forces that shape local change often have their origins in global trends and processes that are 
beyond the control of governments leaving some areas with dwindling populations, while others become 



 

attractors for growth.  Social networks and influences now exist at multiple scales. We now know that 
natural systems are complex and interconnected, and that human actions, often concentrated in urban areas, 
are causing modifications to the natural world including climate change.  These multiple challenges mean 
that urban planning cannot focus on physical aspects alone, nor can it expect that linear approaches will 
yield outcomes, since governments have limited control and assume vast ranges of responsibility in 
changeable circumstances (Healey 2007).  For planning to contribute to these challenges in a sustainable 
way, planners themselves need to bridge multiple systems, spanning economics, governance, social matters, 
ecology, design, and cultural concerns – responding to changeable circumstances (Hillier 2007).  Thus, 
planning must be interdisciplinary in nature. 
 
The reach of planning activities discussed here is such that planners could be expected to have considerable 
capabilities to be able to ‘do everything.’ As such, addressing climate change is one challenge amongst, 
other numerous laudable goals and pressures, while often constrained by time and resources. As climate 
change and urban sustainability science has matured over the past few decades, the potential for urban 
planning to make significant contributions has been identified (Wheeler 2013), yet further work is needed 
given gaps exist (e.g. Storbjörk, and Hjerpe, 2014).  
 
Urban planning’s role in addressing climate change is recognized by the planning professional associations 
in many countries. Guidelines for climate change have been developed by a number of national Planning 
Associations including the American Planning Association (2011), and the Planning Institute of Australia 
(2015), which also declared a climate emergency in February 2020 (PIA 2020). Overall, there are an 
extensive array of issues that planners need to consider in order to progress to address climate change 
through urban planning activities (Hebbert and Mackillop 2013). 
 
In Australia, the setting for this study, a longstanding assumption of urban planning is that ongoing 
facilitation of development and change is a driver of economic prosperity (March 2015). This in turn is 
generally understood to be a process by which other social, environmental and cultural goals can be 
achieved via regulation of change, even while the failings of this form of neoliberalism for sustainability are 
clear (Buxton, Goodman, Moloney, 2016). The implementation of Australian urban planning varies from 
state to state, as does the extent to which climate change is actively considered. In this context there is weak 
consideration of climate change in urban planning across the country, though some recent initiatives are 
showing promise (Moloney et al 2018).  
 
Importantly it should be recognised that urban planners are one profession, amongst many working in the 
built environment, including architects, designers, surveyors, property professionals, and engineers amongst 
a plethora of associated professionals, working across fields such as water management, ecology and health. 
The survey of Commonwealth built environment professions (Commonwealth Association of Architects et 
al. 2020) identified significant perceived gaps in built environment policy.  The results find that in many 
Commonwealth countries, there is a lack of institutional and educational capacity to build the professions in 
a timely way, particularly in the many Commonwealth countries that are facing rapid population growth and 
rapid urbanisation. The survey indicated the biggest challenge facing the built environment professions is 
climate change. 
 
3. Education for climate change and education for sustainability 
 
3.1 Education for climate change 
Given the broad range of challenges that climate change presents cities and societies (not limited to urban 
planning), education for climate change is an important pursuit (Haslett et al. 2011). While the education 
sector has great potential to help facilitate climate change action, it is seen as an underutilised resource 
(Anderson 2012). This is coupled with the fact that there has been limited research conducted on education 
for climate change in the higher education / university context (Wachholz 2014), and challenges persist in 
educating students on climate change (Haslett et al. 2011). One study was conducted in 2009 with 1250 
students from 166 universities across 43 countries, and aimed to identify climate change awareness levels 
and educational needs (Filho 2010). The study found there were differences in coverage of climate change 



 

issues across the globe, featuring prominently in European and North American courses, and less so in Latin 
American, Asian, Oceania and African locations.  Additionally, most students indicated they would like to 
have more inclusion of climate change matters in University courses, with more emphasis on the ecological, 
social and economic, rather than technical aspects that universities have traditionally focused on (Filho 
2010). This emphasis on broadening the scope of climate change education has also been supported in 
studies with climate change educators and specialists (Waldron et al. 2019). 
 
In a study of the role of universities themselves in mitigating and adapting to climate change, Kautto et al. 
(2018) found that very few higher education institutions are planning for climate change risk in a holistic 
and systematic way. Yet despite this, in 2019 networks representing more than 7,000 universities and further 
education institutions declared a Climate Emergency (United Nations Environment Program 2019), 
committing to a three-point plan including the aim to increase the delivery of environmental and 
sustainability education, which will potentially have a significant impact, given the scale of students to 
which it will apply (Dillon 2019).  
 
Education for climate change requires understandings of both climate science and the political, economic 
and social transformations that are required (Monroe et al. 2019; Waldron et al. 2019). Cantell et al. (2019) 
present a ‘bicycle model’ of climate change education concepts. The model includes: knowledge, thinking 
skills (bicycle wheels), values, identity, worldview (frame), action (chain and pedals), motivation, 
participation (saddle), future orientation (handle bar), hope and other emotions (lamp), and operational 
barriers (brakes). While their model was developed in conjunction with climate change education experts, it 
is not specified at which education level the components should be applied, or how it would be integrated 
into a specific curriculum. 
 
Other researchers have examined the curriculum content that is necessary for climate change education, 
highlighting the importance of aligning subject objectives with program level objectives, advocating for 
thorough whole course reviews, rather than simply adding on climate change subjects (Davidson and Lynth 
2012: Fahey 2012).  
 
Turning to urban planning education specifically, Preston-Jones (2020) conducted an analysis of the 
prevalence of climate change teaching in urban planning degrees at universities in the UK. Modules (subject 
descriptions), syllabus content and learning outcomes were content analysed against a framework of climate 
change education developed by UN-HABITAT 2015 including: theory and concepts of climate change and 
cities; the practice of urban climate change adaptation and mitigation; planning for climate change; urban 
water cycle management; urban energy; urban mobility; shelter and housing (UN-HABITAT 2020). The 
analysis found that 30% of courses did not contain any climate change teaching.  Of the 15 courses that did, 
the coverage of issues was low. The results indicate that reform is needed to ensure urban planning 
graduates have sufficient knowledge of urban climate change challenges. Hamin and Marucci’s study of 
climate change subjects within North American urban planning degrees found that of 120 urban planning 
courses in the US and Canada, only 22 schools offered a stand-alone climate change subject.  They analysed 
the content of those subjects and found that there were some differences in content and requirements 
between studios and seminars. Many of the subjects were elective not compulsory, addressing adaptation or 
both adaptation and mitigation together. There was limited discussion of the role of planners in addressing 
climate change, or of connections between sustainability topics and climate change. The following section 
highlights the necessary linkages between climate change and sustainability education for urban planners. 
 
3.2 Education for sustainability 
Many scholars have identified the links between education to address climate change and education to 
address sustainability (Anderson 2012; Burandt and Barth 2010; Perkins et al. 2018; Reid 2019). Addressing 
climate change (adaptation and mitigation) plays a key role in ensuring a sustainable future (Bulkeley and 
Betsill 2013). Additionally, in practice, there have been calls for the integration of climate change 
adaptation, mitigation and sustainable development (Bizikova et al. 2010; Denton et al. 2014; Rosenzweig et 
al. 2018; Swart and Raes 2007). Learning objectives and concepts from education for sustainability, have 
often been transferred to climate change. They are seen as complementary given climate change and 



 

sustainability both address complex issues, including as identified by Robinson (2011 p.36): incomplete 
knowledge, timescales; system thinking, interdisciplinarity and scientific uncertainty, with challenges to 
integrating climate change education beyond scientific processes.  
 
The development of learning outcomes for education for sustainability has been closely related to an 
understanding of the need to develop professional competence (Thomas et al 2013). This is important to 
consider for urban planning students who, on graduating, will be expected to be capable of practicing as 
urban planners. The distinction between knowledge, skills and competence, and how these are developed 
across levels of learning in higher education, are set out in qualification frameworks, for example, the 
Framework for Qualifications of the European Higher Education Area (Ministry of Science Technology and 
Innovation 2005). This is the key framework that European nations have agreed on to outline expectations of 
graduates and includes learning outcomes and competencies articulated for various levels of higher 
education. In the European context, competence is defined as “the proven ability to use knowledge, skills 
and personal, social and/ or methodological abilities, in work or study situations and in professional and 
personal development” (European Commission 2008 p.11). Universities have tended to focus on teaching 
declarative knowledge, finding it easier and more efficient (Biggs & Tang, 2007). However, the recognised 
importance for universities to engage with teaching competence (beyond simply acquisition of knowledge) 
as relevant to professionally focused degrees is increasingly recognised in areas in addition to the European 
Union (Thomas et al 2013). 
 
There have been calls for sustainability to explicitly consider issues of uncertainty (Dovers and Handmer 
1992), complexity, scale (temporal and spatial), and a diversity of views (Kates et al. 2001) including 
through transdisciplinarity (Brandt et al. 2013).  Sherran (2008) discusses the similarities between 
‘Education for Sustainability,’ ‘Environmental Education,’ and ‘Education for Sustainable Development’.  
Sherran (2008) has identified four key concepts that encompass much of the of Education for Sustainability 
agenda across these fields of study, and emphasizes values, world views and competencies, over specific 
content from disciplines. These four key concepts, all of which are relevant to the professional competencies 
required of urban planners highlighted in section 2, are:  

- Liberal education; “Broad philosophical, historical, spatial and cultural context. Dialogue and debate 
encouraging critical and creative thinking processes. Encourage life-long learning and personal 
development rather than skills-oriented education.” (Sherran 2006 p.404) 

- Civics: “Deeper consideration of citizenship at various overlapping levels of allegiance and 
belonging. Knowledge of how to participate in public process and improve governance, via 
outreach.” (Sherran 2006 p.404) 

- Interdisciplinarity: “Knowledge of other disciplines, their world-views and methodologies. Mutual 
respect for roles of disciplinarians and generalists. Ability to work together in teams with others, and 
use interdisciplinary frameworks to integrate knowledge.” (Sherran 2006 p.404) 

- Cosmopolitism: “Provides a balance for future focus of debate; towards worldwide equity. 
Encourages empathy, and consideration of the “other”, based on context and system views.” 
(Sherran 2006 p.404). 

 
Sherran’s (2006) research found that in Australian universities, sustainability is neither thoroughly or 
uniformly integrated.  Architecture, Planning or Engineering Faculties were found to be the home of 
sustainability in 8 of 36 Australian universities.  The focus of the majority of universities incorporating 
sustainability education, was on environmental knowledge, rather than the human interactions within the 
environment – yet it is these human interactions which will be critical to achieving sustainability (Sherran 
2006), as with climate change. 
 
A significant challenge to climate change and sustainability is translating theory into practice. Urban 
planning is one profession in which daily practice can make significant contribution to the achievement of 
sustainability (Wheeler 2013).  As discussed earlier, planning has practice capabilities, which reach directly 
to key aspects of sustainability and climate change.  Thus, it is critical to consider the curriculum of 
university urban planning degrees and whether they address climate change and sustainability, and to what 
extent. 



 

 
 
4. Urban Planning Education in Australia 
The widespread education of urban planners in Australia has occurred since the 1970s (Hamnett 1999).  
Planning qualifications were originally offered as postgraduate qualifications.  From the 1970s a number of 
undergraduate degrees began to be offered, in parallel with increased demand for planners, as statutory 
systems became more complex and the necessary skills became better defined along with clear roles.  As of 
November 2019, there were 46 degrees offered across Australia that are accredited by PIA, including 18 
undergraduate and 28 postgraduate courses (PIA 2019a). The 22 universities offering these degrees are 
diverse in both international standing and recognition, ranging from members of the ‘Group of 8’ (2015) 
research-intensive universities to more recently established universities, as well as being located in both 
state capital cities and regional locations. Degrees are offered in all states and territories except for the 
Northern Territory.  Australian planning courses are offered by a number of different faculties, ranging from 
geography, architecture, engineering, science, arts and social science. While each course reflects the nature 
of the faculty in which it is based, this diversity also reflects the range of disciplines that can meaningfully 
contribute to the challenges of urban settlements.  
 
PIA is the peak professional body for urban planners in Australia.  It is a national institute, with chapters in 
each of the nation’s six states and two territories, that organise state-based events and continuing 
professional development opportunities. PIA’s accreditation policy for urban planning university degrees, 
Policy for the Accreditation of Australian Planning Qualifications (PIA 2019), is updated periodically, 
resulting in improvements to the clarity of the policy over time (March et. al 2013). The policy is 
implemented through quality assurance activities including regular re-accreditation of university urban 
planning degrees; encouraging urban planners to be certified practitioners through the ‘registered planner 
program’ and through continuing professional education and development activities (PIA 2019). Graduates 
of accredited courses, with additional practice and ongoing professional training, are eligible for corporate 
membership of PIA. The Accreditation Policy sets minimum knowledge, skills and ethics for professional 
planners, based initially upon their university education.  The guide deliberately seeks to allow flexibility for 
universities, acknowledging the diversity of roles planners now play, so it does not specify a precise 
planning curriculum. The document is divided into three key sections” ‘Generic Capabilities and 
Competencies’ (section A) ‘Core Curriculum Competencies’ (section B), and ‘Supporting Knowledge’ 
(section C). The supporting knowledge areas include: Aboriginal and Torres Strait Islander and other 
Indigenous perspectives on planning; economic planning; environmental planning; social planning; transport 
planning; and urban design. Universities do not have to cover each of these supporting knowledge areas, and 
may include others in addition to those listed. 
 
It should be noted that over the past few decades there have been significant changes to the governance of 
universities internationally. In Australia, these changes have focused on the financial aspects of universities, 
with limited regulation surrounding curriculum and teaching (Moses 2007). As identified by Moses (2007), 
in Australia, universities have autonomy with regard to their academic programmes, as the state does not 
control or examine curriculum content, teaching methods or assessment. Additionally, neither state or 
federal governments impose external exams to moderate standards between institutions or ensure minimum 
standards (Moses 2007).  This is principally left to professional accreditation boards for professional 
degrees, and to the discretion of individual faculties, schools and centres to regularly review their courses 
(Moses 2007).  The accreditation of university degrees by professional associations has been found to be an 
important impetus for curriculum development across a range of degree types (Hurlimann et al. 2013).   
 
5. Research Method 
 
In order to address our research question (How well is climate change integrated into the curriculum 
documents of Australian urban planning university degrees accredited by the Planning Institute of 
Australia?) we employed a research method consisting of:  

1) Content analysis of the Planning Institute of Australia’s (2019) Policy for the Accreditation of 
Australian Planning Qualifications.  



 

2) Content analysis of curriculum documents of Australian urban planning degrees accredited by the 
Planning Institute of Australia. Documents analysed included: a) the degree description; b) the subject 
overviews and learning objectives for each of the core subjects in the degree.  

 
Our rationale for choosing to focus on the PIA (2019) Policy for the Accreditation of Australian Planning 
Qualifications, and accredited degrees, is the importance that potential planning employees place on PIA 
membership, and of accredited courses. Given the large number of degrees presently accredited by PIA (46: 
28 at postgraduate and 18 at undergraduate level), a diverse sample of nine degrees were chosen for 
analysis, representing 20% of the accredited degrees. To inform the selection of this sample, information 
about each of the 45 PIA accredited courses was obtained from the PIA website, and the respective 
educational institutions. The characteristics of the degrees selected for the sample are provided in Table 1. 
We have chosen not to identify the degrees, as the purpose was to provide a snapshot of planning education 
in Australia, rather than put a spotlight on particular degrees. This would not be in the collegial spirit of our 
study. Thus, the degrees are labelled D1-D9 (i.e. D1 = Degree 1). Our analysis focused on core subjects of 
these degrees given these are the subjects students must undertake. 
 
<Insert Table 1> 
 
5.2 Analytical framework 
Our content analysis of both the PIA Accreditation document, and the curriculum materials used a structured 
approach combining qualitative assessment of the content, aided by a quantitative recording of the content to 
compare degrees and content areas (Hsieh and Shannon 2005). The framework used for analysis was 
developed from theory presented in Sections 2-4, and contained: 

- Explicit climate change issues: we defined climate change education as: “knowledge of the history 
and causes of climate change; knowledge of and ability to distinguish between certainties; 
uncertainties; risks and consequences of environmental degradation; disasters and climate change; 
knowledge of mitigation and adaptation practices that can contribute to building resilience and 
sustainability; understanding of different interests that shape different responses to climate change 
and ability to critically judge the validity of these interests in relation to the public good” (Anderson 
2012 p.194). This definition was transformed into key issues for the analysis, and supported by 
additional climate change (IPCC 2015; 2018), and education literature: climate change (general 
mention); climate change adaptation; climate change mitigation; transformation; innovation (Dubois 
and Krasny 2016); climate resilience; greenhouse gas emissions; disaster risk reduction; disaster risk 
response; disaster risk recovery; scientific uncertainty; incomplete knowledge (Robinson 2011); 
bushfire; flood, sustainable water management; sea level rise (Hurlimsnn 2009), heat waves.  

- Sustainable urban form: we utilized Jabareen’s (2012) framework to focus on the following key 
issues: compactness, sustainable transport; density; mixed land use; passive solar design/low carbon; 
greening; diversity of built form; sustain*/ sustainable urban form.  Many of these elements are also 
acknowledged by the IPCC as important mitigative actions; e.g. ‘greening’ can be a source of 
mitigating greenhouse gas emissions by providing a ‘sink’ and at the same time it can provide an 
adaptive response to increasing temperatures in cities by providing shade and cooling benefit. 

- Education for Sustainability: developing professional competencies: Sherran’s (2008) four key 
components of Education for Sustainability were used to measure professional competencies critical 
to addressing climate change and sustainability. These were presented in Section 3.2 of this paper, 
and have been translated into the following key issues for analysis. Additional sources that have 
identified these concepts’ relevance for sustainability education are also cited: 

o Liberal education: critical thinking (Anderson 2012); problem solving (Anderson 2012). 
lifelong learning (Biggs and Tang 2007).  

o Interdisciplinarity: disciplinarity (multi/inter/trans) (Kates et al. 2001; Robinson 2011); 
planning as a specialisation; teamwork/group work; (Anderson 2012); complexity (Kates et 
al. 2001); understanding nature / the environment (Anderson 2012) 

o Cosmopolitism: Diversity/inclusive; equity (intergenerational/ intragenerational / inequity; 
justice); future timescales (Kates et al. 2001; Robinson 2011) global/world focus (Kates et al. 
2001) 



 

o Civics: Engagement with planning profession; community engagement/advocacy; behaviour 
change (Anderson 2012) problem-based learning. 

 
An excel spreadsheet was developed to record the analysis for all elements of the framework for each of the 
degrees (degree overviews and core subjects) and the PIA accreditation document.  The analysis of the PIA 
accreditation document involved reading the document in its entirety, then electronically searching for key 
words/terms, to establish their coverage in the document. It should be noted that that a strict match of these 
words was not always used – for example “critical thinking” would have been considered achieved if 
“critical analysis” was written; “compactness” if “compact city” was written. If the document addressed the 
issue explicitly then it was marked as ‘yes’.  If not, it was marked as ‘no’.  The same binary categorization 
‘yes’ or ‘no’ was used for the analysis of the core subject documents.  Originally the process included a third 
category ‘somewhat’ but is was later converted to ‘yes.’ Two of the authors met regularly with the research 
assistant through the coding process, to clarify the process, and discuss any issues arising. For each of the 9 
degrees, the curriculum information analysed were found on the internet in December 2019.  This included 
information about the overall degree description; core subject titles, core subject description and core subject 
learning objectives. This choice of materials to analyse (web based materials) is consistent with previously 
published research in the field of education for sustainability (e.g. Sherran 2006; Thomas and Day 2014).  
 
The Australian Government Department of Education and Training (DET 2015) requires that higher 
education providers must make information available to students, prior to their acceptance of an offer of a 
place in a degree. This information is to assist prospective students’ decision making about courses and units 
of study. Information must include details such as course design and delivery, learning activities, and 
timetable (DET 2015). As such, universities publish an overview of the degrees they offer, along with 
information about the degree components, including core subjects. Information about core subjects includes 
a subject description and learning objectives, which are provided well in advance (6-12 months ahead) of the 
subject being taught, to meet the government requirements. Hence the documents we analysed are important 
government requirements. 
 
There are limitations to our research approach. The documents analysed only provide an abstract level of 
detail contained in the subjects. More detail would be provided in documents such as subject guides, 
assessment tasks, lecture content, and tutorial plans. However, such analysis was outside the scope of this 
research due to the significant time and financial implications associated with such data collection, including 
willingness of academics from other institutions to share these teaching resources that are not available to 
the public. This would be a beneficial area for future research. 
 
6. Results 
 
The results are presented across the three analytical themes: explicit climate change; sustainable urban form; 
and education for sustainability. For each theme, a table is presented to summarise the coverage of the issues 
by each degree (in the degree overview and the core subjects). A summative score for all the degrees in the 
sample is also provided. The number of core subjects across all the 9 sample degrees is 138. Coverage of the 
issues in the PIA accreditation document is presented in the bottom row of each table. 
 
6.1 Explicit Climate Change Coverage 
The explicit climate change theme had 17 issues that were investigated. The analysis (Table 2) shows a 
weak integration/coverage of climate change issues in the core subjects of the degrees in the sample. Only 
Degree 5 (D5) covered more than half of the issues (12/17).  This was followed by D1 recording 5 out of the 
17 issues. ‘Climate change – general’ was mentioned/discussed most frequently, being covered in 8 core 
subjects across 4 degrees. Three degrees (D3, D4, D7) failed to mention or cover any of the issues, despite 
D3 having 29 core subjects. The degree that performed best across the issues in the theme was a regionally 
located university (D5), whose planning degree was offered from an environment faculty. The poor 
coverage of climate change issues across the subjects in these degrees, is perhaps, not surprising given that 4 
out of the 9 degree overviews did not mention any climate change issues. In D6 for instance, it was only the 
‘innovation/ new ways of doing’ theme that was covered/mentioned in the degree overview. 



 

 
<Insert Table 2> 

 
The results indicate limited reflection of explicit climate change issues in planning education in this sample 
of degrees. Critical climate change issues such as ‘greenhouse gas emissions’, ‘bushfire’ and ‘sea level rise’ 
were not mentioned in any of the degrees. The analysis shows that the core subjects of planning degree 
programs across the nine degrees analysed have not yet recognized the urgency and importance of 
addressing climate change. This may reflect the fact that the PIA accreditation document only mentions four 
of the 17 climate change issues: climate change in general; innovative ways of doing things; climate change 
resilience (mentioned under the supporting – not required – knowledge area of ‘environment’) and 
incomplete knowledge. This indicates increased scope for both the accreditation document and the planning 
degrees themselves to increase coverage of climate change issues. 
 
6.2 Sustainable urban form 
There were nine issues included in the ‘sustainable urban form’ theme (Table 3). Of these issues the generic 
‘sustain*’ was covered most frequently in the documents analysed – in 8 of the 9 degrees in the sample, but 
in only 7 of the 138 core subjects. Five of the nine degrees analysed did not have a core subject that 
addressed sustainable urban form.  Overall, the sustainable urban form issues were not well covered in any 
of the degrees in the sample.  Four of the degrees only covered one issue, two covered two issues, two 
covered four, and one covered five. The degree with the most extensive coverage (5/9 issues) was D2. The 
degree included transportation subjects within their core, in addition to sustainability focused subjects. 
These in turn addressed issues of sustainable transport and related concepts of mixed land use. None of the 
degrees included any mention of diverse built form in either their degree overview or the core subject 
information. Other sustainable urban form themes had low levels of coverage across the degrees. The poor 
coverage of sustainable urban form across the sample degrees, is reflective of the PIA accreditation 
document’s poor coverage of sustainable urban form issues, with only 2 of the 9 issues covered: sustainable 
transport (with the acknowledged need to integrate transport and land use), and ‘sustain*’ in general. 
 

<Insert Table 3> 
 
6.3 Education for sustainability 
 
6.3.1 Liberal education 
The theme of liberal education had three issues. All the degrees analysed addressed at least two of the three 
liberal education issues, with two degrees addressing all three (Table 4).  The most frequently covered 
liberal education issue across the sample was ‘critical thinking’ which was addressed in all of the degrees 
and in 62 of the 138 core subjects. There were differences observed between degrees, for example, coverage 
was as low as 21% of the core subjects in D3, and was under 50% in four of the degrees. ‘Problem solving’ 
was covered in all the degrees, but in only 30% of the total core subjects analysed. Variability again ranged 
across universities, with coverage as low as 7% (D3) and was under 50% for 7 of the degrees. The least 
occurring liberal education issue was ‘lifelong learning’ which was only covered in two of the degrees 
analysed, and mentioned at low rates (once and twice) respectively.  In contrast, four degree overviews 
addressed the concept of lifelong learning, but with limited evidence that this flows through the curriculum 
of the core subjects. Overall, the results indicate it would be beneficial to strengthen the coverage of explicit 
‘lifelong learning’ skills across the degrees analysed. The PIA accreditation policy addresses all three of 
these liberal education issues, but it should be noted that ‘lifelong learning’ is addressed only in the 
introduction of the document "requiring ongoing study through continuing professional education and 
development" (p.3). Thus, it is not addressed in the sections (A, B, and C) against which university degrees 
are assessed for concordance with the policy. 
 

<Insert Table 4> 
 
 
 



 

6.3.2 Civics 
The theme of civics had four issues. The extent to which ‘civics’ is addressed by planning degrees varied 
(Table 5). Only one degree addressed all four issues, while on the contrary, one other degree addressed just 
one.  The analysis of the core subjects indicates that five of the degrees addressed all four issues, and four 
addressed three. ‘Problem-based learning’ was the issue with greatest coverage across core subjects (47%). 
Behaviour change was addressed in five of the degrees, but in only 5 out of the 138 core subjects (4%).  The 
PIA accreditation policy addressed each of the four civics issues. However, in terms of behaviour change, it 
did not state that behaviour change is needed per se, but rather, set the expectation that graduates will 
behave in an ethical and professional manner: e.g. “Planners should be able to work in a variety of 
professional environments, meeting high standards of conduct and ethical behaviour relevant to a variety of 
circumstances” (PIA 2019 p,13). 
 

<Insert Table 5> 
 
 
6.3.3 Interdisciplinarity 
 
The theme of interdisciplinarity had five issues. While the degree materials analysed indicate a relatively 
high level of coverage of interdisciplinary-related issues and concepts, at the subject level, coverage of 
interdisciplinary elements is significantly less comprehensive (Table 6). Overall, of the 5 key issues within 
the interdisciplinary focus, ‘planning skills’ was addressed by most subjects (80%) and in all 9 of the 
degrees. ‘Complexity’ was least addressed of the issues, with coverage in 6 of the degrees, and within 22% 
of the core subjects. With regard to interdisciplinary, where the course structure includes a larger number of 
subjects, if individual subjects lack coverage of interdisciplinarity and complexity, it may be achieved 
overall through a larger number and possibly greater range of core subjects.  The PIA accreditation policy 
did address each of the five interdisciplinary issues. However, it should be noted that ‘understanding of 
nature / environment’ was only addressed in section C of the accreditation document which outlines 6 
recommended knowledge areas that degrees are encouraged, but not required to include. Yet despite this, all 
the degrees evaluated had addressed this issue in 10-54% of the core subjects offered. It is worth noting that 
the diverse built environment professionals with whom planners work, take on climate change in multiple 
ways within the context of development processes framed by urban planning.  
 

<Insert Table 6> 
 
6.3.4 Cosmopolitanism 
 
The cosmopolitanism theme had a total of seven issues that were assessed. The analysis indicates a moderate 
consideration of cosmopolitanism issues in core subjects of the degrees in the sample (see Table 7). Overall, 
all of the four issues were mentioned/discussed in all of the degrees except for D4 where only 2 were 
covered. In contrast the degree overviews did not cover the issues as well.  Even in cases where a 
cosmopolitanism issue was not stated/mentioned in the degree overview, it was still reflected in the core 
subjects. For instance, the ‘Diversity/inclusive’ theme did not appear in the degree overview of D1, D2 or 
D7, but they all had planning core subjects addressing it. It was only in D4 that a contrasting perspective 
was observed; the issue (‘equity’) was not stated in degree overview or any of the core subjects.  Across the 
9 degrees, only D4 had no core subjects covering two of the cosmopolitanism issues (‘equity’, and 
‘considers future temporal scale’) while D1 had half of its 8 core subjects addressing two issues (‘equity’ 
and ‘global considerations’), with D7 having more than half of its core subjects covering one issue ‘global 
considerations’.  In a similar way, analysis across the issues shows limited coverage in the planning core 
subjects. The highest scoring theme (‘global consideration’) was mentioned/covered in 40 out of 138 
subjects while the low scoring theme (‘equity’) was mentioned/covered in 21 out of 138 subjects.   The PIA 
accreditation policy addressed 3 of the 4 issues. Consideration of future temporal scales was not addressed. 
 
<Insert Table 7> 
 



 

 
7. Discussion and Conclusions 
This paper has reported on the analysis of the coverage of climate change issues in a diverse sample of nine 
professionally accredited urban planning degrees in Australian universities. The analysis covered three 
themes established from literature: 1) explicit climate change considerations; 2) sustainable urban form; and 
3) education for sustainability (the latter including liberal education, interdisciplinarity, cosmopolitanism 
and civics). For each of the nine degrees, the following materials were analysed: the degree overview, and 
the overview and learning objectives for each core subject. Additionally, the PIA accreditation policy was 
analysed. 
 
A core activity of urban planners is dealing with complexity and managing competing interests. As 
articulated in the PIA accreditation policy, there is an expectation that planners will behave in a professional 
and ethical manner when making decisions. As such, it is not surprising that the sample of planning degrees 
assessed, overall provide good coverage of the ‘Education for Sustainability’ components: liberal education, 
interdisciplinarity, cosmopolitism and civics. This is a promising sign given the complexity that climate 
change poses, and the skills of negotiation that are required to address it. However, it was found that many 
of the elements within ‘Education for Sustainability’ were addressed in the documents analysed of only a 
small number of subjects, or were missing from some degrees. These include: lifelong learning; behaviour 
and complexity. Thus, it would be beneficial to consider how these elements could be incorporated into the 
core subjects and degrees. 
 
The explicit climate change and sustainable urban form issues investigated, were not as well covered in the 
degrees analysed, despite climate change being a key issue for urban planners to address for a number of 
decades. Additionally, urban planners have been grappling with sustainable urban form for decades 
(Wheeler 2013).  The lack of explicit coverage of these issues in the curriculum documents analysed, may 
contribute to the unsustainable form of development that continues to occur in Australia. However, to 
answer this question requires broader consideration of actors across the built environment sectors, which 
will be important future research, building on that undertaken by the Commonwealth Association of 
Architects et al. (2020). In terms of notable gaps, all the issues in the explicit climate change theme should 
be considered for inclusion in revisions of degree content and in the PIA accreditation policy. Twelve of the 
17 themes were addressed by none or one degree, and for the additional 5 issues, none of the issues was 
addressed by more than 4 degrees.  For sustainable urban form, apart from the general issue ‘sustain*’, 
coverage of the other issues was limited; it was covered in only a small number of degrees if any, and even 
when covered, only addressed in a small number of core subjects. 
 
The results of our analysis suggest a number of recommendations for key stakeholders involved in the 
education of urban planners. These include recommendations for universities: 

- Consider how the degree overview aligns with the overview and learning objectives for the core 
subjects in the degree. Our results found that there was not always alignment between the degree 
overview’s coverage of the issues within themes, and the core subjects’ coverage of these. 

- Consider increasing the explicit coverage of climate change and sustainable urban form issues in 
core subjects (subject overviews and learning objectives). It may be that these issues are covered in 
the detailed curriculum content of subjects, but at present this is not clearly communicated to 
prospective students, or articulated in the subject learning objectives, and thus needs greater 
attention. 

 
Recommendations for PIA: 

- Consider increasing the explicit consideration of climate change and sustainable urban form issues in 
the Accreditation Policy document. Our analysis established that the coverage of these issues across 
the degrees in the sample was limited, in line with the limited coverage of these issues in the PIA 
accreditation document. Thus, increasing the prominence of these issues in the policy may be a way 
to increase coverage of these important issues in the university curriculum for urban planning (in line 
with Hurlimann et al.’s 2013 findings regarding professional accreditation being a catalyst of 
curriculum invigoration).  



 

- Consider how lifelong learning skills might be addressed in the accreditation document for coverage 
in curriculum of urban planning degrees. 

- Consider an increased role in professional development offerings related to climate change. 
 
We acknowledge the limitations of our research method. Firstly, our analysis was limited to a sample of 9 
degrees. However, these degrees were purposefully chosen to represent a variety of different degrees (both 
undergraduate and postgraduate) and university contexts offered across Australia. Secondly, our analysis 
was limited to curriculum materials publicly available on-line, including core subject overviews and 
learning objectives.  We acknowledge that the evaluative criteria set out for analysis may be addressed in 
other components of the subject e.g. as components of lectures and assessment tasks. However, the subject 
overview and learning objectives respond to government requirements, provide important intention setting 
and framing for the academics that are teaching the subjects, and thus provide important insights. 
 
It is recommended that further research is conducted to address the climate change education of Australian 
urban planning students.  These research needs are across a number of levels including:  

- Further analysis of urban planning curriculum for climate change coverage including a broader set of 
curriculum documents not covered in this review (lecture and tutorial materials, assignment details 
etc); 

- in-depth interviews with urban planning program heads to understand factors that might facilitate or 
impede greater climate change content in degrees offered;  

- interviews with key education stakeholders such as PIA to understand barriers to greater coverage of 
these issues in the accreditation policy document; 

- exploring the potential of continuing professional development educational opportunities; 
- interviews with urban planning academics regarding design of subject content and the barriers to 

including greater climate change content;  
- survey of members of the profession to understand their continuing education activities, and their 

perception of further education needs for climate change; 
- interviews with students to understand their perspectives of climate change education needs. 

 
To answer the question posed in this paper’s title – climate change is in the curriculum of urban planning 
degrees in Australia. However, its coverage is limited, and predominantly addresses implicit climate change 
issues (encapsulated within Education for Sustainability), with limited explicit coverage of climate change, 
and sustainable urban form. The paper highlights a number of significant gaps that need to be addressed to 
ensure that urban planners, and urban planning institutions are well placed to enact climate change action in 
Australia, a country vulnerable to climate change impacts. The results of our paper show that planning 
education in Australia still hasn’t responded adequately to the challenges that climate change is presenting to 
the planning and development of cities. Climate change mitigation and adaptation needs for cities have been 
well established for a number of years (as seen in the existing literature including IPCC reports since the 
1990s). Yet these needs are still not being adequately addressed in the curriculum documents of urban 
planning degrees in Australia. While some lag time may be expected, this research show there are still key 
gaps and weaknesses. 
 
We hope this research can further improve the climate change education of built environment professionals, 
building on work of others including the Commonwealth Association of Architects et al. (2020). Further 
research to conduct a comparative assessment of the state of urban planning curriculum coverage of climate 
change issues in other countries and contexts would be beneficial. 
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Table 1: Professionally accredited urban planning degrees included in the sample 
Degree 
Number 

University 
location 

Type of 
University 

Degree level Core subjects/ 
total subjects 

Length of 
degree 

Faculty base 

D1 Capital City Group of 8 
(Go8) 

Graduate 8/16 2 years  
(4 semesters) 

Design / 
Built 
environment 

D2 Capital City Non Go8 Graduate 12/15 2 years  
(4 semesters) 

Art / design 

D3 Capital City Non Go8 Undergraduate 29/31 4 years  
(8 semesters) 

Design / 
Built 
environment 

D4  Capital City Go8 Graduate 10/12 2 years  
(4 semesters) 

Art/ Design 

D5  Regional Non Go8 Undergraduate 24/32 4 years  
(8 semesters) 

Environment 
and society 

D6  Regional Non Go8 Graduate 13/15 2 years  
(4 semesters) 

Humanities 

D7 Capital City Non Go8 Graduate 10/14 2 years  
(4 semesters) 

Arts / Design 

D8 Capital City Go8 Undergraduate 22/28 4 years  
(12 terms) 

Built 
environment 

D9 Capital City Non Go8 Graduate 10/10 2.5 years  
(5 semesters) 

Science and 
Engineering 

 
 



 
 

Table 2: Coverage of climate change issues across the sample of urban planning degrees 

 

Degree Coverage of 
theme 

Number of subjects addressing the climate change issue / Total number of core subjects (%) 
Climate 
change 

(general) 

Climate 
change 

adaptation 

Climate 
change 

mitigation 

Transformation Innovation/ 
new ways of 

doing 

Climate 
resilience 

Greenhouse gas 
emissions 

Disaster risk 
reduction 

Disaster 
response 

Disaster 
recovery 

Scientific 
uncertainty 

Incomplete 
knowledge 

Bush fire Flooding Heat wave Sea level rise Sust. 
Water mgt 

Issues 
covere

d in 
core 

subject
s 

D1 Degree   YES NO  NO  NO  YES NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO   5/17 

Core subjects 1/8 (13%) 1/8 (13%) 1/8 (13%) 0/8(0%) 2/8 (25%) 1/8 (13%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 

D2 Degree   NO  NO  NO  NO  YES NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  1/17 

Core subjects 1/12 (8%) 0/6 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 

D3 Degree   NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  0/17 

Core subjects 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 

D4 Degree   YES NO  NO  NO  YES NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  0/17 

Core subjects 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 

D5 Degree   NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  YES YES NO  NO  NO  NO  NO  12/17 

Core subjects 5/24 (21%) 0/24 (0%) 3/24 (13%) 0/24 (0%) 0/24 (0%) 3/24 (13%) 0/24 (0%) 2/24 (8%) 2/24 (8%) 2/24 (8%) 1/24 (4%) 1/24 (4%) 1/24 (4%) 2/24 (8%) 1/24 (4%) 0/24 (0%) 2/24 (8%) 

D6 Degree   NO  NO  NO  NO  YES NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  1/17 

Core subjects 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 1/13 (8%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 

D7  Degree   NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  0/17 

Core subjects 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 

D8 Degree   NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  3/17 

Core subjects 1/22 (5%) 1/22 (5%) 1/22 (5%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 

D9 Degree   NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  NO  3/17 

Core subjects 0/10 (0%) 1/10 (10%) 0/10 (0%) 1/10 (10%) 1/10 (10%) 2/10 (20%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 

Overall Core subjects 8/138 (6%) 3/138 (2%) 5/138 (4%) 1/138 (1%) 4/138 (3%) 6 /138 (4%) 0/138 (0%) 2/138 (1%) 2/138 (1%) 2/138 (1%) 1/138 (1%) 1/138 (1%) 1/138 (1%) 2/138 (1%) 1/138 (1%) 0/138 (0%) 2/138 
(1%) 

 

Degree 4/9 3/9 3/9 1/9 3/9 3/9 0/9 1/9 1/9 1/9 1/9 1/9 1/9 1/9 1/9 0/9 1/9 

PIA Accreditation Doc YES NO  NO  NO  YES YES NO  NO  NO  NO  NO  YES NO  NO  NO  NO  NO  4/17 



Table 3: Coverage of sustainable urban form theme issues across the sample urban planning degrees 
 

 Degree Coverage of 
theme 

Number of subjects addressing sustainable urban form issue/Number of subjects in total (% yes) Issues 
covered in 

core 
subjects 

Compactness Sustainable 
transport 

Density Mixed land 
use 

Passive 
design  

Greening  Diverse 
built form 

Sustain* Sustainable 
urban form 

D1 Degree   No NO NO NO NO  NO NO YES NO 1/9 
Core subjects 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 0/8 (0%) 1/8(13%) 0/8 (0%) 

D2 Degree   NO NO NO NO NO NO NO YES YES 5/9 
Core subjects 0/12 (0%) 2/12 (17%) 1/12 (8%) 2/12 (17%) 0/12 (0%) 0/12 (0%) 0/12 (0%) 5/12 (42%) 3/12 (25%) 

D3 Degree   NO NO NO NO NO NO NO NO NO 4/9 
Core subjects 0/29 (0%) 1/29 (3%) 0/29 (0%) 1/29 (3%) 0/29 (0%) 0/29 (0%) 0/29 (0%) 2/29 (7%) 2/29 (7%) 

D4 Degree   NO NO NO NO NO NO NO YES NO 1/9 
Core subjects 1/10 (10%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 

D5 Degree   NO NO NO NO NO NO YES YES NO 1/9 
Core subjects 0/24 (0%) 0/24 (0%) 0/24 (0%) 0/24 (0%) 0/24 (0%) 0/24 (0%) 0/24 (0%) 9/24 (38%) 0/24 (0%) 

D6 Degree   NO NO NO NO NO NO NO YES NO 2/9 
Core subjects 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 0/13 (0%) 3/13 (23%) 1/13 (8%) 

D7  Degree   NO NO NO NO NO NO NO NO NO 1/9 
Core subjects 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 1/10 (10%) 0/10 (0%) 

D8 Degree   NO NO NO NO NO NO NO YES NO 4/9 
Core subjects 0/22 (0%) 0/22 (0%) 0/22 (0%) 0/22 (0%) 1/22 (5%) 1/22 (5%) 0/22 (0%) 2/22 (9%) 1/22 (5%) 

D9 Degree   NO NO NO NO NO NO NO YES NO 2/9 
Core subjects 0/10 (0%) 1/10 (10%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 0/10 (0%) 3/10 (30%) 0/10 (0%) 

TOTAL Core subject 1/138 (1%) 4/138 (3%) 1/138(1%) 3/138 (2%) 1/138 (1%) 1/138 (1%) 0/138 (0%) 26/138(19%) 7/138 (5%)  
Degrees 1/9 3/9 1/9 2/9 1/9 1/9 0/9 8/9 4/9 

PIA Accreditation document NO YES NO NO NO NO NO YES NO 2/9 



Table 4: Coverage of the liberal education theme issues across the sample urban planning degrees 
 Degree Coverage of theme Number of subjects addressing liberal education issue/Number subjects in total (% yes) 

Critical thinking Lifelong learning Problem solving Issues covered 
in core subjects 

D1 Degree   YES NO  NO  3/3 
Core subjects 7/8 (88%) 1/8 (12%) 3/8 (38%) 

D2 Degree   NO  NO  NO  2/3 
Core subjects 6/12 (50%) 0/12 (0%) 5/12 (42%) 

D3 Degree   YES YES YES 2/3 
Core subjects 6/29 (21%) 0/29 (0%) 2/29 (7%) 

D4 Degree   NO  NO  YES 2/3 
Core subjects 7/10 (70%) 0/10 (0%) 5/10 (50%) 

D5 Degree   YES YES YES 2/3 
Core subjects 7/24 (29%) 0/24 (0%) 6/24 (25%) 

D6 Degree   NO  NO  YES 3/3 
Core subjects 12/13 (92%) 2/13 (18%) 10/13 (77%) 

D7  Degree   NO  YES YES 2/3 
Core subjects 5/10 (50%) 0/10 (0%) 3/10 (30%) 

D8 Degree   YES YES NO  2/3 
Core subjects 6/22 (27%) 0/22 (0%) 3/22 (14%) 

D9 Degree   NO  NO  YES 2/3 
Core subjects 4/10 (40%) 0/10 (0%) 4/10 (40%) 

TOTAL Core subjects 60/138 (43%) 3/138 (2%) 41/138 (30%)  
Degrees 9/9 2/9 9/9 

PIA Accreditation document YES YES YES 3/3 



Table 5: Coverage of civics theme issues across the sample urban planning degrees 
Degree Coverage of theme Number of subjects addressing civics issue/Number of subjects in total (% yes) Issues  

covered in 
core 
subjects 

Problem based learning Behaviour change Profession/ planning Community 
engagement / advocacy 

1 
  

Degree   Yes  No Yes  Yes   
4/4  Core subjects  5/8 (63%) 1/8 (13%) 6 /8 (75%) 3/8 (38%) 

2 
  

Degree   Yes  No Yes  No  
3/4  Core subjects  7/12 (58%) 0/12 (0%) 6/12 (50%) 2/12  (17%) 

3 
  

Degree   No No Yes  Yes  2/4 
  Core subjects  3/29 (7%) 1/29 (3%) 7/29 (24%) 1/29 (3%) 

4 
  

Degree   No No No Yes   
3/4 Core subjects  6/10 (60%) 0/10 (0%) 5/10 (50%) 2/10 (20%) 

5 
  

Degree   Yes  Yes  Yes  Yes   
4/4  Core subjects  13/24 (54%) 1/24 (4%) 3/24 (13%) 4/24 (17%) 

6 
  

Degree   Yes  No Yes  No  
4/4  Core subjects  13/13 (100%) 1/13 (8%) 2/13 (15%) 7/13 (54%) 

7 
  

Degree   Yes  Yes  Yes  No  
3/4  Core subjects  1/10 (10%) 0/10 (0%) 3/10 (30%) 4/10 (40%) 

8 
  

Degree   No No Yes  Yes   
4/4  Core subjects  9/22 (41%) 1/22 (5%) 8/22 (36%) 6/22 (27%) 

9 
  

Degree   Yes  No Yes  Yes   
3/4  Core subjects  8/10 (80%) 0/10 (0%) 2/10 (20%) 3/10 (30%) 

TOTAL Core subject 65/138 (47%) 5/138 (4%) 42/138 (30%) 32//138 (23%)    
Degrees 9/9 5/9 9/9 9/9 

PIA Accreditation document YES  YES  YES  YES  4/4 
 

 



Table 6: Coverage of interdisciplinary theme issues across the sample urban planning degrees 
Degree Coverage of theme Number of subjects addressing interdisciplinary issue/Number of subjects in total (% yes) Issues 

covered in 
core 
subjects 

Disciplines / multiple 
perspectives 

Specialisation / key 
planning skills 

Complexity Understanding of 
nature/ environment 

Team work / group 
work 

1 
   

Degree  Yes  No Yes  Yes  Yes   
5/5   Core subjects  6/8 (75%) 4/8 (50%) 6/8 (75%) 4/8 (50%) 4/8 (50%) 

2 
   

Degree  Yes  Yes  No No No  
2/5   Core subjects  9/12 (75%) 12/12 (100%) 4/12 (33%) 6/12 (50%) 3/12 (25%) 

3 
  

Degree  Yes  Yes  No Yes  Yes   
4/5  Core subjects 5/29 (17%) 23/29 (79%) 0/29 (0%) 5/29 (17%) 1/29 (3%) 

4 
  

Degree  No Yes  Yes  No Yes   
4/5  Core subjects 0/10 (0%) 10/10 (100%) 6/10 (60%) 1/10 (10%) 1/10 (10%) 

5 
  

Degree  Yes  Yes  Yes  Yes  Yes   
5/5  Core subjects 10/24 (42%) 20/24 (83%) 5/24 (21%) 13/24 (54%) 5/24 (21%) 

6 
  

Degree  Yes  Yes  Yes  Yes  No  
5/5  Core subjects 7/13 (54%) 13/13 (100%) 4/13 (31%) 5/13 (38%) 5/13 (38%) 

7 
  

Degree  Yes  Yes  No No Yes   
3/5  Core subjects 3/10 (30%) 4/10 (40%) 0/10 (0%) 5/10 (50%) 0/10 (0%) 

8 
  

Degree  Yes  Yes  Yes  Yes  Yes   
5/5  Core subjects 8/22 (36%) 19/22 (86%) 5/22 (23%) 4/22 (18%) 1/22 (5%) 

9 Degree  Yes  Yes  Yes  Yes  Yes   
4/5  Core subjects 2/10 (20%) 6/10 (60%) 0/10 (0%) 3/10 (30%) 7/10 (70%) 

Total Total no. of subjects 50/138 (36%) 111/138 (80%) 30/138 (22%) 46/138 (33%) 27/138 (20%)  
Total no. of degrees 8/9 9/9 6/9 9/9 8/9 

PIA Accreditation document YES  YES  YES  YES * YES  5/5 
* This is one of 6 recommended knowledge areas degrees are encouraged to include, but not required 
 



Table 7: Coverage of cosmopolitanism theme issues across the sample urban planning degrees 
 
 

University Degree Number of subjects addressing cosmopolitanism theme/Total number of subjects (%) Issues covered 
in core subjects Diversity/inclusive Equity (e.g., 

inter/intragenerational/ 
equality/ justice 

Global consideration Considers future 
temporal scale 

D1 Degree  NO  YES YES NO   
4/4 Core subjects 3/8 (38%) 4/8 (50%) 4/8 (50%) 1/8 (13%) 

D2 Degree  NO  NO  NO  YES  
4/4 Core subjects 5/12 (42%) 5/12 (42%) 3/12 (25%) 2/12 (17%) 

D3 Degree  YES NO  YES NO   
4/4 Core subjects 5/29 (17%) 1/29 (3%) 2/29 (7%) 2/29 (7%) 

D4 Degree  YES NO  YES YES  
2/4 Core subjects 4/10 (40%) 0/10 (0%) 4/10 (40%) 0/10 (0%) 

D5 Degree  YES NO  YES YES  
4/4 Core subjects 5/24 (21%) 3/24(13%) 8/24 (33%) 10/24 (42%) 

D6 Degree  YES NO  YES YES  
4/4 Core subjects 4/13 (31%) 3/13 (23%) 5/13 (38%) 4/13 (31%) 

D7  Degree   NO  NO  NO  YES  
4/4 Core subjects 1/10 (10%) 1/10 (10%) 6/10 (60%) 3/10 (30%) 

D8 Degree  YES YES YES YES  
4/4 Core subjects 1/22 (5%) 3/22 (14%) 5/22 (23%) 3/22 (14%) 

D9 Degree  YES YES YES YES  
4/4 Core subjects 2/10 (20%) 1/10 (10%) 3/10 (30%) 1/10 (10%) 

TOTAL Core subjects 30/138 (22%) 21/138 (15%) 40/138 (29%) 26/138 (19%)  
Degree 9/9 8/9 9/9 8/9 

PIA accreditation document YES YES YES NO  3/4 
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