Studies on the first destination of Bachelor graduates in the UK11 reveal that approximately 66% enter the workforce and 20% continue in education. Of those continuing and achieving Master qualifications, 23% (2001/02) received theirs in the field of Business and Administration. At Bachelor level, however, only 12% studied this subject. This suggests that non-business Bachelor graduates elect to complete a business-oriented postgraduate qualification. At the other end of the scale is Denmark where over 80% of Bachelor graduates continue directly into Master studies. Researching similar figures from other countries in order to draw wider comparisons has proved difficult. A lack of common reporting

criteria and standards, coupled with the emerging nature of these new qualifications, make building a picture of student flows difficult.

Using the UK figures as a basis, however, we predict that the potential market for pre-experience business or economics graduate education in the signatory countries could easily exceed 87,000 students per annum once the ful Bologna reforms are implemented (from 2010 on). For post-experience business education the potential market is smaller but this too could see demand increase over the next 10–15 years to more than 31,175 places annually. Applying the Danish proportions as a basis leads to an explosion in the demand for pre-experience Master degrees in management to 345,000 per annum while the annual demand for post-experience business education would reach 27,700 in the same timeframe.
Quality as transformation
In ‘Defining quality’ (Harvey & Green, 1993), quality as transformation is elaborated as follows:
The transformative view of quality is rooted in the notion of ‘qualitative change’, a fundamental change of form. Ice is transformed into water and eventually steam if it experiences an increase in temperature. While the increase in temperature can be measured the transformation involves a qualitative change. Ice has different qualities to that of steam or water. Transformation is not restricted to apparent or physical transformation but also includes cognitive transcendence. This transformative notion of quality is well established in Western philosophy and can be found in the discussion of dialectical transformation in the works of Aristotle, Kant, Hegel and Marx. It is also at the heart of transcendental philosophies around the world, such as Buddhism and Janism. More recently it has been entertainingly explored in Pirsig’s (1976) Zen and the Art of Motor Cycle Maintenance.
This notion of quality as transformative raises issues about the relevance of a product-centred notion of quality such as fitness-for-purpose. There are problems, as we have seen, in translating product-based notions of quality to the service sector. This becomes particularly acute when applied to education (Elton, 1992). Unlike many other services where the provider is doing something for the consumer, in the education of students the provider is doing something to the consumer. This process of transformation is necessarily a unique, negotiated process in each case. The same reasoning applies to research. The provider does not just produce ‘new knowledge’ in a vacuum but is involved in transforming a given body of knowledge for particular purposes. Again, this transformation is not unidirectional, a dialectical process is taking place with a negotiated outcome (Kuhn, 1962, 1970; Price, 1963; Lakatos and Musgrave, 1970; Mullins, 1973; Holton, 1973)

Education is not a service for a customer but an ongoing process of transformation of the participant be it student learner or researcher. This leads to two notions of transformative quality in education, enhancing the consumer and empowering the consumer.

Sees quality as a process of change, which in higher education adds value to students through their learning experience. Education is not a service for a customer but an ongoing process of transformation of the participant. This leads to two notions of transformative quality in education: enhancing the consumer and empowering the consumer. 

Source: Harvey and Knight (1996) Transforming Higher Education, SRHE and OU Press

Transformative Learning and Professional Development

Transformative learning is a state where professional development is more reflective and intuitive, and which embraces transformation of professional identity and therefore professional practices. While professional development involves professionals as individuals, it is not clear if professional development leads to personal development, or vice versa. Harvey and Knight (1996) note that professional development is a matter of personal development; for Winter (1995) professional development depends on the development of self-awareness of a person; and Eraut (1994) posits that growth of individual professional behaviour is the result of use of self-knowledge through self-management. Personal development involves self-awareness, self-improvement, and empowerment and emancipation.

Harvey and Knight (1996) contend that the aim of professional development is transformative learning. and for Moon (1999: 82), “Transformative learning relates also to the meta-critical state necessary for emancipation and, in this second manner, also suggests the progression of self-development through the three elements of self-development; i.e. self-awareness, self-improvement, and empowerment and emancipation. Self-improvement/ growth further leads to empowerment and emancipation; and Habermas (1971) refers this to the third form of knowledge constitutive interests; Friere (1970) calls this the process of conscientization; and Mezirow (1990) in his transformative learning talks of perspective transformation in which there is critical self-awareness or critical reflection of their presuppositions (on which learning is based) so as to allow for more integrative and inclusive perspective.

These aspects of personal and professional development could be viewed from the prspective of transformative learning , and transformation in individual cognitive structure. One such comprehensive framework was discussed by Moon (1999) which was “based on the literature on reflection and student learning, supplemented by observation and personal reflection” (p.104). The modified map of learning presented in Figure 1 is based on: i) cognitive structure and assimilation of Piaget (1971); the work on cognitive structure by Ausubel and Robinson (1969); and constructivist view of learning; ii) critical reflection and transformative learning (Mezirow, 1990, 1991); and iii) approaches to learning developed by the Gothenburg School in the seventies and the University of Lancaster in the eighties (Marton et al, 1984; Marton & Saljo, 1997; Ramsden, 1992), and later by Richardson (2000).

