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Abstract
This article takes as its starting point the theoretical debate within the field of Comparative and International Education surrounding the way in which the global/local nexus is understood and researched. Attempting to move the debate forward, the paper introduces the institutional logics approach as one way in
which the global/local nexus can be explored. Institutional logics focus on how belief systems shape and
are shaped by individuals and organisations. A framework, based on the institutional logics approach, is
presented in this paper taking the phenomenon of human rights education as an illustration. The author
proposes that by adopting an institutional logics approach and framework we can gain a better theoretical
and empirical understanding of the global/local nexus and at the same time provide a much-needed bridge
between the opposing views within this ongoing debate in the field of Comparative and International Education.
Keywords: institutional logics; global education; human rights education

Introduction
Education varies across time and nations and is constantly renegotiated by societal leaders as they address issues of governance, immigration and the socialisation of future citizens. Education is seen very much as a national project and as such studies of Comparative and International Education (CIE) have overwhelmingly focused on comparisons
of this nature. However, the effects of globalisation on education systems have gained
increasing attention as scholars seek to better understand the global/local nexus
(Appadurai, 1996; Carney, 2009; Madsen, 2006; Meyer & Ramirez, 2000; Schriewer,
2015).
At a basic level, globalisation can be defined as the process by which countries and
their citizens are increasingly drawn together, leading to the erosion of traditional
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modes of life and the advancement of standardisation and homogenisation into all areas,
including education policy (Archard, 1996; Kasuya, 2001, p. 237). Further to this Wiseman (2010), a neo-institutional theorist, argues that the changing politics of nationstates caused by and enacted in the name of globalisation means that education systems
are susceptible to internationalisation and are becoming convergent. This can be seen in
policy borrowing, decision-making processes, administration and teaching within classrooms.2
Within the field of CIE, one strand of neo-institutional theory has developed the argument that a world culture is being disseminated globally through education systems
(Wiseman, Astiz, & Baker, 2014). This is conceptualised within neo-institutional theory
as ‘isomorphism’ – “a process of becoming similar in spite of conditions that would
otherwise suggest diversity” (Wiseman et al., 2014, p. 698). The global human rights
discourse is one aspect of this world culture that it is argued by some neo-institutional
theorists is being disseminated through education systems, influencing shared expectations and norms for behaviours and legitimate activity (Boli & Thomas, 1999; Wiseman
et al., 2014). It is important to note that proponents of world culture theory (WCT) do
not claim that the process of becoming similar (isomorphism) is code for universal homogenisation or the endorsement of such a state of being (Wiseman & Chase-Mayoral,
2013). However, it is argued that WCT over-emphasises the impact of globalisation and
critics of WCT have therefore “focused on the local enactment of world-level phenomena by highlighting the centrality of agency and the politics behind the implementation
of global reforms in different national contexts” (Anderson-Levitt, 2003; Carney,
Rappleye, & Silova, 2012; Schriewer, 2012; Steiner-Khamsi, 2004). In so doing they
risk overlooking the explanatory power that neo-institutional theory can bring to this
discussion.
What has emerged within the academic community is something of a standoff between proponents of a converging world culture within education and their detractors.
Attempts have been made to bridge the gap between the opposing views and approaches. A good example of this is the volume edited by Schriewer (2015) that draws
together scholars from different areas of the discussion. Schriewer (2015, p. 1) makes
the point that unlike in the social sciences, within the discipline of globalisation and education, theory remains “implicit, theoretically unexplained” and laden with “normative
undertones”. The exception to this is the work of proponents of WCT whose work
within the discipline of education has met “epistemic expectations” directed towards social theory (Schriewer, 2015, p. 1). Schriewer (2015) therefore sets out to both
acknowledge the contribution of WCT and move the discussion beyond critique to explore how theory can enable a “consistent conceptual comprehension both of the
tendencies towards an increasingly global interconnectedness of the social world and of
context specific-structural elaborations” (Schriewer, 2015, p. 7).
2
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It is from this starting point that the author presents the following research question:
How can an institutional logics approach and framework be adopted to contribute to
our theoretical and empirical understanding of the global/local nexus?
Research that adopts an institutional logics approach within education is expanding,
with work to date that focuses on higher education, medical education, competing logics
within the discipline of inclusive education and shifting logics in kindergartens
(Bastedo, 2009; Dunn & Jones, 2010; Kiuppis, 2018; Russell, 2011; Thornton &
Ocasio, 1999). Building on this research and highlighting the diversity found within institutional theory and in particular neo-institutionalism, the author argues that institutional logics have much to offer in terms of explanatory power. The article draws on examples from a larger research project on student adherence to and experiences of human
rights education (HRE) in International Baccalaureate (IB) schools. These examples are
used to illustrate how institutional logics can contribute both theoretically and empirically to our understanding of the global/local nexus.

WCT and critics – In the context of institutional theory
Institutional theory has a long heritage that draws on multiple disciplines including Economics, Political Science, Sociology, and Organisational Studies dating back to the turn
of the twentieth century (Scott, 2008). Early institutionalists ushered in the first crude
form of positivism in political science, as seen during the ‘rational revolution’ in the
1970s/80s where there was an emphasis within institutional theory on rigorous and deductive methodology and a bias against normative and prescriptive approaches and
methodological individualism (Scott, 2008, p. 9). However, institutional theorists also
led the way in developing constructivism, such as Herbert Blumer (1931) who saw institutions as providing a framework for human conduct that must be interpreted through
shared meanings and symbolic interaction (Scott, 2008, p. 12). The exploration of social
reality as a human construction with the process of institutionalisation focusing on the
creation of shared knowledge and belief systems rather than the production of roles and
norms is also seen in the work of Peter Berger and Thomas Luckmann (Berger &
Luckmann, 1967).
Central to any institutional theory is the question: how do institutions affect the behaviour of individuals? In response, the ‘calculus approach’ makes the assumption that
individuals behave strategically to confer maximum benefit (Hall, Taylor, & Taylor,
1996, p. 939). In contrast, the ‘cultural approach’ stresses the degree to which behaviour
is bound by an individual’s worldview (Hall et al., 1996, p. 939). According to the ‘cultural approach’ institutions exist because they are so “taken-for-granted that they escape
direct scrutiny and, as collective constructions, cannot be readily transformed by the actions of any one individual” (Hall et al., 1996, p. 940).
Neo-institutionalism, whilst not constituting a unified body or distinct school of
thought, fits broadly into the ‘cultural’ approach. However, certain strands have
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evolved, for example historical institutionalism, rational choice institutionalism, discourse institutionalism, and sociological institutionalism (Hall et al., 1996; Schmidt,
2008; Suárez & Bromley, 2016; Wiseman & Chase-Mayoral, 2013). Emerging from the
conceptual breadth of the neo-institutional extended family, are those who extend
Zucker’s (1977) emphasis on the micro-foundations of institutional processes. In so doing, they pay closer attention to the relationship between individuals and institutions.3
Whilst some explore institutional sources of heterogeneity in the form of institutional
logics, others explore how institutionalised practices flow around the globe emphasising
reception and adoption at the local level.4 At the macro-level of research Meyer and Rowan’s (1977) insights have been extended to what has now become known as WCT. 5
This brief background has sought to highlight that within the very rich field of institutional theory its scholars have worked to move the theory forward and in so doing utilised different ontological and epistemological stances and appropriate methodological
tools. The author seeks to explore how neo-institutional theory can contribute to our theoretical and empirical understanding of the global/local nexus.
A WCT understanding of neo-institutionalism focuses on “large cultural scripts and
procedural causes, which are hypothesised to exercise influence at either the supra-national, state, sub-national, organisational levels” (Wiseman, Astiz, & Baker, 2014, p.
692). Meyer and Rowan (1977) claim that actors, such as states, organisations, or legitimised individuals are embedded in institutional environments and “scripted” by world
cultural assumptions and that their “structures become isomorphic with the myths of the
institutional environment” (Meyer & Rowan, 1977, p. 340). Meyer and Rowan (1977)
explored complex organisations as a reflection of wider myths in the institutional environment as opposed to the more technical demands of production. The process of diffusion of these myths, it has been argued, are brought about through mimetic, normative
and coercive channels (DiMaggio & Powell, 1983). Legitimacy at the organisational
level refers to the rules, requirement, rituals and expectations that organisations must
adhere to, however, at the individual level actors are recognised as ‘legitimate’ when
they conform to these ‘scripts’ or ‘myths’ (Schriewer, 2015). Whilst organisations may
be characterised by coherence and control, structures are “decoupled” from each other
and from ongoing activities, which can be seen in rule violations, unimplemented decisions, poor technical efficiency, and “subverted” or “vague” control systems (Meyer &
Rowan, 1977). However, diversity and variation are also important components of
WCT, as is understanding the unique and surprising ways that contemporary norms and
expectations are shared across otherwise diverse and original communities (Wiseman et
3

See for example the work of (Almandoz, 2012; Battilana & Dorado, 2010; Pache & Santos, 2013;
Zilber, 2002).
4
See for example the work of (Brunsson & Jacobsson, 2000; Czarniawska & Sevón, 1996; Thornton,
2004; Thornton, Ocasio, & Lounsbury, 2012).
5
See for example the work of (Hafner‐Burton & Tsutsui, 2005; Kamens, Meyer, & Benavot, 1996;
McEneaney & Meyer, 2000; Meyer, Bromley, & Ramirez, 2010; Meyer & Ramirez, 2000; Ramirez,
Suárez, & Meyer, 2007).
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al., 2014, p. 694). Ramirez reminds readers that the initial formulations of WCT did not
assume that “schooling is experienced in the same way across different students or
schools” (Ramirez, 2012, p. 433). The concept of ‘isomorphism’ is to be seen as a process of “becoming similar in spite of conditions that would otherwise suggest diversity”
(Wiseman et al., 2014, p. 698). WCT supports the notion that the local does matter and
that the extent to which the global influences the local will depend upon time and space
(Ramirez, 2012).
Critics of WCT argue that divergence, resistance, mimicry and coercion are underemphasised by WCT and that in a discussion of globalisation and its impact, the importance of power in its different guises and the role of actors in response to coercion
must not be overlooked (Anderson-Levitt, 2012; Schriewer, 2012; Schwinn, 2012). Others have argued that it may be possible to observe a “veneer of cultural homogenisation”
in supra-national organisations and policy-making at a national level (Green, 1997).
However, at the same time education systems as core institutions in society are expressions of national culture that differ between and within countries having evolved from
different historical, religious and cultural traditions (Green, 1997, p. 163; Hirst,
Thompson, & Bromley, 2015). However, privileging the local over the global does not
necessarily afford us any advantages in our understanding of the global/local nexus
(Ramirez, 2012).
Emerging from discussions surrounding the nature of convergence are numerous
concepts to help further our understanding of this complex phenomenon. Dale (1999)
for example explores the mechanisms through which globalisation affects national policies. Steiner-Khamsi (2014) uses the concepts of ‘reception’ and ‘translation’ as an explanation for how the WCT concept of ‘decoupling’ occurs. She explores the ideological, the regulatory and the practical in her study (Steiner-Khamsi, 2014). Resnik (2012)
explores ‘metamorphosis’ as the global interacts with the local using the concept of
‘frontier zone’ with six spatiality forms (Resnik, 2012, p. 251). These spatialities are according to the degree of global embeddedness and the “thickness” of the global (Resnik,
2012, p. 251). Madsen (2008) develops the concept of ‘eduscape’ to explore the dimension of the structural, with a focus on ideologies and policies and an experiential
agency-based dimension. An ‘eduscape’ constitutes the ideological visions and political
structures that exist in local schools including how time, activity and place are organised
(Madsen, 2008). Marginson and Rhoades (2002, p. 288) using the concept of the
‘glonacal’ explore the intersections, interactions, and mutual determinations at different
levels and across domains emphasising that there is not a linear flow from the global to
the local.
Whilst some critics wish to discredit and abandon WCT and neo-institutional approaches completely (Carney et al., 2012; Silova & Brehm, 2015), this is not the approach taken here. Neo-institutional theory still has much to offer by way of explanatory
power in helping us to better understand the global/local nexus by exploring the complexity of the institutional environment at different levels of abstraction. The author,
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therefore, builds on the work of WCT agreeing that to an extent there is an international
HRE phenomenon even though this may not necessarily indicate that HRE can be found
universally. The premise behind this is that what appears at the global level of abstraction (macro) is not necessarily experienced and adhered to at the local level (meso and
micro). However, to investigate this a theoretical framework is needed that can accommodate the scale and the role of agency, to explore phenomena, such as HRE, at different levels of abstraction in different contexts. Therefore by incorporating the neo-institutional concept of institutional logics, it is proposed that a bridge can be built between
the proponents of WCT and their opponents (Thornton & Ocasio, 2013, p. 101).

The Institutional logics approach
Alford and Friedland (1985) within the field of organisational studies, first introduced
and defined the concept of institutional ‘logic’ (Alford & Friedland, 1985, p. 11). Developed from this was a focus on the inter-institutional system and the contradictions
within it, e.g. between market and family logics (Friedland & Alford, 1991). Jackall
(1988) focussed on the normative dimensions of institutions and the intra-institutional
moral contradictions within organisations. Building on these, Thornton and Ocasio
(1999) developed their own definition for institutional logics that they further refined in
2008 to be the “...socially constructed, historical patterns of cultural symbols and material practices, including assumptions, values, beliefs by which individuals and organisations provide meaning to their daily activity, organise time and space, and reproduce
their lives and experiences” (Thornton & Ocasio, 2008; Thornton et al., 2012, p. 2).
This more recent definition of institutional logics will be adopted for the purposes of
this article. Institutional logics allow phenomena such as human rights to be explored as
more than just ‘myths’, but as “multi-faceted, durable social structures, made up of symbolic elements, social activities, and material resources” (Scott, 2008, p. 57). It is therefore suggested here that human rights are an example of an institutional logic.
“A core premise of the institutional logics perspective is that the interests, identities,
values and assumptions of individuals and organisations are embedded within prevailing
institutional logics” such as the human rights logic (Thornton et al., 2012, p. 6). By
drawing on the work of Pache and Santos (2013), the focus of the following framework
is on the way in which individuals within an organisation experience and respond to
possible competing/conflicting logics. Pache and Santos (2013) start with the premise
that within a given organisation individual responses to a given logic are dependent on
the extent to which they adhere to that logic. The levels of adherence described by
Pache and Santos (2013) can be seen as steps on a continuum, for example, “novice, familiar or identified” (Pache & Santos, 2013, p. 3). Based on the level of adherence, individuals may respond in one of the following ways; “ignorance, compliance, resistance,
combination or compartmentalization” (Pache & Santos, 2013, p. 3). The institutional
logics perspective as a metatheory of institutions does not simply explain homogeneity,
but also heterogeneity (Thornton et al., 2012). In so doing it moves our understanding of
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why heterogeneity exists at the local level beyond the WCT notion of ‘decoupling’. This
is achieved by exploring logic hybridity and how it influences the ways in which logics
become embedded (Pache & Santos, 2013). The institutional logics perspective sees the
world as characterised by increasing institutional pluralism as organisations become embedded in sometimes competing and conflicting logics (Kraatz & Block, 2008; Pache &
Santos, 2013). Logic hybridity within an organisation can arise when there are one or
more institutional logics that compete for dominance. Pache and Santos (2013) argue
that the relationship between adherence to a particular logic and the way in which an individual responds to that logic is moderated by the degree to which an organisation experiences logic hybridity.
Pache and Santos (2013) also note that whilst at the organisational level adherence to
a particular logic or multiple logics may be needed to satisfy institutional referents, the
level of response by an individual may be influenced by concerns related to social acceptance, status and identity that are external to the organisation (DiMaggio & Powell,
1983; Pache & Santos, 2013, p. 12). The institutional logics perspective highlights the
importance of the social identities of actors in the ways in which they influence interaction with others and how these social identities interplay with logics in a given organisation (Thornton et al., 2012). The institutional logics perspective moves beyond the notion that cognitive scripts and myths explain the adoption of particular behaviours in a
seemingly mindless way (DiMaggio & Powell, 1991; Friedland & Alford, 1991). From
an institutional logics perspective “behaviour can also be powerful and strategic; it is
mobilized when individuals and organisations violate cultural meanings” (Thornton et
al., 2012, p. 42). The focus is on an integration of the different levels of analysis, but at
the same time on how institutions both constrain and enable individual agency and organisations (Thornton et al., 2012). The framework adopts the concepts of adherence,
experience and logic hybridity as analytical tools to better understand how the human
rights logic filters down from the global to the local.

Institutional logics Framework - HRE
Alongside a plethora of international guidelines and definitions is an array of different
pedagogical and theoretical approaches to HRE (Parish, 2015, p. 25).6 What appears to
be lacking from many of the studies on HRE is an explicitly stated theoretical foundation either from HRE as a discipline or from broader fields. When studies on HRE do
have a theoretical foundation, it predominantly comes from WCT. HRE is one example
of what is conceptualised by WCT as a myth that is spreading globally (Hafner‐Burton
& Tsutsui, 2005; Kamens, Meyer, & Benavot, 1996; McEneaney & Meyer, 2000;
Meyer, Bromley, & Ramirez, 2010; Meyer, Kamens, & Benavot, 1992; Meyer &
Ramirez, 2000; Ramirez, Suárez, & Meyer, 2007; Suárez, 2007). Ramirez (2012) makes
it clear that WCT does not make essentialist claims of “real progress” or “true justice”
6

See for example (Bajaj, 2011; Tibbitts, 2002; Tibbitts & Kirschlaeger, 2010).
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having been achieved towards the goals of HRE. Instead, he points out that there will
always be discrepancies between, for example, policy documents and what teachers actually do in the classroom (Ramirez, 2012, p. 430). He suggests that human rights are a
universal narrative that nations are expected to care about even though the reality is often different (Ramirez, 2012, p. 431).
In this article, the author draws on examples from a larger research project on student
adherence to and experiences of HRE in IB schools to illustrate how a framework based
on the institutional logics approach can contribute to a more syncretic understanding of
the global/local. Human rights, understood as an institutional logic in the IB, is explored
as an interplay between the global institutions in contradiction and interdependency
(macro level), organisations in conflict and coordination (meso level), and individuals
competing and negotiating (micro level) (Thornton et al., 2012). The framework enables
consideration to be given to both the material and symbolic elements that are at play
within organisations. The symbolic refers to the ideation and meaning – in this case, the
human rights ideals. The material refers to the structures and practices within organisations – in this case, the programmes of study and the practices within school learning
communities (SLC). Dynamics between the symbolic and material are explored, contributing to our understanding of how the global human rights logic (the symbolic) is
embedded in the practices of the SLCs (the material) and therefore impacts the experiences and levels of adherence that students have.
This theoretical position takes its starting point from a constructivist stance whereby
reality is constructed and co-constructed by actors (Leech, Dellinger, Brannagan, &
Tanaka, 2010, p. 17). However, at the same time, the framework allows for the mapping
of patterns that exist in the real world between students in different IB school contexts
(Moses & Knutsen, 2012, p. 117). The framework draws on the post-positivist position
that asserts that one can know something about an individual student’s level of adherence to the human rights logic by measuring it objectively and by using deductive reasoning (Leech et al., 2010). However, to understand why adherence develops or not, one
must draw on constructivism to explore the ways in which knowledge and experience
are constructed within school organisations.

Global human rights logic (macro level)
The framework begins at the macro level of abstraction with the global human rights
logic. Whilst institutional logics as global phenomena have not been discussed in the literature, it is argued here that some institutional logics transcend the societal level. Taking Thornton and Ocasio’s (2008) definition of institutional logics the author argues that
human rights, as a socially constructed phenomenon, has become a global logic during
the course of the past century. As referred to earlier in the article, the global human
rights logic is evident in the material practices set out by international law and the assumptions, values, beliefs, and rules laid out in international conventions. This logic of
human rights is a part of the cultural ‘myth’ discussed in WCT literature (Boli &
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Thomas, 1999; Ramirez et al., 2007). The global human rights logic is evident in the
material practices set out by international law and the assumptions, values, beliefs, and
rules laid out in international conventions.7 In line with Powell and Bromley (2013, p.
2) the author agrees that human rights have emerged from and are embedded in temporal processes and are historically contingent upon critical historical junctures. In the
global human rights logic, we can see a macro level of abstraction.

Logic of human rights in organisational policy (macro level)
Fundamental to this framework is the way in which the global logic of human rights has
become incorporated by the IB into its mission aims. The development of the IB runs
parallel to the emerging logic of human rights in the second half of the twentieth century (Parish, 2018; Tarc, 2009). However, the incorporation of the human rights logic
and how it is both symbolically and materially embedded in the IB historically sheds
light on the degree to which there is homogeneity even at the global (macro) level
(Ramirez et al., 2007). By drawing on the work of scholars within the field of international schooling it can be argued that the global human rights logic is historically embedded in the IB at a global level albeit in tension with a more pragmatic logic (Parish,
2018; Tarc, 2009). A review of the literature and policy documents of the IB reveal that
at the macro level of investigation the human rights logic has become embedded within
the IB as a global organisation. This embeddedness is found both in the historical construction of the IB and in current IB documents (Parish, 2018, p. 52). However, at the
same time tensions exist within the IB as a global organisation between the human
rights logic and more pragmatic concerns (Parish, 2018).
In this case, an understanding of if and how the global human rights logic has become and is embedded in the IB at the global level provides a benchmark with which to
explore the local contexts of individual IB SLCs. At the same time, it opens our eyes to
the institutional complexity within an organisation like the IB and the realisation that
this can involve contestation. This, in turn, sheds light on potential logic hybridity that
may exist within organisations at the global level (Pache & Santos, 2013).

Student adherence to the human rights logic (micro level)
The understanding gained in exploring the human rights logic at the macro level of abstraction is then utilised as the framework focuses on the micro level of abstraction. In
the larger research project that this article takes illustrations from, adherence to the logic
of human rights embedded within the IB is measured using the scores from the Human

7

UDHR (Article 26), International Covenant on Economic Social and Cultural Rights (Article 13),
UNESCO Convention Against Discrimination in Education (Article 5), Convention on the Elimination of
Racial Discrimination (Article 7), Convention on the Rights of the Child (Article 29).
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Rights Attitudes and Behavioural (HRAB) survey (Parish, 2019b). The survey, including three scales8 and biographical data, was completed by self-selecting 16-19-year-old
students in two schools. School 1 (n = 24) is a fully funded state school that caters to the
academically elite students in one of the larger cities in Poland. School 2 (n = 35) is a
private international school located in Norway. Findings showed that there were significant differences between the students’ HRAB scores in school 1 compared to school 2
and adherence to the human rights logic of the IB is not uniform between schools.
(Parish, 2019a). At the global organisational level, the IB appears to have a mission aim
and IB Learner Profile that provides cohesion across the IB continuum of programmes
(International Baccalaureate Organisation, 2008). Yet significant differences are found
between students in two schools when measuring for very explicitly stated aspects of
the IB’s human rights logic – identification with all humanity, ethno-cultural empathy
and positive human rights attitudes and behaviours (The HRAB survey) (Parish, 2019b).
By exploring the embeddedness of the human rights logic from the global to the local a
disconnect is revealed and possible reasons for this disconnect are explored in the final
part of the framework.

Local school logic of human rights (meso level)
Within the IB as a global organisation, we find an increasing number of IB authorised
schools. These school organisations represent the meso level of abstraction and the final
part of this framework focuses on the reception and adoption of the human rights logic
at the local level by exploring how the human rights logic is experienced by students.
Using the scores from the HRAB survey a small group of students with differing levels of adherence and the school IB coordinator participated in semi-structured interviews. The aim of the interviews was to explore how those students experience the IB
human rights logic in the SLC and beyond, in an attempt to understand why they have
or have not developed high levels of adherence. The interviews looked at how the SLCs
have understood and responded to the global human rights logic adopted by the IB from
the perspective of the IB coordinator. In addition, the interviews looked at how the students experience the human rights logic of the IB in the SLC. Whilst an assessment of
the student levels of adherence provides patterns of similarity/difference between and
within school contexts, the exploration of experiences at the meso level provides us with
a better understanding of why these patterns of similarity/difference may exist.
Findings indicated that within SLCs the responses of the individual students to the IB
human rights logic varies depending on the academic subjects that they take within the
IB programme and the degree to which they commit to the Creativity Action Service
programme of the programme (IBO, 2008). Other factors include the experiences that
8

‘Identification with all humanity scale’ (IWAH), developed by Sam McFarland and colleagues (2010;
2013; 2005; 2012), the ‘Scale of ethno-cultural empathy’ (SEE), developed by Yu-Wei Wang and colleagues (2003), and Attitudes and Behavioural Intentions (HRAB), developed by Karen Parish (Parish,
2019b).
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they have beyond the SLC for example, family, media, travel experience and community (Parish, 2018). In a comparison between the two schools, differences in student levels of adherence were attributed to the level of diversity within the SLC. Secondly, differences were related to the prioritisation of the human rights logic in the private school
in Norway as opposed to the prioritisation of more pragmatic concerns in the state
school in Poland. Finally, it emerged that factors external to the SLC must be taken into
account when we are looking at the development of human rights competence in students and therefore the level to which they adhere to the human rights logic.9

Conclusion
Taking as its starting point the theoretical debate within CIE surrounding the global/local nexus, this paper posed the question: How can an institutional logics approach and
framework be adopted to contribute to our theoretical and empirical understanding of
the global/local nexus?
With a brief introduction to institutional theory, the article focused specifically on
neo-institutionalism, from which has emerged both WCT and institutional logics. After
presenting institutional logics the article outlined a framework for researching HRE
based on this approach. The institutional logics approach and framework have been illustrated with examples from the larger research project on HRE in the IB. A framework based on institutional logics has contributed to a more syncretic and holistic understanding of the complexity of the institutional environment within the context of the
IB, as illustrated in Figure 1. The IB with its human rights logic represents the adoption
of aspects of world culture discussed in the literature (Meyer & Rowan, 1977). This
logic in conjunction with a more pragmatic logic impacts the SLC to different degrees
depending on the local context, type of school and its priorities. At the same time, the
individual students and teachers within the SLC bring to the school their own experiences from family, the media, and their own experiences of diversity. Therefore the
SLC becomes a melting pot of different material and symbolic aspects (Thornton et al.,
2012). The SLC adheres to the structural and ideological restraints of the IB organisation, reflecting the role of coercion, but at the same time, it is influenced by and influences the students and teachers, reflecting the role of agency.

9

See Parish, 2019a.
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Figure 1. A diagrammatic representation of complexity in the institutional environment.

To conclude, the author proposes that by adopting an institutional logics approach
and framework we can gain a better theoretical and empirical understanding of the
global/local nexus and at the same time provide a much-needed bridge between the opposing views in this ongoing debate within the field of CIE. Whilst the example of HRE
has been offered by way of illustration in this paper, it seems logical to propose that this
theoretical approach and framework could also be applied to other phenomena of interest to the CIE community such as inclusive education, school choice, performance, accountability and marketisation. These can be seen as “...socially constructed, historical
patterns of cultural symbols and material practices, including assumptions, values, beliefs by which individuals and organisations provide meaning to their daily activity, organise time and space, and reproduce their lives and experiences” (Thornton & Ocasio,
2008; Thornton et al., 2012, p. 2). Agency, coercion and power play an important role in
the ways in which and the extent to which these different logics co-exist or compete at
the different levels of abstraction, revealing complexity within the institutional environment.
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