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1 | INTRODUCTION

Inclusivity is critical for a scientifically informed future that reflects a
diverse world and benefits from ecological and evolutionary inquiry.
Inclusivity overlaps with diversity and equity in that to truly include a
broad diversity of people in science, there must be equitable oppor-
tunities in research and the classroom, providing a welcoming and
inclusive environment for diverse ideas and perspectives to flour-
ish. While higher education continues to push for greater diversity,
equity, and inclusion (Smith, 2009), ecology and evolution as disci-
plines have historically not been welcoming for all people (O'Brien
et al., 2020; Wanelik et al., 2020). Ecology and environmental orga-
nizations have not been open to diversity and inclusion in the past
(Lawrence et al., 1993; Melosi, 1995; Taylor, 2007), but some progress
has been made (Beck et al., 2014; Ortega et al., 2006). Evolutionary
science is entangled with eugenics (Bashford & Levine, 2010) and
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As we strive to lift up a diversity of voices in science, it is important for ecologists,
evolutionary scientists, and educators to foster inclusive environments in their re-
search and teaching. Academics in science often lack exposure to research on best
practices in diversity, equity, and inclusion and may not know where to start to
make scientific environments more welcoming and inclusive. We propose that by
approaching research and teaching with empathy, flexibility, and a growth mind-set,
scientists can be more supportive and inclusive of their colleagues and students. This
paper provides guidance, explores strategies, and directs scientists to resources to
better cultivate an inclusive environment in three common settings: the classroom,
the research laboratory, and the field. As ecologists and evolutionary scientists, we
have an opportunity to adapt our teaching and research practices in order to foster

an inclusive educational ecosystem for students and colleagues alike.

diversity, equity, Inclusivity, research, teaching

race science (Jackson & Weidman, 2006) in ways that manifest even
today (Daar, 2017). Scientists and educators have the power to shift
ecology and evolution in a positive direction and build a more in-
clusive environment for future generations. The following article is
meant to contribute to the ongoing conversation and propose some
guidance to ecologists and evolutionary scientists by describing and
providing research-based practices to implement in everyday teach-
ing and research settings with ample citations to research articles for
further reading.

1.1 | Positionality Statement
We draw from the education and social science literature, our per-

sonal experiences as scientists and educators, and conversations

with colleagues, students, and organizations interested in making
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science and science education more inclusive. This paper is the
product of a yearlong journey together to synthesize practices from
inclusive pedagogy (Dewsbury & Brame, 2019) and Universal Design
for Learning (UDL; Meyer et al., 2014) and then apply this synthe-
sized framework to life science education and research mentoring. It
is often the case that the silos of academia contribute to the silos of
our conversations on equity and inclusion. Our goal was to leverage
our different lived experience and expertise as well as our common
passion for science and science education into a shared framework
for reflection.

While three of the authors self-identify as members of some un-
derserved groups (i.e., women, the queer community, blind, Latinx),
we are aware that we (a) do not speak for all members of the com-
munities to which we belong and (b) do not represent all axes of
diversity. We acknowledge our privilege and power as white, ed-
ucated individuals in the academy. We recognize that we cannot
fully understand the experiences of all scientists; we do, however,
strive to be accomplices, co-conspirators, and allies to and with mar-
ginalized and underserved groups in science through meaningful
action to promote inclusivity. As Jackson et al. said in their book #
HashtagActivism (2020), “In its most useful and radical form, allyship
then draws from the idea that no one can be free unless everyone
is free” (Collective, 1983; for more on “allyship,” see Appendix S1A).
As such, we seek to encourage self-reflection and collaboration and
to nurture an ongoing dialogue about issues of inclusion and drive a
more intersectional approach in the design of educational and profes-
sional spaces (see Definitions). Those who are the most underserved
in the academy are those who have multiple marginalized identities.
As such, it is important to adopt multiple instructional and research

practices that directly prioritize their well-being in the academy.

1.2 | Development

Through our mutual interest in inclusive education, we were brought
together as part of the inaugural Open Education Community Fellows
program, a joint effort of the Environmental Data Science Inclusion
Network (EDSIN, https://qubeshub.org/community/groups/edsin;
Lauer et al., 2020) and Quantitative Undergraduate Biology Education
and Synthesis (https://qubeshub.org; Akman et al., 2020; Donovan
et al., 2015). Recognizing the need for a central community geared
toward inclusive scientific (specifically biological and environmental)
education, the EDSIN-QUBES Open Education Community Fellows
developed Biological, Universal, and Inclusive Learning in Data
Science (BuiLDS), a site for collecting and sharing inclusive educa-
tional resources and creating a community of practice for inclusive ed-
ucation (see BuiLDS and additional useful resources in Appendix S1B).

As the group name acknowledges, there is substantial overlap
between inclusive practices and UDL. Inclusive teaching practices,
such as those summarized by Dewsbury and Brame (2019), originate
primarily from creating educational experiences rooted in a racial
justice perspective (Dewsbury, 2017). UDL, first outlined by CAST

and intended for students with disabilities (www.cast.org), has its
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Definitions: This is how we are using the following
terms in this paper

Inclusivity—"“The practice of including people across dif-
ferences. Inclusivity implies an intentional practice of
recognizing and working to mitigate biases that lead to
marginalization or exclusion of some people.” (Dewsbury
& Brame, 2019)

Diversity—In higher education, there is structural diversity,
the numerical representation of diverse groups (Hurtado
et al., 1999), informal interactional diversity, or “the fre-
quency and the quality of intergroup interaction as keys
to meaningful diversity experiences during college,” and
classroom diversity, where students are “learning about di-
verse people [content knowledge] and gaining experience
with diverse peers in the classroom” (Gurin et al., 2002)
Equity—"“Equality of opportunity...it is necessary to go
beyond formal equality of rights and take account of
differences in the opportunity structure.” (Clancy &
Goastellec, 2007)

Privilege—"automatic unearned benefits bestowed upon
perceived members of dominant groups based on social
identity” (Case, 2013).

Power—“the ability to influence others to believe, behave,
or to value as those in power desire them to” (French &
Raven, 1959 in Mandelli, 2004)

Intersectionality—"axes of inequality pertaining to gender,
race, and class that intersect with one another, i.e., that
are interlocked, dependent upon one another, and mutu-
ally constituted.” (Veenstra, 2011) with origins in Black
Feminism (see Crenshaw, 1989).

roots in Universal Design principals in architecture and recognizes
that barriers to learning lie in design of the learning environment,
not the individual learner. It provides an instructional perspective
and framework that guides development of equitable learning ex-
periences for the broadest possible diversity of students, minimizing
the need for individual accommodations. We encourage readers to
explore UDL and its role in fostering inclusivity using the resources
provided in Appendix S1C.

In addition to the standard review process by Ecology and
Evolution, this paper has undergone informal reviews from mul-
tiple colleagues invested in inclusivity issues in the biological sci-
ences. This includes providing the EDSIN-QUBES Open Education
Community Fellows and their mentors the opportunity to read and
comment on the manuscript. These efforts were made to improve
and hone our message and provide opportunities for a multitude of
voices to critique and leverage their expertise with respect to inclu-
sivity in ecology and evolution.

The authors fully acknowledge that truly inclusive scientific

and instructional environments require structural changes to the
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preexisting academic and research system (Danowitz & Tuitt, 2011,
Hurtado etal., 1999, 2012; Mitchneck et al., 2016; Puritty et al., 2017;
Vera et al., 2016; Winkle-Wagner & Locks, 2013), as systemic rac-
ism, ableism, bigotry, and other prejudice pervade academia (Arday
& Mirza, 2017; Dolmage, 2017; Harper, 2012; Museus et al., 2015).
While some scientists and educators are positioned to enact such
changes—and we strongly encourage them to do so—we also be-
lieve that widespread changes to research and teaching, enacted by
scientists across disciplines, can have a positive impact. This article
is meant as a starting point for ecological and evolutionary scien-
tists and educators, as many of us are in a unique position to affect
change through our roles as mentors, teachers, and principle inves-
tigators (Killpack & Melén, 2016; Macdonald et al., 2019; National
Academies of Sciences, Engineering, & Medicine, 2019). Many small

drops in a big pond can bring about a wave of change.

2 | FRAMING YOUR RESEARCH AND
TEACHING MIND-SET

In our ecological and evolutionary research, we often encounter
variation and adapt our approaches to better our science. Similarly,
we suggest developing a mind-set in your teaching and research that
is adaptable to a diverse population (Burnette et al., 2013). This in-
cludes empathy, flexibility, and a growth mind-set. Focusing on these
three principles when designing and conducting your research and
teaching will help you engage in practices that cultivate an inclusive

environment in the classroom, in the laboratory, and in the field.

2.1 | Empathy

While empathy is well established to have positive benefits in medi-
cal practice (Derksen et al., 2013), it is also important for interacting
with students, mentees, and colleagues who are different from you
(Bernier et al., 2005; Cole, 2008; Correia & Navarrete, 2017; Stephan
& Finlay, 1999; Zembylas, 2012). Reflecting on our own privilege and
empathizing with others' challenges and obstacles is one of many first
steps to building a truly inclusive scientific environment. For example,
first-generation college students may be less familiar with institutional
structures, policies, and culture than someone whose parents at-
tended college (McCarron & Inkelas, 2006), and thus, first-generation
students may feel less comfortable engaging directly with faculty and
classmates (Soria & Stebleton, 2012). By empathizing with students'
hardships and reaching out to help, you, as a mentor, can help guide
first-generation students to be successful in academia. One helpful
exercise for any scientist is to be aware of our own implicit bias; you
can do so by participating in self-guided exercises (e.g., Harvard im-
plicit bias test) or implicit bias training (e.g., Kirwan Institute implicit
bias training). Incorporating empathy into your teaching and research
is not accomplished overnight and necessitates reflection, as empathy

is susceptible to bias that can render it counterproductive (Prinz, 2011).

Itis a lifelong process of developing cultural humility, a commitment to
self-evaluation, self-critique, and forming mutually beneficial relation-
ships with students and peers (Tervalon & Murray-Garcia, 1998).

2.2 | Flexibility

Just as we are flexible in our approaches to scientific investiga-
tions, maintaining flexibility with your peers and students is also
important. Students—graduate and undergraduate—experience nu-
merous difficulties and obstacles that may be unknown or unfamiliar
to colleagues and mentors. Some students, for example, may have ob-
ligations and responsibilities that are obscure to faculty and mentors
(MacDonald, 2018). To address some of these complexities, mentors
can, for instance, be flexible in scheduling meetings with students who
may not be able to adhere to a rigid weekly schedule. Additionally, lis-
tening to student concerns and incorporating student feedback into
research and curricular design may seem obvious and simple, but open
educational practices can have tremendous positive impacts on stu-
dents and mentees (Bali et al., 2020; Carey et al., 2015). Open com-
munication with peers and students and incorporating flexibility into
research and teaching design will contribute significantly to fostering

an inclusive environment (Barnett, 2013).

2.3 | Growth mind-set

A growth mind-set is demonstrated when someone believes that in-
telligence/ability can be developed over time. This is contrary to a
fixed mind-set where one believes that intelligence/ability is static.
Dr. Carol Dweck and others have conducted considerable research
demonstrating the importance of approaching instruction and men-
toring with a growth mind-set (Dewsbury, 2020; Dweck, 1999, 2014;
Seaton, 2018). This approach can have tremendous positive impacts
on students and mentees, resulting in improved outcomes for tradi-
tionally underserved students (Canning et al., 2019). Therefore, as
you are reading this paper, we encourage you to have a growth mind-
set—to learn and reflect on your own approaches and practices and
be willing to grow and develop a more inclusive framework for your

teaching and research (Figure 1).

3 | BUILDING INCLUSIVITY IN TEACHING
AND RESEARCH ENVIRONMENTS

Here, we constrain our discussion to three environments commonly
encountered by ecologists and evolutionary scientists: the class-
room, the laboratory, and the field. These environments present
both shared and unique opportunities and challenges for fostering
inclusivity. As you read about these environments, remember that
axes of diversity are numerous and not always immediately appar-
ent; it is important to be aware of your own biases and naiveté when

working with others.
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FIGURE 1 The three principles of empathy, flexibility, and a
growth mind-set will help ecologists and evolutionary scientists
promote inclusivity in the classroom, the laboratory, and during
fieldwork. Artwork by Dr. Sara Weinstein

3.1 | Teachingin the classroom

Ask yourself: What barriers to entry am | unknowingly perpetuating in
my classroom and through my current teaching practices?

The classroom has a lasting impact on how students perceive their
relationship with science. Along with all of the logistical and skills/
content-based goals and concerns that come with teaching a course,
instructor-student interactions can have a significant impact on stu-
dent success, self-efficacy (confidence), and science identity (Trujillo
& Tanner, 2014). A constructive strategy to guide all of your students
to feel and think like scientists is to cultivate an inclusive atmosphere
inside and outside of the classroom (Dewsbury, 2020; Dewsbury &
Brame, 2019). Some simple practices include facilitating balanced
groups, learning names, using pronouns, supportive messaging in your
syllabus, and increasing representation and relevance in your teaching
materials (Wood et al., 2020). Materials should also be designed with ac-

cessibility in mind. An inclusive message is lost if it cannot be perceived.

3.1.1 | Balanced groups in the classroom

Group work is a fundamental aspect of working in the sciences, and
having students work in groups is known to have numerous ben-
efits for their development and education (Kempa & Ayob, 1995;
Seethamraju & Borman, 2009; Thorley & Gregory, 1994).
Collaborative learning is an opportunity to increase participation
and student-student interactions. In traditional randomly assigned
group work, students can feel marginalized or experience increased
anxiety (Henning et al., 2019; Juvonen et al., 2019; Rosser, 1998;
Strauss et al., 2011). As the instructor, you have the ability to
structure groups to be more inclusive and inviting for all students.
Engineering groups to balance gender, ethnicity, power structures,
and other relevant categories without isolating members of margin-

alized groups is recommended (Huxham & Land, 2000; Katzenbach
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& Smith, 1993; Seethamraju & Borman, 2009; Slavin, 1995). While
each instructor will have their preference for structuring and assess-
ing groups, there are some strategies available in the literature such
as grouping students with similar out-of-class schedules, emphasiz-
ing flexibility in managing group dynamics (i.e., rotating leaders), and
using peer assessment (Clarke & Blissenden, 2013; Hubscher, 2010;
Layton et al., 2010; Loughry et al., 2014; Scott, 2017).

3.1.2 | Learning student names & using pronouns

Learning student names can help build student-instructor relation-
ships (Tanner, 2011) and create a more positive classroom environ-
ment (Tanner, 2013). By simply having name “tents” (folded paper
with their name facing the instructor) in the classroom at each stu-
dent's desk/table and learning to pronounce students’ names cor-
rectly, instructors can cultivate a more comfortable environment
and build community in the classroom (Cooper et al., 2017; Kohli &
Solérzano, 2012). In addition to having names available for refer-
ence, including the option for sharing pronouns can also increase
transparency and encourage self-identification (Cooper et al., 2020;
Spade, 2011). We suggest providing opportunities for students to
self-identify their pronouns to the instructor discreetly (e.g., through
filling out quick surveys on the first day of class), or, if the student is
comfortable, with the whole class (Cooper et al., 2020; Pryor, 2015).
Modeling this behavior for your students by stating your own pro-
nouns when you introduce yourself to the class sets an example for
students and indicates that you take inclusivity seriously. We also
acknowledge that learning names and pronouns by traditional meth-
ods like name “tents” and photo/name galleries can present barriers
to instructors who are blind or low vision, those with print disabili-
ties, and others. Other strategies such as asking students to provide
short audio recordings or written bios and establishing the norm of

saying one's name before speaking can be useful substitutes.

3.1.3 | Inclusive syllabus and establishing norms

In many situations, a syllabus might be the first exposure students
have to an instructor and a course. Developing a learner-focused
syllabus (Heim et al., 2019; Palmer et al., 2014) with welcoming lan-
guage sets the tone for an inclusive learning environment (Harnish &
Bridges, 2011; Passman & Green, 2009). This consists of many ele-
ments, including a positive and respectful tone, language consistent
with a growth mind-set, encouraging students to explore and ask
questions, and recommendations for how students can meet course
expectations. Incorporating student feedback into your syllabus can
be as simple as providing an online cloud version with student per-
mission to add comments and questions for clarification on course
objectives and assignments. Additionally, it is helpful to establish
standards for discourse at the beginning of a course; otherwise, non-
inclusive social norms may guide discourse (Neill et al., 2019). For

example, by simply establishing rules around answering questions,
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raising hands, and debating among students, instructors can reduce
male dominance in participation and marginalization of some stu-
dents (Caspi et al., 2008; Wayne et al., 2010). For more detailed guid-
ance on syllabus construction, we recommend the work by Palmer
et al. (2014).

3.1.4 | Increasing representation and relevance

Education research shows that social integration, a sense of belonging
(Changetal.,2010; Johnson, 2012; Rainey et al., 2018; Strayhorn, 2018;
Walton & Cohen, 2011), and developing a science identity (Hughes &
Hurtado, 2013; Trujillo & Tanner, 2014) are important for success and
retention of underrepresented groups in STEM. One way to foster a
sense of community among students is by increasing the diversity of
representation of scientists in the classroom (Egalite et al., 2015; Le
& Matias, 2019). By diversifying the scientists that students are ex-
posed to, you can help students identify as scientists and feel like part
of the community. Example strategies include highlighting diverse
scientists in course topics/material (Schinske et al., 2017; Zemenick &
Weber, 2020) and web conferencing with scientists of diverse back-
grounds to facilitate interactions between students and professionals.
Cultural and community-relevant materials can also enhance the learn-
ing experiences of a diverse student population (Warren et al., 2001).
One way to empathize with your students' unique life experiences is by
providing space for them to incorporate their experiences into course
activities. For example, having open-ended assessments whereby stu-
dents have some choice in the direction of their assignment can allow
for personalization and the opportunity for students to explore how

science affects their daily lives.

3.2 | Developing an inclusive research laboratory

Ask yourself: How does the way | manage my research laboratory ac-
tively promote diversity and inclusion?

In ecology and evolutionary research, research groups are often
organized into laboratories, whether that means a designated physical
space or a grouping of students and researchers under a specific ad-
viser or principle investigator. For undergraduate students, research
laboratories may be their first experience with particular cultural norms
of scientific inquiry. Therefore, it is extremely important to cultivate
a welcoming atmosphere and culture in the laboratory. Fostering an
inclusive research laboratory environment requires attention to three
broad areas: laboratory member recruitment and selection, interper-

sonal dynamics, and cultural norms in academic research.

3.2.1 | Recruitment and selection of researchers

Bringing students with diverse identities into the research labora-

tory requires welcoming practices that reflect a diverse scientific

community. Students are more interested in research when they feel
confident and safe to develop their own scientific identity (Chemers
et al., 2011; Riccitelli, 2015). Supporting and encouraging a diver-
sity of students in the research environment begin with recruitment
and selection that goes beyond traditional passive strategies such as
waiting for email requests or asking laboratory members to suggest
candidates.

Active recruitment requires good advertising. Advertisements
should be accessible and distributed as multiple media (e.g., physical fly-
ers, web postings, class announcements). The more widely a student re-
search position is advertised, the greater chance it has of being noticed
by members of underserved groups. Additionally, depicting many axes
of diversity in job advertisements and on laboratory websites shows
potential applicants that they are included in the target audience, pro-
moting a sense of belonging even before candidates submit an applica-
tion (Avery et al., 2004). Even in cases where laboratories may have little
visible diversity to depict, statements encouraging students to apply
from all backgrounds and experience levels help lower the barrier of
perceived exclusion. Inclusive recruitment efforts can go beyond formal
advertising. Current laboratory members could discuss their research
experiences and its relevance to their life and goals at campus activi-
ties and social events to raise awareness about student research and
its value and relevance in groups that may not broadly intersect with
ecology or evolutionary research communities (Ahmad et al., 2019).

Advertisements should also explicitly address possible mis-
conceptions about work flexibility in research laboratories (Ahmad
et al., 2019). Students with outside work or family roles may assume
that working hours are not flexible or that remote work is not welcome
in research (Fairchild, 2003). Those receiving accommodations for a
disability in their courses may believe similar accommodations are not
available during the hiring process or in research positions. Students
may also have assumptions about academic requirements, grade cut-
offs, and test scores. Explicit statements outlining aspects of flexibility,
availability of accommodations in the hiring process and the workplace,
and academic requirements or lack thereof, lower recruitment barriers
and apprehension about who can and cannot do research.

Inclusive candidate selection also involves avoiding implicit bi-
ases (Bertrand & Mullainathan, 2004; Eaton et al., 2020). Everyone
has them, regardless of intent or identity. Objective evaluation of
candidates limits the influence of implicit bias. This means identi-
fying a specific set of skills required to accomplish the goals of the
position, criteria for determining whether a candidate possesses
each skill, and the relative importance of each skill or trait, before a
candidate review begins. Identifying traits that are key to research
success, like motivation and curiosity, in addition to specific skills,
is also important (Emery et al., 2019). Criteria and evaluation meth-
ods can be qualitative while still being objective. The most inclusive
evaluation avoids relying solely on criteria that can be biased and
are not directly related to the position (e.g., standardized test scores
(Berry et al., 2011; Ployhart et al., 2003) and arbitrary grade cutoffs).
Instead, evaluation should focus on evidence from multiple sources

that relate to the applicant's ability to succeed in the position and
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avoid the use of extraneous criteria that erect unnecessary barriers
to participation.

3.2.2 | Interpersonal interactions in research settings

Modeling inclusive behavior as a normal part of social interaction
in the laboratory demonstrates empathy and fosters an inclu-
sive atmosphere (Meeussen et al., 2014). Modeling and promot-
ing inclusive behaviors can take many forms, such as providing
quality mentorship to postdocs, students, and technicians (Hund
et al., 2018; National Academies of Sciences, Engineering, &
Medicine, 2019) or initiating open dialogue surrounding systemic
racism in academia (Chaudhary & Berhe, 2020; Gewin, 2020).
Mentors who openly acknowledge and celebrate diversity rather
than taking a diversity-blind approach to research mentorship will
have more inclusive and productive labs (Campbell et al., 2013;
Morales et al., 2017; Page, 2008). Actively engaging in and creat-
ing space for discussion of issues related to diversity, equity, and
inclusion (e.g., at group meetings) can increase laboratory mem-
bers' comfort in openly discussing such topics (Sabat et al., 2017).
Choosing to participate in campus efforts aimed at increasing di-
versity and inclusion and attending diversity-related trainings and
events demonstrates to laboratory members that these actions
are appropriate and valuable uses of their time. These behaviors
also demonstrate a growth mind-set in an advisor's approach to
their own laboratory culture, showing that inclusivity is an ongo-
ing, iterative process.

Inherent power imbalances among Pls, graduate students,
postdocs, staff scientists, and undergraduate researchers make
establishing social norms in the laboratory critical. All laboratory
members should know what constitutes acceptable and unaccept-
able behavior. They also need to know what to do and who to con-
tactif they feel those expectations are being violated. An effective
code of conduct addresses these needs (Nitsch et al., 2005; see
laboratory group code of conduct examples in Appendix S1D).
Ideally, one of the individuals listed as a contact person or ombud-
sperson should not be reliant on the laboratory's Pl for employ-
ment or future career success to reduce the influence of power
dynamics when resolving conflicts. An explicit description of so-
cial norms to which all laboratory members agree promotes a safe,

inclusive environment for all members, regardless of position.

3.2.3 | Research and academic cultural norms

Every research laboratory has its own “ways of doing things,” and
research approaches in ecology and evolution each have their own
best practices. Some of these structures, like specific protocols, may
be explicit, while others, like use of common spaces, are implicit.
Similarly, some criteria for research success as measured by gradu-
ate programs, scholarship/fellowship applications, grants, and job

applications, are explicit while others are implicit.
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Having a centralized virtual or physical location for laboratory
procedures and protocols along with a standardized onboarding
process for all new laboratory members is one way to make labora-
tory procedures explicit and, therefore, more inclusive. Members
can be given a written, recorded, and/or, ideally, real-world walk-
through of common laboratory practices relevant to their position.
This could include topics such as waste disposal, cleaning equip-
ment, replacing stock solutions, data storage and access, shared
computational resources, and miscellaneous practices every lab-
oratory member is just “expected to know.” Providing this infor-
mation at the onset creates an atmosphere where no one has a
monopoly on key information. An onboarding process also pro-
vides an ideal opportunity to introduce the code of conduct dis-
cussed above.

Mentors who embrace a growth mind-set can guide students
through the nuanced expectations for professional materials
such as applications, personal statements, and cover letters. This
puts all members, especially those from historically underserved
groups, in a more competitive position for career advancement
(Mathur et al.,, 2019; McKay & Davis, 2008; Sedlacek, 2017).
Working with individuals to establish research goals and paths to
achievement recognizes laboratory members' unique backgrounds
and reduces barriers for those who are less familiar with research
and academic norms. Tools like Individual Development Plans
(Tsai et al., 2018) and student contracts (Emery et al., 2019) can
help with transparency and communication between mentor and

mentee.

3.3 | Making the field welcoming to all

Ask yourself: How might implicit biases, systems of oppression, and
power dynamics affect my interactions with scientists and/or students
while in the field?

As ecologists and evolutionary biologists, the questions we pur-
sue often involve conducting fieldwork at some point in our careers.
Fieldwork can present unique challenges, such as ensuring that stu-
dents and employees have access to field experiences and that they
feel safe and supported during those experiences. Making field ex-
periences inclusive and welcoming for everyone requires advanced
preparation on multiple fronts, including in hiring practices, discuss-
ing facilities and responsibilities in the field, creating a field-specific
code of conduct to establish and sustain behavioral norms, and ad-
dressing accessibility in the field.

3.3.1 | Advanced preparation for fieldwork

Facilitating safe and supportive fieldwork for everyone starts well
before entering the field. First, as mentioned in the previous section
on building an inclusive laboratory environment, implicit biases can
often influence the hiring process (Bertrand & Mullainathan, 2004;

Eaton et al.,, 2020). To make fieldwork accessible to all, the same
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strategies for recruitment, selection, and retention of laboratory
members also apply when engaging with students and technicians
who will be conducting fieldwork.

Fieldwork comes in many forms, and having open and clear
conversations about field conditions and expectations is key to
successful and safe working conditions. In more formal educational
contexts where classes have fieldwork components, you will likely
be interacting with students who have varying levels of experi-
ence with fieldwork; some students may be regaling friends and
classmates with stories from “last summer at field camp,” while
others might feel uncertain about what the term “fieldwork” en-
tails (Giles et al., 2020; Nuiez et al., 2019). There might be similar
discrepancies in experiences when hiring technicians or graduate
students (Fournier & Bond, 2015). As a mentor, it is important to
acknowledge that mentees do not need previous outdoor experi-
ence to be capable and enthusiastic field researchers. Regardless of
the amount of previous field experience, fieldwork can introduce
unique challenges, including: reduced independence in terms of ac-
cess to transportation, food, facilities, and medical/mental health
resources; unfamiliar cultural practices or norms; distance from
support networks; long days with physically strenuous activity;
and greater exposure to potentially unfamiliar environmental haz-
ards (John & Khan, 2018). Additionally, scientists of color—espe-
cially Black scientists—are likely acutely aware that they may face
unwarranted discrimination or violence in outdoor spaces, particu-
larly in the United States (Blahna & Black, 1992; Demery & Pipkin,
2020; Goodrid, 2018; West, 1989). Similarly, travel can be difficult
or dangerous for students or employees for a number of reasons,
such as anti-LGTBQ + laws and visa/documentation limitations
(Prior-Jones et al., 2020). Any or all of these aspects may generate
discomfort or concern; such feelings should be met with empathy
and active discussion about how best to mitigate these concerns
rather than ignored, brushed aside, or ridiculed. Discussing field
conditions and expectations beforehand gives everyone a chance
to mentally acclimate to the new situation, ask clarifying ques-
tions, and have time to prepare appropriately (John & Khan, 2018;
Starkweather et al., 2018).

3.3.2 | Field-specific codes of conduct

As previously mentioned, establishing a laboratory code of conduct
is important for creating a safe and secure social environment in a
research group. Fieldwork adds the additional complexity of tak-
ing place in novel and/or remote locations, where a perceived (and
often real) lack of accountability and enforcement can increase the
probability of hazing, physical or verbal intimidation, and sexual
harassment (Clancy et al., 2014; Nelson et al., 2017). Therefore, if
you manage a research group that conducts fieldwork, we encour-
age the creation of a field-specific code of conduct that reduces any
ambiguity about behavioral norms. This can (and likely will) be similar
to your research group's code of conduct or even a subsection of

the laboratory code of conduct; something similar can be put into

effect for classes which have fieldwork components. For examples
of fieldwork codes of conduct, see Appendix S1D. Be clear that the
same rules of safety and respect that students or laboratory mem-
bers agree to abide by within the laboratory or classroom also apply
when in the field. Additionally, clear reporting guidelines should be
put into place (Nitsch et al., 2005); while these may mirror those of
the laboratory, different guidelines may be required based on who
will be in the field and which methods of communication will be

available.

3.3.3 | Awareness of cost barriers in field research

The cost of gear is also a potential barrier to fiel[dwork and is often
overlooked (Nufez et al., 2019). Unlike working in an office or
laboratory setting, experiences that include fieldwork often re-
quire participants—students and employees alike—to provide at
least some of their own gear; this can be in the form of attire
(e.g., hiking boots, field pants), general supplies (e.g., water bot-
tles, backpacks), more extensive gear (e.g., tents, sleeping bags)
(Giles et al., 2020; Ham & Flood, 2009), or personal vehicles for
transportation to field sites. When grades are determined by
whether students are wearing the correct gear for a field trip, this
can have a disproportionately negative effect on students who
are financially insecure (Giles et al., 2020; Ham & Flood, 2009;
Walpole, 2003). Approach these issues with empathy and flex-
ibility by making conscientious decisions about what gear is in fact
“required.” For example, if tennis shoes or closed-toed shoes will
suffice in place of hiking boots, there is no need to make hiking
boots a requirement. Additionally, if at all possible, have extras of
necessary supplies on hand for students who cannot afford them
or help facilitate a gear swap or other borrowing system (Giles
et al., 2020).

3.3.4 | Accessibility in the field

When designing a class with a field trip or fieldwork, a flexible
design to embrace the broadest diversity of students is the best
strategy. In higher education in the United States, for example,
legal responsibility for requesting specific accommodations on the
basis of disability is placed on students (Hadley, 2011). As such,
many instructors find out about needed accommodations on the
first day of class or, in some cases, may never be made aware (Feig
et al., 2019). Students may not disclose their disability for a num-
ber of reasons, including not being aware of their own disability,
social stigma, or delays in approval from the institutions (Cole &
Cawthon, 2015; De Cesarei, 2015). Making last minute accommo-
dations for a trip can be challenging and frustrating for all involved
and can lead to students with disabilities being excluded from par-
ticipation (Feig et al., 2019). For field trips or fieldwork, we rec-
ommend not making assumptions about a person's comfort level

or abilities. Preemptively designing activities with the flexibility
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to transition between modes of instruction and meet the needs
of the broadest diversity of abilities and backgrounds increases
inclusivity; it not only reduces the likelihood that students with
disabilities will be excluded but also benefits other students, with
or without disabilities (Feig et al., 2019).

A genuine and sincere effort should be made to allow all partic-
ipants to be involved, though we acknowledge that it is sometimes
impossible to make every aspect of field activity accessible to ev-
eryone. For example, if your research requires off-trail, backcountry
hiking to remote locations, you may not be able to make all aspects
of the project accessible to someone who has severely limited mo-
bility (depending on the specific environment and precise nature
of mobility limitation). Nevertheless, difficulty or inability to make
fieldwork accessible to everyone should not be an excuse to ignore
accessibility issues and simply delegate tasks to a person for whom
participation is achievable (Carabajal et al., 2017). If—after brain-
storming, discussion, and genuine attempts at making accommoda-
tions—all parties are in agreement that sufficient accommodations
cannot be made for a particular task or experience, then a student
or employee can work on another aspect of the project that pro-
vides a path to achieving the similar learning goals or job objectives
(Carabajal et al., 2017). These recommendations are not meant to be
legal advice, but rather humane advice. Guidelines for each institu-
tion may vary, so for advice on legal compliance (as well as sugges-
tions for how you can meet student needs), we recommend working
with your institution's Office of Accessible Education or equivalent.

While we recommend making fieldwork as accessible as possi-
ble to those who wish to participate, we also want to be clear that
conducting fieldwork is not a requisite for success in ecology or
evolutionary science. There are many paths to being an ecologist,
evolutionary biologist, and not all of them include field experience,
especially given the long history of excellent research work con-
ducted in laboratory settings and growing trend toward big data and
computational work (Giles et al., 2020; Peters et al., 2014). Fieldwork
should not be subject to ability gatekeeping (Feig et al., 2019), nor
should fieldwork be used as a gatekeeper to becoming an ecologist
or evolutionary biologist (Giles et al., 2020).

4 | CONCLUSION

As researchers and instructors in ecology and evolutionary science,
we often need to adapt and change our approaches to scientific in-
quiry. We advocate that scientists leverage these skills to take an
inclusive approach in their research and teaching, providing a wel-
come scientific and learning environment for everyone. By exercis-
ing empathy toward others, embedding flexibility into structures,
and practicing a growth mind-set as part of a dedicated journey in
self-reflection, scientists can build a more inclusive environment in
any setting. Whether in a classroom, the research laboratory, or the
field, scientists can make educated choices about how they struc-

ture these environments and conduct themselves to better include
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people of all identities and backgrounds. This provides space for
yourself, students, and mentees to bring their whole selves into the
classroom and research with ready-made validation. When you take
the time to connect with students and mentees and invest in improv-
ing and reflecting on your practices, in small steps or big, you con-
tribute to building a diverse and intellectually engaged community in
ecology and evolutionary science.

ACKNOWLEDGMENTS

We would like to thank our colleagues in the EDSIN-QUBES Open
Education Community Fellows program, especially Dr. Kaitlin
Stack Whitney, for thoughtful discussions and comments on a pre-
vious version of the manuscript. This publication is based upon
work supported by the National Science Foundation under Grant
No. 1812997. Any opinions, findings, and conclusions or recom-
mendations expressed in this material are those of the author(s)
and do not necessarily reflect the views of the National Science

Foundation.

CONFLICT OF INTEREST

None declared.

AUTHOR CONTRIBUTION

Nathan C. Emery: Conceptualization (lead); Resources (supporting);
Writing-original draft (lead); Writing-review & editing (lead). Ellen
K. Bledsoe: Conceptualization (equal); Resources (lead); Writing-
original draft (equal); Writing-review & editing (supporting). Andrew
O. Hasley: Conceptualization (supporting); Resources (support-
ing); Writing-original draft (supporting); Writing-review & editing
(supporting). Carrie Diaz Eaton: Conceptualization (supporting);
Supervision (equal); Writing-review & editing (equal).

DATA AVAILABILITY STATEMENT

There are no data associated with this article.

ORCID
Nathan C. Emery
Ellen K. Bledsoe

Carrie Diaz Eaton

https://orcid.org/0000-0002-9766-8044
https://orcid.org/0000-0002-3629-7235
https://orcid.org/0000-0002-3645-4560

REFERENCES

Ahmad, A. S., Sabat, I., Trump-Steele, R., & King, E. (2019). Evidence-
based strategies for improving diversity and inclusion in undergrad-
uate research labs. Frontiers in Psychology, 10(1306), 1-6. https://doi.
org/10.3389/fpsyg.2019.01305

Akman, O., Eaton, C. D., Hrozencik, D., Jenkins, K. P., & Thompson, K.
V. (2020). Building community-based approaches to systemic reform
in mathematical biology education. Bulletin of Mathematical Biology,
82(8), 1-21. https://doi.org/10.1007/s11538-020-00781-4

Arday, J., & Mirza, H. S. (2017). Dismantling race in higher education racism,
whiteness and decolonising the academy. Palgrave Macmillan.

Avery, D. R., Hernandez, M., & Hebl, M. R. (2004). Who's watching the
race? Racial salience in recruitment advertising. Journal of Applied
Social Psychology, 34, 146-161.


https://orcid.org/0000-0002-9766-8044
https://orcid.org/0000-0002-9766-8044
https://orcid.org/0000-0002-3629-7235
https://orcid.org/0000-0002-3629-7235
https://orcid.org/0000-0002-3645-4560
https://orcid.org/0000-0002-3645-4560
https://doi.org/10.3389/fpsyg.2019.01305
https://doi.org/10.3389/fpsyg.2019.01305
https://doi.org/10.1007/s11538-020-00781-4

EMERY ET AL.

1488 WI LEY_ECObe and Evolution

Open Access,

Bali, M., Cronin, C., & Jhangiani, R. S. (2020). Framing open educational
practices from a social justice perspective. Journal of Interactive
Media in Education, 1, 10. https://doi.org/10.5334/jime.565

Barnett, R. (2013). Conditions of flexibility: Securing a more responsive
higher education system. Higher Education Academy. https://www.
heacademy.ac.uk/sites/default/files/resources/FP_conditions_of_
flexibility.pdf

Bashford, A., & Levine, P. (Eds.) (2010). The Oxford handbook of the history
of eugenics. Oxford University Press.

Beck, C., Boersma, K., Tysor, C. S., & Middendorf, G. (2014). Diversity
at 100: Women and underrepresented minorities in the ESA.
Frontiers in Ecology and the Environment, 12(8), 434-436. https://doi.
org/10.1890/14.WB.011

Bernier, A., Larose, S., & Soucy, N. (2005). Academic mentoring in col-
lege: The interactive role of student's and mentor's interpersonal
dispositions. Research in Higher Education, 46, 29-51. https://doi.
org/10.1007/s11162-004-6288-5

Berry, C. M,, Clark, M. A., & McClure, T. K. (2011). Racial/ethnic differ-
ences in the criterion-related validity of cognitive ability tests: A
qualitative and quantitative review. Journal of Applied Psychology, 96,
881-906. https://doi.org/10.1037/a0023222

Bertrand, M., & Mullainathan, S. (2004). Are Emily and Greg more em-
ployable than Lakisha and Jamal? A field experiment on labor market
discrimination. American Economic Review, 94(4), 991-1013. https://
doi.org/10.1257/0002828042002561

Blahna, D. J., & Black, K. S. (1992). In P. H. Gobster (Ed.), Managing urban
and high-use recreation settings: Selected papers from the urban for-
estry and ethnic minorities and the environment paper sessions (pp.
111-118). 44th North American Symposium on Society and Resource
Management.

Burnette, J. L., O'Boyle, E. H., VanEpps, E. M., Pollack, J. M., & Finkel, E. J.
(2013). Mind-sets matter: A meta-analytic review of implicit theories
and self-regulation. Psychological Bulletin, 139, 655-701. https://doi.
org/10.1037/a0029531

Campbell, L. G., Mehtani, S., Dozier, M. E., & Rinehart, J. (2013).
Gender-heterogeneous working groups produce higher quality
science. PLoS One, 8(10), e79147. https://doi.org/10.1371/journ
al.pone.0079147

Canning, E. A., Muenks, K., Green, D. J., & Murphy, M. C. (2019). STEM
faculty who believe ability is fixed have larger racial achievement
gaps and inspire less student motivation in their classes. Science
Advances, 5(2), eaau4734. https://doi.org/10.1126/sciadv.aau4734

Carabajal, I. G., Marshall, A. M., & Atchison, C. L. (2017). A synthesis of
instructional strategies in geoscience education literature that ad-
dresses barriers to inclusion for students with disabilities. Journal of
Geoscience Education, 65, 531-541.

Carey, T., Davis, A., Ferreras, S., & Porter, D. (2015). Using open educa-
tional practices to support institutional strategic excellence in teach-
ing, learning & scholarship. Open Praxis, 7(2), 161-171.

Case, K. A. (2013). Deconstructing privilege: Teaching and learning as allies
in the classroom. New York, NY: Routledge.

Caspi, A., Chajut, E., & Saporta, K. (2008). Participation in class and in
online discussions: Gender differences. Computers & Education, 50(3),
718-724. https://doi.org/10.1016/j.compedu.2006.08.003

Chang, M. J., Sharkness, J., Newman, C., & Hurtado, S. (2010). What
matters in college for retaining aspiring scientists and engineers. In
Annual Meeting of the American Educational Research Association. .

Chaudhary, B., & Berhe, A. A. (2020). Ten simple rules for building an
anti-racist lab. PLoS Computational Biology, 16(10), €1008210. https://
doi.org/10.1371/journal.pcbi. 1008210

Chemers, M. M., Zurbriggen, E. L., Syed, M., Goza, B. K., &
Bearman, S. (2011). The role of efficacy and identity in sci-
ence career commitment among underrepresented minority
students. Journal of Social Issues, 67(3), 469-491. https://doi.
org/10.1111/j.1540-4560.2011.01710.x

Clancy, K. B. H.,Nelson, R. G., Rutherford, J. N., & Hinde, K. (2014). Survey
of Academic Field Experiences (SAFE): Trainees report harassment
and assault. PLoS One, 9(7), €102172. https://doi.org/10.1371/journ
al.pone.0102172

Clancy, P, & Goastellec, G. (2007). Exploring access and equity in
higher education: Policy and performance in a comparative per-
spective. Higher Education Quarterly, 61(2), 136-154. https://doi.
org/10.1111/j.1468-2273.2007.00343.x

Clarke, S., & Blissenden, M. (2013). Assessing student group work: Is
there a right way to do it? Law Teacher, 47(3), 368-381. https://doi.
org/10.1080/03069400.2013.851340

Cole, D. (2008). Constructive criticism: The role of student-faculty in-
teractions on African-American and Hispanic students' educational
gains. Journal of College Student Development, 49, 587-609. https://
doi.org/10.1353/csd.0.0040

Cole, E. V., & Cawthon, S. W. (2015). Self-disclosure decisions of uni-
versity students with learning disabilities. Journal of Postsecondary
Education and Disability, 28(2), 163-179.

Collective, C. R. (1983). The Combahee River collective statement. In
B. Smith (Ed.), Home girls: A Black Feminist anthology (pp. 264-274).
Kitchen Table Press.

Cooper, K. M., Auerbach, A. J. J., Bader, J. D., Beadles-Bohling, A. S.,
Brashears, J. A., Cline, E., Eddy, S. L., Elliott, D. B., Farley, E., Fuselier,
L., Heinz, H. M., Irving, M., Josek, T., Lane, A. K,, Lo, S. M., Maloy,
J., Nugent, M., Offerdahl, E., Palacios-Moreno, J., ... Brownell, S.
E. (2020). Fourteen recommendations to create a more inclusive
environment for LGBTQ+ individuals in academic biology. Che—
life Sciences Education, 19(es6), 1-18. https://doi.org/10.1187/
cbe.20-04-0062

Cooper, K. M., Haney, B., Krieg, A., & Brownell, S. E. (2017). What's in
a name? The importance of students perceiving that an instruc-
tor knows their names in a high-enrollment biology classroom.
Cbe—life Sciences Education, 16(1), ar8. https://doi.org/10.1187/
cbe.16-08-0265

Correia, R., & Navarrete, G. (2017). Social cognition and executive
functions as key factors for effective pedagogy in higher educa-
tion. Frontiers in Psychology, 8(2016), 1-5. https://doi.org/10.3389/
fpsyg.2017.02016

Crenshaw, K. (1989). Demarginalizing the intersection of race and sex:
A black feminist critique of antidiscrimination doctrine, feminist
theory and antiracist politics. University of Chicago Legal Forum, 1(8),
139-167.

Daar, J. (2017). The new eugenics: Selective breeding in an era of reproduc-
tive technologies. New Haven; London: Yale University Press.

Danowitz, M. A., & Tuitt, F. (2011). Enacting inclusivity through en-
gaged pedagogy: A higher education perspective. Equity &
Excellence in Education, 44(1), 40-56. https://doi.org/10.1080/10665
684.2011.539474

De Cesarei, A. (2015). Psychological factors that foster or deter the dis-
closure of disability by university students. Psychological Reports:
Disability & Trauma, 116(3), 665-673. https://doi.org/10.2466/15.
PRO.116k26w9

Demery, A. J. C., & Pipkin, M. A. (2020). Safe fieldwork strategies for
at-risk individuals, their supervisors and institutions. Nature Ecology
& Evolution, 1-5.

Derksen, F., Bensing, J., & Lagro-Janssen, A. (2013). Effectiveness of
empathy in general practice: A systematic review. British Journal of
General Practice, 63(606), e76-e84. https://doi.org/10.3399/bjgpl
3X660814

Dewsbury, B. M. (2017). On faculty development of STEM inclusive
teaching practices. FEMS Microbiology Letters, 364(18), fnx179.
https://doi.org/10.1093/femsle/fnx179

Dewsbury, B. M. (2020). Deep teaching in a college STEM classroom.
Cultural Studies of Science Education, 15, 169-191. https://doi.
org/10.1007/s11422-018-9891-z


https://doi.org/10.5334/jime.565
https://www.heacademy.ac.uk/sites/default/files/resources/FP_conditions_of_flexibility.pdf
https://www.heacademy.ac.uk/sites/default/files/resources/FP_conditions_of_flexibility.pdf
https://www.heacademy.ac.uk/sites/default/files/resources/FP_conditions_of_flexibility.pdf
https://doi.org/10.1890/14.WB.011
https://doi.org/10.1890/14.WB.011
https://doi.org/10.1007/s11162-004-6288-5
https://doi.org/10.1007/s11162-004-6288-5
https://doi.org/10.1037/a0023222
https://doi.org/10.1257/0002828042002561
https://doi.org/10.1257/0002828042002561
https://doi.org/10.1037/a0029531
https://doi.org/10.1037/a0029531
https://doi.org/10.1371/journal.pone.0079147
https://doi.org/10.1371/journal.pone.0079147
https://doi.org/10.1126/sciadv.aau4734
https://doi.org/10.1016/j.compedu.2006.08.003
https://doi.org/10.1371/journal.pcbi.1008210
https://doi.org/10.1371/journal.pcbi.1008210
https://doi.org/10.1111/j.1540-4560.2011.01710.x
https://doi.org/10.1111/j.1540-4560.2011.01710.x
https://doi.org/10.1371/journal.pone.0102172
https://doi.org/10.1371/journal.pone.0102172
https://doi.org/10.1111/j.1468-2273.2007.00343.x
https://doi.org/10.1111/j.1468-2273.2007.00343.x
https://doi.org/10.1080/03069400.2013.851340
https://doi.org/10.1080/03069400.2013.851340
https://doi.org/10.1353/csd.0.0040
https://doi.org/10.1353/csd.0.0040
https://doi.org/10.1187/cbe.20-04-0062
https://doi.org/10.1187/cbe.20-04-0062
https://doi.org/10.1187/cbe.16-08-0265
https://doi.org/10.1187/cbe.16-08-0265
https://doi.org/10.3389/fpsyg.2017.02016
https://doi.org/10.3389/fpsyg.2017.02016
https://doi.org/10.1080/10665684.2011.539474
https://doi.org/10.1080/10665684.2011.539474
https://doi.org/10.2466/15.PR0.116k26w9
https://doi.org/10.2466/15.PR0.116k26w9
https://doi.org/10.3399/bjgp13X660814
https://doi.org/10.3399/bjgp13X660814
https://doi.org/10.1093/femsle/fnx179
https://doi.org/10.1007/s11422-018-9891-z
https://doi.org/10.1007/s11422-018-9891-z

EMERY ET AL.

Dewsbury, B. M., & Brame, C. J. (2019). Inclusive teaching. Cbe—life Sciences
Education, 18(2), fe2. https://doi.org/10.1187/cbe.19-01-0021

Dolmage, J. T. (2017). Academic ableism: Disability and higher education.
Ann Arbor: University of Michigan Press.

Donovan, S., Diaz Eaton, C., Gower, S. T., Jenkins, K., LaMar, M. D., Poli,
D. B., Sheehy, R., & Wojdak, J. M. (2015). QUBES: A community fo-
cused on supporting teaching and learning in quantitative biology.
Letters in Biomathematics, 2(1), 46-55. https://doi.org/10.30707/
LiB2.1Donovan

Dweck, C. S. (1999). Self-theories: Their role in motivation, personality, and
development. Philadelphia: Psychology Press.

Dweck, C. S. (2014). Teachers' mindsets: “Every student has some-
thing to teach me”. Educational Horizons, 93(2), 10-14. https://doi.
org/10.1177/0013175X14561420

Eaton, A. A., Saunders, J. F., Jacobson, R. K., & West, K. (2020). How
gender and race stereotypes impact the advancement of schol-
ars in STEM: Professors' biased evaluations of physics and biol-
ogy post-doctoral candidates. Sex Roles, 82, 127-141. https://doi.
org/10.1007/s11199-019-01052-w

Egalite, A. J., Kisida, B., & Winters, M. A. (2015). Representation in the
classroom: The effect of own-race teachers on student achievement.
Economics of Education Review, 45, 44-52. https://doi.org/10.1016/j.
econedurev.2015.01.007

Emery, N., Hund, A., Burks, R., Duffy, M., Scoffoni, C., & Swei, A. (2019).
Students as ecologists: Strategies for successful mentorship of un-
dergraduate students. Ecology and Evolution, 9(8), 4316-4326.

Fairchild, E. E. (2003). Multiple roles of adult learners. New Directions for
Student Services, 102, 11-16. https://doi.org/10.1002/ss.84

Feig, A. D., Atchison, C. L., Stokes, A., & Gilley, B. (2019). Achieving in-
clusive field-based education: Results and recommendations from
an accessible geoscience field trip. Journal of the Scholarship of
Teaching and Learning, 19(2), 66-87. https://doi.org/10.14434/josotl.
v19i1.23455

Fournier, A. M., & Bond, A. L. (2015). Volunteer field technicians are bad
for wildlife ecology. Wildlife Society Bulletin, 39(4), 819-821. https://
doi.org/10.1002/wsb.603

French, J. R. P. Jr, & Raven, B. (1959). The bases of social power. In D.
Cartwright (Ed.), Studies of social power (pp. 150-167). University of
Michigan Press.

Gewin, V. (2020). What Black scientists want from colleagues and their
institutions. Nature, 583(7815), 319-322.

Giles, S., Jackson, C., & Stephen, N. (2020). Barriers to fieldwork in un-
dergraduate geoscience degrees. Nature Reviews, 1, 77-78. https://
doi.org/10.1038/543017-020-0022-5

Goodrid, M. C. (2018). Racial complexities of outdoor spaces: An analysis of
African American's lived experiences in outdoor recreation. University
of the Pacific. Thesis (Ph.D.).

Gurin, P, Dey, E., Hurtado, S., & Gurin, G. (2002). Diversity and higher
education: Theory and impact on educational outcomes. Harvard
Educational Review, 72(3), 330-367. https://doi.org/10.17763/
haer.72.3.01151786u134n051

Hadley, W. M. (2011). College students with disabilities: A student devel-
opment perspective. New Directions in Higher Education, 154, 77-81.

Ham, N.R., & Flood, T. P. (2009). International field trips in undergraduate
geology curriculum: philosophy and perspectives. In S. J. Whitmeyer,
D. W. Mogk, & E. J. Pyle (Eds.) Field geology education: Historical per-
spectives and modern approaches: Geological Society of America Special
Paper (461, pp. 99-104).

Harnish, R. J., & Bridges, K. R. (2011). Effect of syllabus tone: Students'
perceptions of instructor and course. Social Psychology of Education:
An International Journal, 14, 319-330. https://doi.org/10.1007/s1121
8-011-9152-4

Harper, S. R. (2012). Race without racism: How higher education re-
searchers minimize racist institutional norms. Review of Higher
Education, 36(1), 9-29. https://doi.org/10.1353/rhe.2012.0047

Fcology and Evolution o 1489
= WILEY- 2%

Heim, A. B., Aldor, E.R., & Holt, E. A.(2019). The first line of contact: How
course syllabi can be used to gauge & reform learner-centeredness in
a college classroom. American Biology Teacher, 81(6), 403-409.

Henning, J. A., Ballen, C. J.,, Molina, S., & Cotner, S. (2019). Hidden
identities shape student perceptions of active learning environ-
ments. Frontiers in Education, 4(129), 1-13. https://doi.org/10.3389/
feduc.2019.00129

Hubscher, R. (2010). Assigning students to groups using general and con-
text-specific criteria. IEEE Transactions on Learning Technologies, 3(3),
178-189. https://doi.org/10.1109/TLT.2010.17

Hughes, B. E., & Hurtado, S. (2013). Investing in the future: Testing
the efficacy of socialization within undergraduate engineering de-
gree programs. Association for the Study of Higher Education Annual
Conference (pp. 1-46). St. Louis.

Hund, A. K., Churchill, A. C., Faist, A. M., Havrilla, C. A., Love Stowell,
S. M., McCreery, H. F.,, Ng, J., Pinzone, C. A., & Scordato, E. S. C.
(2018). Transforming mentorship in STEM by training scientists to be
better leaders. Ecology and Evolution, 8(20), 9962-9974. https://doi.
org/10.1002/ece3.4527

Hurtado, S., Alvarez, C. L., Guillermo-Wann, C., Cuellar, M., & Arellano,
L. (2012). A model for diverse learning environments. In L. W. Perna,
& M. B. Paulsen (Eds.), Higher education: Handbook of theory and re-
search (pp. 41-122). Springer.

Hurtado, S., Milem, J., Clayton-Pedersen, A., & Allen, W. (1999). Enacting
diverse learning environments: Improving the climate for racial/Ethnic di-
versity in higher education. ERIC Clearinghouse on Higher Education.

Huxham, M., & Land, R. (2000). Assigning students in group work proj-
ects. Can we do better than random? Innovations in Education and
Training International, 37(1), 17-22. https://doi.org/10.1080/13558
0000362043

Jackson, J. P, & Weidman, N. M. (2006). Race, racism, and science: Social
impact and interaction. New Brunswick, NJ: Rutgers University Press.

Jackson, S. J., Bailey, M., & Welles, B. F. (2020). # HashtagActivism:
Networks of race and gender justice. MIT Press.

John, C. M., & Khan, S. B. (2018). Mental health in the field. Nature
Geoscience, 11, 618-620. https://doi.org/10.1038/s4156
1-018-0219-0

Johnson, D. R. (2012). Campus racial climate perceptions and overall
sense of belonging among racially diverse women in STEM majors.
Journal of College Student Development, 53(2), 336-346. https://doi.
org/10.1353/csd.2012.0028

Juvonen, J,, Lessard, L. M., Rastogi, R., Schacter, H. L., & Smith, D.
S. (2019). Promoting social inclusion in educational settings:
Challenges and opportunities. Educational Psychologist, 54(4),
250-270.

Katzenbach, J. R., & Smith, D. K. (1993). The wisdom of teams: Creating the
high performance organization. Cambridge: Harvard Business School
Press.

Kempa, R. F., & Ayob, A. (1995). Learning from group work in science.
International Journal of Science Education, 17(6), 743-754.

Killpack, T. L., & Melon, L. C. (2016). Toward inclusive STEM classrooms:
What personal role do faculty play? Cbe—life Sciences Education,
15(3), es3.

Kohli, R., & Solérzano, D. G. (2012). Teachers, please learn our names!:
Racial microaggressions and the K-12 classroom. Race Ethnicity and
Education, 15(4), 441-462.

Lauer, A., Gram, W., Crall, A., Diaz Eaton, C., Haacker, R., Jack-Scott, E.,
Pendergrass, A., & Stack Whitney, K. (2020). Scientific meetings for all.
EOS, https://doi.org/10.1029/2020E0138951

Lawrence, D. M., Holland, M. M., & Morrin, D. J. (1993). Profiles of ecolo-
gists: Results of a survey of the membership of the Ecological Society
of America. Part I. A snapshot of survey respondents. Bulletin of the
Ecological Society of America, 74(1), 21-35.

Layton, R. A., Loughry, M. L., Ohland, M. W., & Ricco, G. D. (2010).
Design and validation of a web-based system for assigning members


https://doi.org/10.1187/cbe.19-01-0021
https://doi.org/10.30707/LiB2.1Donovan
https://doi.org/10.30707/LiB2.1Donovan
https://doi.org/10.1177/0013175X14561420
https://doi.org/10.1177/0013175X14561420
https://doi.org/10.1007/s11199-019-01052-w
https://doi.org/10.1007/s11199-019-01052-w
https://doi.org/10.1016/j.econedurev.2015.01.007
https://doi.org/10.1016/j.econedurev.2015.01.007
https://doi.org/10.1002/ss.84
https://doi.org/10.14434/josotl.v19i1.23455
https://doi.org/10.14434/josotl.v19i1.23455
https://doi.org/10.1002/wsb.603
https://doi.org/10.1002/wsb.603
https://doi.org/10.1038/s43017-020-0022-5
https://doi.org/10.1038/s43017-020-0022-5
https://doi.org/10.17763/haer.72.3.01151786u134n051
https://doi.org/10.17763/haer.72.3.01151786u134n051
https://doi.org/10.1007/s11218-011-9152-4
https://doi.org/10.1007/s11218-011-9152-4
https://doi.org/10.1353/rhe.2012.0047
https://doi.org/10.3389/feduc.2019.00129
https://doi.org/10.3389/feduc.2019.00129
https://doi.org/10.1109/TLT.2010.17
https://doi.org/10.1002/ece3.4527
https://doi.org/10.1002/ece3.4527
https://doi.org/10.1080/135580000362043
https://doi.org/10.1080/135580000362043
https://doi.org/10.1038/s41561-018-0219-0
https://doi.org/10.1038/s41561-018-0219-0
https://doi.org/10.1353/csd.2012.0028
https://doi.org/10.1353/csd.2012.0028
https://doi.org/10.1029/2020EO138951

EMERY ET AL.

1490 WI LEY_ECObe and Evolution

Open Access,

to teams using instructor-specified criteria. Advances in Engineering
Education, 2(1), 1-9.

Le, P. T., & Matias, C. E. (2019). Towards a truer multicultural science ed-
ucation: How whiteness impacts science education. Cultural Studies
of Science Education, 14(1), 15-31.

Loughry, M. L., Ohland, M. W., & Woehr, D. J. (2014). Assessing team-
work skills for assurance of learning using CATME team tools. Journal
of Marketing Education, 36(1), 5-19.

MacDonald, K. (2018). A review of the literature: The needs of nontra-
ditional students in postsecondary education. Strategic Enrollment
Management Quarterly, 5(4), 159-164. https://doi.org/10.1002/
sem3.20115

Macdonald, R. H., Beane, R. J., Baer, E. M. D., Eddy, P. L., Emerson,
N. R., Hodder, J., Iverson, E. R., McDaris, J. R., O'Connell, K., &
Ormand, C. J. (2019). Accelerating change: The power of faculty
change agents to promote diversity and inclusive teaching prac-
tices. Journal of Geoscience Education, 67(4), 330-339. https://doi.
org/10.1080/10899995.2019.1624679

Mandelli, A. (2004). Exploring the origins of new transaction costs
in connected societies. In M. Huotari, & M. livonen (Eds.), Trust in
knowledge management and systems in organizations (pp. 200-247).
Idea Group Publishing.

Mathur, A., Cano, A., Dickson, M. W., Matherly, L. H., Maun, C., &
Neale, A. V. (2019). Portfolio review in graduate admissions:
Outcomes of a pilot program. Strategic Enrollment Management
Quarterly, 7(1), 7-23.

McCarron, G. P, & Inkelas, K. K. (2006). The gap between educational as-
pirations and attainment for first-generation college students and the
role of parental involvement. Journal of College Student Development,
47(5), 534-549. https://doi.org/10.1353/csd.2006.0059

McKay, P. F., & Davis, J. (2008). Traditional selection methods as resis-
tance to diversity in organizations. In K. M. Thomas (Ed.), Diversity
resistance in organizations. Erlbaum.

Meeussen, L., Otten, S., & Phalet, K. (2014). Managing diversity: How
leaders' multiculturalism and colorblindness affect work group func-
tioning. Group Processes & Intergroup Relations, 17, 629-644. https://
doi.org/10.1177/1368430214525809

Melosi, M. V. (1995). Equity, eco-racism and environmental his-
tory. Environmental History Review, 19(3), 1-16. https://doi.
org/10.2307/3984909

Meyer, A., Rose, D. H., & Gordon, D. (2014). Universal design for learning:
Theory and practice. CAST Professional Publishing.

Mitchneck, B., Smith, J. L., & Latimer, M. (2016). A recipe for change:
Creating a more inclusive academy. Science, 352, 148-149. https://
doi.org/10.1126/science.aad8493

Morales, D. X., Grineski, S. E., & Collins, T. W. (2017). Increasing research
productivity in undergraduate research experiences: Exploring pre-
dictors of collaborative faculty-student publications. Cbe-life Science
Education, 16, 1-9.

Museus, S. D., Ledesma, M. C., & Parker, T. L. (2015). Racism and ra-
cial equity in higher education. ASHE Higher Education Report, 42(1),
1-112. https://doi.org/10.1002/aehe.20067

National Academies of Sciences, Engineering, and Medicine (2019). The
science of effective mentorship in STEMM. The National Academies
Press.

Neill, C., Cotner, S., Driessen, M., & Ballen, C. J. (2019). Structured learn-
ing environments are required to promote equitable participation.
Chemistry Education Research and Practice, 20(1), 197-203.

Nelson, R. G., Rutherford, J. N., Hinde, K., & Clancy, K. B. H. (2017).
Signaling safety: Characterizing fieldwork experiences and their
implications for career trajectories. American Anthropologist, 119(4),
710-722.

Nitsch, D., Baetz, M., & Hughes, J. C. (2005). Why code of conduct viola-
tions go unreported: A conceptual framework to guide intervention
and future research. Journal of Business Ethics, 57(4), 327-341.

Nufez, A. M., Rivera, J., & Hallmark, T. (2019). Applying an intersection-
ality lens to expand equity in the geosciences. Journal of Geoscience
Education, 68(2), 97-114.

O'Brien, L. T., Bart, H. L., & Garcia, D. M. (2020). Why are there so few
ethnic minorities in ecology and evolutionary biology? Challenges
to inclusion and the role of sense of belonging. Social Psychology of
Education, 3, 1-29.

Ortega, S., Flecker, A., Hoffman, K., Jablonski, L., Johnson-White, J.,
Jurgensen-Armstrong, M., & Taylor, J. (2006). Women and minorities in
ecology Il (WAMIE Il) Committee report. Washington, D.C.: Ecological
Society of America.

Page, S. E. (2008). The difference: How the power of diversity creates better
groups, firms, schools, and societies-new edition. Princeton University
Press.

Palmer, M. S., Bach, D. J., & Streifer, A. C. (2014). Measuring the prom-
ise: A learning-focused syllabus rubric. To Improve the Academy, 33(1),
14-36. https://doi.org/10.1002/tia2.20004

Passman, T., & Green, R. A. (2009). Start with the syllabus: Universal de-
sign from the top. Journal of Access Services, 6(1-2), 48-58. https://
doi.org/10.1080/15367960802247916

Peters, D. P., Havstad, K. M., Cushing, J., Tweedie, C., Fuentes, O., &
Villanueva-Rosales, N. (2014). Harnessing the power of big data:
Infusing the scientific method with machine learning to trans-
form ecology. Ecosphere, 5(6), 1-15. https://doi.org/10.1890/
ES13-00359.1

Ployhart, R. E., Ziegert, J. C., & McFarland, L. A. (2003). Understanding
racial differences on cognitive ability tests in selection contexts: An
integration of stereotype threat and applicant reactions research.
Human Performance, 16, 231-259. https://doi.org/10.1207/51532
7043HUP1603_4

Prinz, J. (2011). Against empathy. Southern Journal of Philosophy, 49, 214~
233. https://doi.org/10.1111/j.2041-6962.2011.00069.x

Prior-Jones, M., Pinnion, J., Millet, M.-A., Bagshaw, E., Fagereng, A., &
Ballinger, R. (2020). An inclusive risk assessment tool for travel and field-
work. Presented at EGU2020, Sharing Geoscience Online.

Pryor, J. T.(2015). Out in the classroom: Transgender student experiences
at a large public university. Journal of College Student Development,
56(5), 440-455. https://doi.org/10.1353/csd.2015.0044

Puritty, C., Strickland, L. R., Alia, E., Blonder, B., Klein, E., Kohl, M. T., McGee,
E., Quintana, M., Ridley, R. E., Tellman, B., & Gerber, L. R. (2017).
Without inclusion, diversity initiatives may not be enough. Science,
357(6356), 1101-1102. https://doi.org/10.1126/science.aai?054

Rainey, K., Dancy, M., Mickelson, R., Stearns, E., & Moller, S. (2018). Race
and gender differences in how sense of belonging influences deci-
sions to major in STEM. International Journal of STEM Education, 5(10),
1-10. https://doi.org/10.1186/s40594-018-0115-6

Riccitelli, M. (2015). Science identity's influence on Community College
Students' engagement, persistence, and performance in biology.
Northcentral University. Thesis (Ph.D.).

Rosser, S. V. (1998). Group work in science, engineering, and mathemat-
ics: Consequences of ignoring gender and race. College Teaching,
46(3), 82-88. https://doi.org/10.1080/87567559809596243

Sabat, I. E., Lindsey, A. P, King, E. B., Ahmad, A. S., Membere, A., & Arena,
D.F.(2017). How prior knowledge of LGB identities alters the effects
of workplace disclosure. Journal of Vocational Behavior., 103, 56-70.
https://doi.org/10.1016/j.jvb.2017.09.001

Schinske, J. N., Perkins, H., Snyder, A., & Wyer, M. (2017). Scientist spot-
light homework assignments shift students' stereotypes of scientists
and enhance science identity in a diverse introductory science class.
Cbe—life Sciences Education, 15(3), ar47. https://doi.org/10.1187/
cbe.16-01-0002

Scott, G. W. (2017). Active engagement with assessment and feed-
back can improve group-work outcomes and boost student con-
fidence. Higher Education Pedagogies, 2(1), 1-13. https://doi.
org/10.1080/23752696.2017.1307692


https://doi.org/10.1002/sem3.20115
https://doi.org/10.1002/sem3.20115
https://doi.org/10.1080/10899995.2019.1624679
https://doi.org/10.1080/10899995.2019.1624679
https://doi.org/10.1353/csd.2006.0059
https://doi.org/10.1177/1368430214525809
https://doi.org/10.1177/1368430214525809
https://doi.org/10.2307/3984909
https://doi.org/10.2307/3984909
https://doi.org/10.1126/science.aad8493
https://doi.org/10.1126/science.aad8493
https://doi.org/10.1002/aehe.20067
https://doi.org/10.1002/tia2.20004
https://doi.org/10.1080/15367960802247916
https://doi.org/10.1080/15367960802247916
https://doi.org/10.1890/ES13-00359.1
https://doi.org/10.1890/ES13-00359.1
https://doi.org/10.1207/S15327043HUP1603_4
https://doi.org/10.1207/S15327043HUP1603_4
https://doi.org/10.1111/j.2041-6962.2011.00069.x
https://doi.org/10.1353/csd.2015.0044
https://doi.org/10.1126/science.aai9054
https://doi.org/10.1186/s40594-018-0115-6
https://doi.org/10.1080/87567559809596243
https://doi.org/10.1016/j.jvb.2017.09.001
https://doi.org/10.1187/cbe.16-01-0002
https://doi.org/10.1187/cbe.16-01-0002
https://doi.org/10.1080/23752696.2017.1307692
https://doi.org/10.1080/23752696.2017.1307692

EMERY ET AL.

Seaton, F. S. (2018). Empowering teachers to implement a growth mind-
set. Educational Psychology in Practice, 34(1), 41-57. https://doi.
org/10.1080/02667363.2017.1382333

Sedlacek, W. E. (2017). Measuring non-cognitive variables: Improving ad-
missions, success, and retention for underrepresented students. Sterling,
VA: Stylus Publishing.

Seethamraju, R., & Borman, M. (2009). Influence of group formation
choices on academic performance. Assessment & Evaluation in Higher
Education, 34(1), 31-40. https://doi.org/10.1080/0260293080
1895679

Slavin, R. E. (1995). Cooperative learning: Theory, research and practice.
Boston: Allyn & Bacon.

Smith, D. G. (2009). Diversity's promise for higher education: Making it
work. Baltimore, MD: JHU Press.

Soria, K. M., & Stebleton, M. J. (2012). First-generation students' aca-
demic engagement and retention. Teaching in Higher Education, 17(6),
673-685. https://doi.org/10.1080/13562517.2012.666735

Spade, D. (2011). Some very basic tips for making higher education more
accessible to trans students and rethinking how we talk about gen-
dered bodies. Radical Teacher, 92(1), 57-62.

Starkweather, S., Derry, K., & Crain, R. (2018). Leveling the field—tips for
inclusive arctic field work. International Arctic Science Committee.
Retrieved from https://iasc.info/communications/news-archi
ve/418-leveling-the-field-tips-for-inclusive-arctic-field-work

Stephan, W. G., & Finlay, K. (1999). The role of empathy in improving
intergroup relations. Journal of Social Issues, 55(4), 729-743. https://
doi.org/10.1111/0022-4537.00144

Strauss, P, U, A, & Young, S. (2011). ‘I know the type of people | work
well with’: Student anxiety in multicultural group projects. Studies in
Higher Education, 36(7), 815-829. https://doi.org/10.1080/03075
079.2010.488720

Strayhorn, T. L. (2018). College Students' Sense of belonging: A key to edu-
cational success for all students (2nd ed.). New York, NY: Routledge.

Tanner, K. D. (2011). Moving theory into practice: A reflection on teach-
ing a large, introductory biology course for majors. Che—life Sciences
Education, 10, 113-122. https://doi.org/10.1187/cbe.11-03-0029

Tanner, K. D. (2013). Structure matters: Twenty-one teaching strategies
to promote student engagement and cultivate classroom equity.
Cbe—life Sciences Education, 12, 322-331. https://doi.org/10.1187/
cbe.13-06-0115

Taylor, D. (2007). Diversity and equity in Environmental Organizations:
The salience of these factors to students. Journal of Environmental
Education, 39(1), 19-44. https://doi.org/10.3200/JOEE.39.1.19-44

Tervalon, M., & Murray-Garcia, J. (1998). Cultural humility versus cul-
tural competence: A critical distinction in defining physician train-
ing outcomes in multicultural education. Journal of Health Care for
the Poor and Underserved, 9(2), 117-125. https://doi.org/10.1353/
hpu.2010.0233

Thorley, L., & Gregory, R. (Eds.) (1994). Using group-based learning in
higher education. London: Kogan Page.

Trujillo, G., & Tanner, K. D. (2014). Considering the role of affect in learn-
ing: Monitoring students' self-efficacy, sense of belonging, and sci-
ence identity. Cbe—life Sciences Education, 13(1), 6-15. https://doi.
org/10.1187/cbe.13-12-0241

Tsai, J. W., Vanderford, N. L., & Muindi, F. (2018). Optimizing the utility
of the individual development plan for trainees in the biosciences.
Nature Biotechnology, 36(6), 552-553. https://doi.org/10.1038/
nbt.4155

Veenstra, G. (2011). Race, gender, class, and sexual orientation:
Intersecting axes of inequality and self-rated health in Canada.

Fcology and Evolution o 1491
= WILEY- %

International Journal for Equity in Health, 10(1), 3. https://doi.
org/10.1186/1475-9276-10-3

Vera, E., Camacho, D., Polanin, M., & Salgado, M. (2016). Education in-
terventions for reducing racism. In A. N. Alvarez, C. T. H. Liang, & H.
A. Neville (Eds.), The cost of racism for people of color:Contextualizing
experiences of discrimination (pp. 295-316). American Psychological
Association.

Walpole, M. (2003). Socioeconomic status and college: How SES affects
college experiences and outcomes. Review of Higher Education, 27(1),
45-73. https://doi.org/10.1353/rhe.2003.0044

Walton, G. M., & Cohen, G. L. (2011). A brief social-belonging inter-
vention improves academic and health outcomes of minority stu-
dents. Science, 331(6023), 1447-1451. https://doi.org/10.1126/scien
ce.1198364

Wanelik, K. M., Griffin, J. S., Head, M. L., Ingleby, F. C., & Lewis, Z. (2020).
Breaking barriers? Ethnicity and socioeconomic background impact
on early career progression in the fields of ecology and evolution.
Ecology and Evolution, 10(14), 6870-6880. https://doi.org/10.1002/
ece3.6423

Warren, B., Ballenger, C., Ogonowski, M., Rosebery, A. S., & Hudicourt-
Barnes, J. (2001). Rethinking diversity in learning science: The logic
of everyday sense-making. Journal of Research in Science Teaching,
38(5), 529-552. https://doi.org/10.1002/tea.1017

Wayne, N. L., Vermillion, M., & Uijtdehaage, S. (2010). Gender differences
in leadership amongst first-year medical students in the small-group
setting. Academic Medicine, 85, 1276-1281. https://doi.org/10.1097/
ACM.0b013e3181e5f2ce

West, P. C. (1989). Urban region parks and black minorities: Subculture,
marginality, and interracial relations in park use in the Detroit
metropolitan areas. Leisure Sciences, 11, 11-28. https://doi.
org/10.1080/01490408909512202

Winkle-Wagner, R., & Locks, A. M. (2013). Diversity and inclusion on
campus: Supporting racially and ethnically underrepresented students.
London: Routledge.

Wood, S., Henning, J. A,, Chen, L., McKibben, T., Smith, M. L., Weber, M.,
Zemenick, A., & Ballen, C. J. (2020). A scientist like me: Demographic
analysis of biology textbooks reveals both progress and long-term
lags. Proceedings of the Royal Society B: Biological Sciences, 287(1929),
20200877. https://doi.org/10.1098/rspb.2020.0877

Zembylas, M. (2012). Pedagogies of strategic empathy: Navigating
through the emotional complexities of anti-racism in higher edu-
cation. Teaching in Higher Education, 17(2), 113-125. https://doi.
org/10.1080/13562517.2011.611869

Zemenick, A., & Weber, M. (2020). Project Biodiversify. Retrieved from
https://www.projectbiodiversify.org

SUPPORTING INFORMATION
Additional supporting information may be found online in the

Supporting Information section.

How to cite this article: Emery NC, Bledsoe EK, Hasley AO,
Eaton CD. Cultivating inclusive instructional and research
environments in ecology and evolutionary science. Ecol Evol.
2021;11:1480-1491. https://doi.org/10.1002/ece3.7062



https://doi.org/10.1080/02667363.2017.1382333
https://doi.org/10.1080/02667363.2017.1382333
https://doi.org/10.1080/02602930801895679
https://doi.org/10.1080/02602930801895679
https://doi.org/10.1080/13562517.2012.666735
https://iasc.info/communications/news-archive/418-leveling-the-field-tips-for-inclusive-arctic-field-work
https://iasc.info/communications/news-archive/418-leveling-the-field-tips-for-inclusive-arctic-field-work
https://doi.org/10.1111/0022-4537.00144
https://doi.org/10.1111/0022-4537.00144
https://doi.org/10.1080/03075079.2010.488720
https://doi.org/10.1080/03075079.2010.488720
https://doi.org/10.1187/cbe.11-03-0029
https://doi.org/10.1187/cbe.13-06-0115
https://doi.org/10.1187/cbe.13-06-0115
https://doi.org/10.3200/JOEE.39.1.19-44
https://doi.org/10.1353/hpu.2010.0233
https://doi.org/10.1353/hpu.2010.0233
https://doi.org/10.1187/cbe.13-12-0241
https://doi.org/10.1187/cbe.13-12-0241
https://doi.org/10.1038/nbt.4155
https://doi.org/10.1038/nbt.4155
https://doi.org/10.1186/1475-9276-10-3
https://doi.org/10.1186/1475-9276-10-3
https://doi.org/10.1353/rhe.2003.0044
https://doi.org/10.1126/science.1198364
https://doi.org/10.1126/science.1198364
https://doi.org/10.1002/ece3.6423
https://doi.org/10.1002/ece3.6423
https://doi.org/10.1002/tea.1017
https://doi.org/10.1097/ACM.0b013e3181e5f2ce
https://doi.org/10.1097/ACM.0b013e3181e5f2ce
https://doi.org/10.1080/01490408909512202
https://doi.org/10.1080/01490408909512202
https://doi.org/10.1098/rspb.2020.0877
https://doi.org/10.1080/13562517.2011.611869
https://doi.org/10.1080/13562517.2011.611869
https://www.projectbiodiversify.org
https://doi.org/10.1002/ece3.7062

