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1
T H E  A M H E R S T  U P R I S I N G

In this chapter, we first reflect on the intentional diversification efforts 
made by undergraduate colleges in the United States over the past 
50 years. What is clear from our vantage point is that while many of 

these initiatives have focused on diversifying the enrolled student body, 
less attention has been paid to proactively creating inclusive systems and 
practices to support students once they arrive at our institutions. We then 
present the “Amherst Uprising” in 2015 as a case study to illustrate how 
the disconnect between efforts focused on diversity, relative to those efforts 
focused on inclusion and equity, can lead to moments of intense challenge 
at our higher education institutions. During this 4-day sit-in at Amherst 
College, minoritized students expressed their frustrations with the current 
college climate and shared personal experiences of exclusion and discrimina-
tion while at the college. During this protest, students asked for validation, 
solidarity, and immediate responses from faculty, staff, and administrators; 
in response, many departments and offices wrote letters of support. In the 
final section of this chapter, we share a thematic analysis of these depart-
mental and administrative letters, in order to explore commonalities in 
institutional responses to protest, as well as disciplinary differences in both 
the interpretation of protest as an appropriate mechanism for institutional 
change and the locus of responsibility for change.

In each chapter of this book, we provide a set of reflective questions for 
you to consider as you engage with that section of the text. Here is the first 
set of guiding questions:

Guiding Questions

 • As you reflect on your institution’s diversity, equity, and inclusion (DEI) 
mission, where do you see opportunities for better alignment between 
efforts of diversification and efforts of inclusion?
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2  BEING HUMAN IN STEM

 • While you may not have experienced or participated in student protests 
firsthand, there are likely parallels between the tensions illustrated by 
the Amherst Uprising and points of challenge in your own institutional 
context. What lessons can be learned from this case study to apply to 
your own educational setting?

 • In what ways do your disciplinary assumptions about how arguments are 
engaged, and what evidence “counts,” influence your reactions to student 
protests or bottom-up demands for change?

The Changing Demographics of Undergraduate Colleges 
and Universities: A Push for Diversification

An examination of national patterns of demographic changes in the United 
States over the last 4 decades reveals dramatic shifts in the relative repre-
sentation of white, Asian American, Hispanic, and Latino persons in the 
population (Frey, 2020). In 1980, close to 80% of the U.S. population 
was white, non-Latino and non-Hispanic. Around 11.5% of the population 
identified as Black, with Latino or Hispanic individuals representing 6.5% 
of the population and Asian Americans representing 1.8%. Forty years later, 
these figures have shifted in important ways—the white population declined 
20%, the Latino and Hispanic population increased 12%, and Asian 
Americans now represent nearly 6% of the U.S. population. Interestingly, 
the percentage of Black and Indigenous individuals in the United States has 
remained fairly constant across this time period.

Echoing the national data, demographics have shifted in parallel ways at 
our undergraduate institutions. In 2010, close to 40% of students enrolled 
in undergraduate colleges and universities were Asian, Black, Hispanic, or 
Indigenous individuals, whereas this number was only 17% in 1980 (Tienda, 
2013). During this same period, the U.S. population also grew over 50%, 
resulting in many more nonwhite students seeking undergraduate degrees 
at our institutions. Coupled with population demographic shifts, many 
 colleges and universities have engaged in intentional recruitment strate-
gies and changes to their institutional practices in order to recruit a more 
diverse student body. A recent U.S. Department of Education report, titled 
Advancing Diversity and Inclusion in Higher Education outlines many of 
these approaches (Office of Planning, Evaluation, and Policy Development, 
2016). One example this report describes is that of the University of 
Colorado-Boulder; drawing on a national data set from the Education 
Longitudinal Study conducted in 2002, the institution created a model for 
admissions that includes a “ disadvantage index” and an “overachievement 
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THE AMHERST UPRISING  3

index.” These indices allow their admissions officers to factor in the socio-
economic disadvantages that students, many of whom belong to minority 
demographic groups, may have faced and how they have succeeded in their 
academic pursuits in spite of these setbacks.

In terms of socioeconomic challenges and impact on college admissions, 
the cost of attaining an undergraduate degree has also increased dramatically 
during this time. From 1985 to 2018, the average combined cost of tuition, 
fees, room, and board, per student, rose by 117%, after adjusting for inflation. 
In addition to these rising costs impacting all students, minoritized students, 
on average, have fewer family resources to contribute to paying college tuition 
and incur more debt than their white peers (Office of Planning, Evaluation, 
and Policy Development, 2016). Per a 2016 Brookings report on Black–white 
disparity in student loan debt, Black bachelor degree graduates carry an average 
of $52,726 in debt, 4 years after college graduation, compared to $28,006 for 
white bachelor degree graduates across the same time period (Scott-Clayton & 
Li, 2016). In the face of these financial limitations to diversifying the stu-
dent body, a handful of institutions across the country, including our home 
institution of Amherst College, has adopted an admissions policy that admits 
U.S.-based and international students on a need-blind basis and provides schol-
arships to every student based on their level of financial need, with the intention 
that no student graduates with tuition-based debt. Since the enactment of this 
admissions approach, the percentage of domestic nonwhite students enrolled 
at Amherst College has risen. In 2003, the percentage was 34%; in contrast, 
the admitted class of fall 2021 was 50.2% domestic nonwhite (Jaschik, 2021).

As we discuss in the next section, however, diversity ensures representa-
tion, but it is not the same thing as inclusion (Barkas et al., 2020; Tienda, 
2013). Inclusive higher education asks us to create spaces, once students 
enroll at our institutions, in which they feel respected and supported in their 
pursuit of their academic and cocurricular goals. Bryan Dewsbury (2020) 
describes an inclusive classroom as “one where all voices, regardless of back-
ground have equal opportunity to contribute to and shape the community 
dialogue” (p. 173). Many of our institutions have a long way to go from 
diversification to inclusion. We present our own institution, and the Amherst 
Uprising (see Figure 1.1), as a case study illustrating this challenge.

The Amherst Uprising as a Case Study

In the late hours of Wednesday, November 11th, 2015, Amherst College 
sophomores Sanyu Takarimbudde, Katyana Dandridge, and Lerato Teffaro 
had gathered to complete their homework assignments for the day. Instead, 
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4  BEING HUMAN IN STEM

they found themselves discussing images of student protests from across the 
world that were ubiquitous on their Facebook feeds. Campuses around the 
United States had been experiencing unrest following a string of high-profile 
killings of Black men by police (see a timeline of these events in Figure 1.2); 
these events had brought to public awareness the fatal toll racial injustice 
takes on the Black community.

A national Black Lives Matter movement calling for accountability was 
growing, and students across the country were joining these efforts. Two U.S. 
campuses in particular were simmering during the first 2 weeks of November. 
After several “Racism Lives Here” rallies and a student hunger strike at the 

Note. Students holding signs at the student sit-in that grew to become the 4-day Amherst Uprising 
protest.

Photo credit: Kaelan McCone. Permanently stored in the Amherst College Archives & Special Collections.

Figure 1.1. The Amherst Uprising.

Figure 1.2. Timeline of police violence.
April 4
2015

November 22
2014

August 9
2014

July 17
2014

February 26
2012

Trayvon Martin
17 years old

Miami Gardens, Florida

Eric Garner
43 years old

New York City

Michael Brown
18 years old

Ferguson, Missouri

Tamir Rice
12 years old

Cleveland, Ohio

Walter Scott
50 years old

Charleston, South Carolina

Bunnell_9781642672299.indb   4 20-01-2023   12:04:55



THE AMHERST UPRISING  5

University of Missouri-Columbia, the president of the university stepped 
down in response to calls for his resignation. Soon, student protesters were 
also marching at Yale University, following a series of administrative commu-
nications related to cultural sensitivity when choosing Halloween costumes 
(Friedersdorf, 2016). University administrators sent a letter recommend-
ing that students not wear Halloween costumes that could be offensive or 
harmful, such as donning blackface or Indigenous headpieces, prompting 
a lecturer at Yale to write an open letter challenging the university’s stance 
(Christakis, 2015); students on campus protested in response. In reflecting 
on these incidents, the friends talked about how inspiring the student action 
was to them, and Lerato and Sanyu, who both hail from South Africa, also 
discussed the parallel actions of students in South Africa protesting massive 
tuition hikes.

At that moment, how could these students simply focus on conjugat-
ing French verbs and pushing electrons around in Organic Chemistry when 
their peers were leading important fights around the globe? In a moment of 
inspiration, they set up a Facebook event for the following day calling for 
students to join a 1-hour sit-in in the college library, stayed up late into the 
night making signs in the art building, and sent personal invitations to the 
college president and dean of the faculty. They also asked that the invitation 
be shared with faculty and that faculty be encouraged to attend the sit-in the 
following afternoon.

Word quickly spread among students through social media and hundreds 
of students streamed into the Amherst College Frost Library. After Lerato, 
Ketyana, and Sanyu opened the sit-in with a call for solidarity with other 
campuses (Figure 1.3), it evolved to a spontaneous moment of truth-telling 
by Amherst students. One after another, they began sharing their experiences 
of racism and marginalization at the institution. As one person after another 
rose to speak, their statements full of pain and raw vulnerability, those in the 
library were compelled to remain and bear witness, listening in silence.

The dean of the faculty stood listening to students as they shared their 
stories into the early evening hours. At times, over a thousand students, 
staff, and faculty were crowded into the space. The president of the col-
lege had been about to board a plane bound for Japan when the sit-in 
began; she canceled her trip and arrived at the library around midnight, 
as the sit-in was still ongoing. Senior leadership, through their willingness 
to listen and validate the experiences of each student, sent a clear message 
of how the college would respond; they were taking the moment, and the 
students, seriously.
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6  BEING HUMAN IN STEM

Cullen Murphy, Amherst college class of 1974 and chairman of the 
Board of Trustees from 2012 to 2018, described the Amherst Uprising in an 
article for the Amherst alumni magazine:

Students talked about their lives at Amherst but also their lives before and 
outside of Amherst. They said out loud what they had perhaps never said 
before, or had said individually to one another or to trusted advisers but 
not in such a large setting. They talked about the relatively small number of 
faces like theirs among the ranks of faculty and staff. About feeling excluded 
at social events. About distinctions of class that are all too visible when seen 
from one side but may be given little thought by those on the other. About 
casual remarks and behaviors that cause anger and pain, and whose residue 
inexorably accumulates. About the widespread ignorance of the path that 
many students of color travel as they make their way to Amherst. About 
legacies of personal history that other students can scarcely imagine and 
could never infer. About the exhaustion sometimes involved in juggling 
college life and family needs at home. About the utter disorientation that 
may occur when arriving at an idyllic spot with alien folkways that others 
take for granted. About having few people to talk with about any of this, 
and classmates who may be unaware that these issues loom as large as they 
do. (Murphy, 2016, para. 8)

Figure 1.3. Sit-in leaders.

Note. Lerato Teffaro, Katyana Dandridge, and Sanyu Takirambudde (left to right).

Photo credit. Kaelan McCone. Permanently stored in the Amherst College Archives & Special Collections.
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THE AMHERST UPRISING  7

The sit-in continued for 4 days. During this same time, Sheila collected 
direct, anonymized information from STEM students, asking them what 
they wished their STEM professors knew about their experiences at Amherst. 
In part, the prompt read,

We are collecting feedback from STEM students who would like to 
share anything about their experiences in STEM classes that would 
help STEM faculty understand how our classes, office hours, labs and 
approach to curriculum and students are contributing to the feelings of 
severe alienation and marginalization that have been voiced by so many 
students over the past 4 days. Anything you feel is important for us to 
know is welcome.

Almost 30 students responded to this request. Many students shared frustra-
tions about curricula that did not directly address the benefits of diversity 
in science or the history of harms inflicted on underrepresented groups by 
 scientists. Others wrote about instances in which they felt that they experi-
enced differential treatment by an instructor or peer because of their group 
membership or identities. For instance, one student wrote, “I’ve had a spe-
cific professor who has allowed women to ask questions, sort of answer/
ignore them, only to be asked something very similar by a man in the class 
and praise him for his good question.” Another student wrote, “As one of the 
few Black women in STEM classes and on campus, I often feel that some 
people think I am not smart enough to handle the workload.”

Students’ letters were consistently pointing to a painful disconnect:

They had been invited into the institution to contribute their 
diverse strengths and experiences to the learning environment, but 
there were many ways in which they were not yet being included or 

able to thrive in these diverse spaces.

Another prevailing theme that emerged from students’ responses was a sense 
that STEM curricula assume such a high level of entering background disci-
plinary knowledge that those students who did not have the option to com-
plete advanced scientific coursework in high school were at a disadvantage 
right from the start of their higher education journey. Given that student 
income levels correspond closely with available high school resources such as 
advanced placement courses, laboratory equipment, research opportunities, 
and field trips (e.g., Nathan, 2017), students from greater economic means 
are likely to enter into their first-year collegiate STEM classrooms with 
more expansive scientific preparation. One student’s statement remarked, 
“Professors of intro[ductory] classes here will from the very beginning assume 
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8  BEING HUMAN IN STEM

that everyone in the class has taken that science before. This automatically 
alienates students from low-income backgrounds from the very first lecture, 
already putting them at a disadvantage.” Another student asked of STEM 
faculty: “Please don’t assume we know how to set up experiments in the same 
way more privileged students do. Include detailed pictures of every piece 
of equipment we’re using. If students already know how to use something, 
great! But don’t assume we do.”

Conversely, a student who self-identified as being from a high socioeco-
nomic status family wrote, “Never once have I hesitated on study methods 
for a chem[istry] or bio[logy] exam; never once have I thought twice about 
attending office hours. I’ve been doing this kind of work since I was 13 or 
14. It comes naturally to me. The same cannot be said for my peers—most 
of color, but some not—who have come to Amherst with far less academic 
and social preparation than I.”

This student noted that “these students do not always advocate for them-
selves with faculty . . . because they do not know that they have the ability to 
do so” and that when students from less well-resourced backgrounds struggle 
on exams, it is “not because they do not study, but because they have not 
been taught to study effectively.”

As Anthony Jack (2019), Amherst College class of 2007, notes in his 
book The Privileged Poor: How Elite Colleges Are Failing Disadvantaged 
Students, students from lower socioeconomic backgrounds often do not have 
the cultural capital to understand the unwritten rules and norms of academia, 
such as how to maximize one’s use of office hours, communicate requests for 
extensions, and seek out additional support services at their institutions. One 
statement from a student letter mirrored this point: “Different students have 
different backgrounds in terms of student–teacher relationships and some 
students lack the ability or knowledge to directly interact with professors. 
For example, in my previous schooling, meetings with professors were only 
encouraged when you were really struggling with a class.” This same student 
described their hesitancy in requesting one-on-one time with their professors 
because the student was aware that there were “other students who needed to 
meet with teachers more than [I] did.”

On a related note, many students bemoaned the lack of diversity in the 
STEM faculty. Students spoke about the importance of increasing visual rep-
resentation in the faculty; learning from scholars who hold similar identities 
as their own would provide a powerful message to underrepresented students 
that they too could be successful in the academy. Students also discussed the 
importance of faculty members’ awareness of pedagogical approaches aimed 
at teaching and supporting diverse students. For instance, one student shared 
their desire for more faculty of color in the STEM majors who can “teach 
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THE AMHERST UPRISING  9

to a group in a particular way that they can understand the material . . . and 
understand that not all of us came from privileged backgrounds.” The needs 
articulated by students correspond with the larger literature on the bene-
fits of diversification of students, faculty, and staff (Cook, 1991; Goethe & 
Colina, 2018; Hurtado, 2007; Hurtado & DeAngelo, 2012; Packard, 2013). 
As Cook (1991) writes, “A diverse student body is only part of the equation. 
A diverse faculty and staff provide role models for minority and majority 
students, enriches the curriculum, and better reflects the reality which most 
students will face when they graduate” (p. 4).

Finally, student reflections indicated a sense that not only did these 
inequities manifest in classroom spaces, they also influenced oppor-
tunities for career development and advancement in the sciences. One 
student described how high school science preparation again hinders 
lower-resourced students in their pathways toward STEM careers, saying, 
“[Undergraduate] lab[oratory] research positions go to the students who 
have the best grasp of the lab techniques or chemical/biological/physics 
concepts, and rarely consider the fact that some students are encountering 
these things for the first time.” Undergraduate research experiences, and 
increasingly, undergraduate coauthorship on research manuscripts, play 
an outsized role in the likelihood of acceptance into graduate training 
programs and medical school; as such, students not selected for under-
graduate research and mentoring opportunities, because of their lack of 
preparation and background knowledge in the discipline, are then doubly 
disadvantaged when they apply for graduate study or other career oppor-
tunities in the sciences.

Exploring Responses to Student Protest

Many college departments, student service offices, and student groups wrote 
public letters of support in the days following the protest; some of these 
letters emerged independently while others were written in response to a 
plea for statements of support by students. We have gathered as many of 
these letters as were available, which included letters of support from senior 
administration, almost half of all of the academic departments on campus, 
and 10 student-focused offices and resource groups. What we present in the 
following is a description of the ways in which these institutional and depart-
mental constituencies framed their responses. We don’t seek to present a gen-
eralizable claim as to how institutional leadership groups respond to student 
protest broadly, but rather our goal is to share the patterns that emerged in 
our context and reflect on how these response patterns may help us to better 
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10  BEING HUMAN IN STEM

understand the institutional dynamics around inclusive efforts at our institu-
tion since the Amherst Uprising occurred.

To this aim, we applied an emergent thematic coding approach to the 
content of these letters. In this analysis, we noted commonalities across state-
ments of support in the types of sentiments that were shared:

 • Protest support. These statements articulated support for the students’ 
protest and related actions.

 • Emotional validation. Distinct from expressing support for the protests 
themselves, these statements acknowledged students’ emotional 
experiences and/or the vulnerability that engaging in the Amherst 
Uprising required of students.

 • Connection to educational mission. These statements were reflections on 
how the protests served as a reminder or recommitment to a departmental 
or institutional mission.

 • Taking of responsibility. These statements, though rare, articulated having 
failed students in the past and an acceptance of responsibility for the 
actions that caused harm.

Three distinct themes for discussing change were also present in these letters:

 • A call for action. These statements called on institutional leadership to act 
in support of student needs.

 • A commitment to change. Statements of this nature expressed a general 
support for change to happen on campus.

 • A specification of action steps. Statements of this kind described particular 
steps individuals or departments were committing to take in the future 
to increase student support.

Most commonly, letters expressed support for the protest. For example, one 
letter stated, “Today we stand in solidarity with Amherst College’s students, 
staff, and faculty of color and all students of color at colleges and universities 
across the nation that have felt threatened on campus. We are humbled by 
the strength and courage of those individuals who have spoken, and continue 
to speak.” There was also a general commitment to change. One depart-
mental letter said, “As a department, we will renew our efforts to provide an 
environment that welcomes and enables the success of all students.” Further, 
many campus entities reflected how the student protest had reaffirmed their 
disciplinary or institutional mission. One such response stated, “We heard 
those demands as a department and we are reminded of how central they 
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THE AMHERST UPRISING  11

are to our mission. Your words remind us of our purpose here as teachers, 
fellow campus citizens, as a department, and comrades in the struggle for 
racial justice here at the College and in the wider world from which we all 
come.” Another department, in which only a small number of minoritized 
students declare a major each year, reflected on how their field “is a field 
in which students of color are underrepresented, both here and nationally. 
This is a great loss, because our field needs all the talent that it can find.” In 
this response, the department is recognizing their commitment to increased 
diversity in the field and making the connection between on-campus student 
experiences and how they align with the failure of their discipline to support 
diverse scholars.

A smaller number of letters attempted to explicitly validate the emo-
tions of student protesters. One such letter wrote, “The depth and inten-
sity of [students’] pain and exhaustion are evident. That pain is real. Their 
expressions of loneliness and sense of invisibility are heartrending. No 
attempt to minimize or trivialize those feelings will be convincing to those 
of us who have listened.” Others expressed a call for institutionally led 
action, with responses such as “We recognize that the administration must 
aid our efforts to improve in ways that will allow us to best support you. 
Support mechanisms for students, faculty, and staff need to be improved 
if we are all to accomplish the difficult task of removing racism and dis-
crimination from our campus, community, and beyond.” These calls for 
institutional change were more commonly expressed by untenured faculty 
groups and student affinity groups; indeed, individuals holding vulnerable 
positions on campus may be positioned to more readily recognize the need 
for institutional change.

Finally, a small subset of letters of solidarity articulated specific actions 
to address the issues raised by the student protesters. One such letter said, 
“For our part, the recent events have already caused us to bring a more 
 critical eye to the materials and methods with which we teach, to acknowl-
edge and incorporate a greater multiplicity of experiences, perspectives, 
 histories, and practices.” Least commonly, letters acknowledged past failures 
and responsibility. One departmental letter that took responsibility for past 
harm said, “We are passionately committed to creating a safe and nurturing 
environment for every one of our students. We also understand that we have 
failed in this commitment in the past, and we promise to listen and respond 
to the concerns of every one of our students.”

Interestingly, these responses to student concerns map onto the aspects 
of the HSTEM process model that we describe in detail in the next chapter. 
Specifically, responses of emotional validation indicate the powerful initial 
response of actively listening to students. Secondly, expressions of support for 
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12  BEING HUMAN IN STEM

students’ efforts demonstrate that departments were working to validate stu-
dent concerns and the reality of their emotional experiences. Third, themes 
of calling for institutional change and acknowledging personal responsibil-
ity for past failures to act indicate departmental attempts at reflection, and 
finally, expressing general and specific commitments to change, in response 
to and in partnership with students, initiates the process of active partnership 
in addressing ways departments could do better.

How Did Disciplinarity Relate to the Nature 
of Departmental Response?

In examining letters from academic departments in response to the  student 
protests, we were interested in exploring whether particular themes, as 
described previously, were more likely to be present in letters from STEM 
departments than from non-STEM departments. Did disciplinary lenses 
or perspectives correspond to how faculty and staff expressed support for 
students during moments of protest? To pursue this question, we tallied the 
number of sentences that aligned with each of the seven themes and calcu-
lated proportional variables based on the number of sentences each letter 
contained. For instance, in a letter from one of the humanities (i.e., non-
STEM) departments, seven sentences out of the total of 15 sentences were 
coded as expressing support for the student protest, resulting in a propor-
tional value for the category of protest support of 47%. This letter included 
statements such as “[W]e want to recognize, applaud, and express the deep-
est respect for the courage it took to say all of that” and “Your demands to 
be seen and heard are righteous.”

When we examine differences in each of these thematic proportional 
variables between STEM and non-STEM department letters, we find that 
while the two do not differ in terms of sentence number (t(15) = .098, 
p = .923), letters from STEM departments were significantly less likely to 
explicitly articulate support for students’ protest actions than were letters 
from non-STEM departments (t(14.63) = 2.17, p = .047). From the student 
perspective, this difference in departmental letters’ expressions of support 
for the protest was consistent with many students’ feelings that STEM fac-
ulty did not stand in solidarity with their actions. To this point, one student 
wrote in their comments to STEM faculty, “After taking science classes for 
three semesters at Amherst, I did not see any of my nine past and present 
professors at the library. This is extremely troubling and makes me wonder 
if they care about my livelihood and makes it very difficult for me to go back 
to my normal life and continue doing my work. It also makes me wonder if 
my involvement in a movement like this makes myself a target to professors 
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THE AMHERST UPRISING  13

who don’t care about racial issues on campus or who take a stance against 
what Amherst Uprising stands for.”

However, we think that a separate dynamic is at play, such that this dif-
ference likely points to a disconnect between how faculty across disciplines 
conceive of protest as an appropriate or effective mechanism for change, 
rather than whether they support students. STEM departmental letters dem-
onstrated a tremendous level of support for their students, although the 
form that this expression took differed in important ways from non-STEM 
departmental letters. The STEM departmental letters commonly and explic-
itly focused on particular action steps that their own departments would take 
to improve their support of students. 

How might we understand this differential response to students’ use of 
protest as a mechanism for demanding change? Work by Hoffman et al. 
(2016) argues that individuals who have benefited from existing structures 
and hierarchies may feel uncomfortable with the notion of protest as an 
appropriate avenue for systemic change. They write, “Many people who have 
privilege are critical of the protest movements for causing disruption and 
engaging in civil disobedience. A frequent assertion is that it would be better 
to utilize the usual channels to advocate for change” (p. 601). To those of 
us for whom the “usual channels” have worked smoothly, protest may seem 
impolite or aggressive. This discomfort with protest may be further escalated 
for many of us trained as scientists, a domain in which the employment of 
emotional and inherently subjective narratives as pieces of evidence, as in 
the case of protests, can seem disciplinarily inconsistent with the scientific, 
objective worldview (e.g., Longino, 1990). Therefore, it is our belief that the 
letters written by STEM departments in response to the Amherst Uprising 
reflect not a difference in levels of support for students, but rather differences 
in how faculty and staff conceptualized the process by which these changes 
should occur.

What lessons are we taking from this analysis? First, our case study of 
the Amherst Uprising provides a powerful demonstration of the importance 
of responding to moments of student protest and uprising with a stance of 
openness that includes intentional listening and emotional validation. How 
can we work to ensure that students feel listened to during these moments 
of intense emotion and vulnerability? How can we hold back our own urges 
toward defensiveness and justification so that we can truly hear what is needed 
and felt in that moment? Second, we see that our disciplinary perspectives 
may influence how we interpret and respond to protest as a form of discourse 
or argument; how can we attend to our biases in how change “should” occur? 
And finally, we want to caution each of us against the immediate urge to 
fix the problem. Students are saying that they are in pain, and that they are 
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feeling like they are not being included in our learning spaces and commu-
nities. At these moments, can we slow down our desire to urgently respond 
with action and instead, as we describe in the next chapters, invite students 
to partner with us to intentionally cocreate change?
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