
The abolition of slavery after the Civil War became the founda-
tion for Ida B. Wells’s life work as a teacher, journalist, anti-lynch-
ing activist, community organizer, and woman suffragist.

Ida Bell Wells was born a slave in 1862 in the small
city of Holly Springs, Mississippi. After emancipation,
her father became active in the Republican Party, the
party of Lincoln, during the Reconstruction period in
the South. Her deeply Christian mother was a cook.
Both valued education for their children.

Wells and her brothers and sisters attended an ele-
mentary school established by the Freedmen’s Bureau,
which was created by Congress to help the former
slaves make the transition to freedom. She became an
avid reader and learned much on her own. As she ad-
vanced through the grades, the school added a high
school and Rust College, which she attended. 

In 1878, Wells was only 16 when both her parents
died in a yellow fever epidemic. To keep her family to-
gether, she got a job teaching at a rural black school. 

Suing the Railroad
At 19, Wells moved with two of her younger sisters to

Memphis, Tennessee, to live with their aunt. She got an-
other teaching job near Memphis. She took classes dur-
ing the summer at Fiske College in Nashville to earn a
state credential in order to teach in the Memphis schools.

One Sunday in 1884 on her way back to Memphis
from a visit to Holly Springs, she bought a first class rail-
road car ticket. She took a seat in the first class “ladies
car,” where white women normally sat.  But the white
conductor ordered her to the “colored car.” She refused.
The conductor began to pull her from the seat. She hung

on to it and even bit the conductor. Finally, he and two
white men dragged her out of the “ladies car” as the
white passengers cheered.

Wells sued the railroad in a Memphis court for as-
sault and for discrimination. Incredibly, she won! In
1884, Judge James Pierce, a former Union soldier, ruled
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IDA B. WELLS AND
HER CRUSADE FOR
RACIAL JUSTICE

While still an elementary-school teacher, Ida B. Wells became the
editor and co-owner of the Free Speech and Headlight anti-segre-
gation newspaper in Memphis, Tennessee. 
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that the “colored car” was not a first class car. He or-
dered the railroad to pay Wells $500 in damages.

The railroad appealed the case to the Tennessee
Supreme Court, which was packed with ex-Confeder-
ates. In 1887, they reversed Judge Pierce’s ruling, can-
celled his $500 award to Wells, and ordered her to pay
court costs. Wells wrote in her diary, “O God, is there
no redress, no peace, no justice in this land for us?”

The Memphis Lynching
By 1889, Wells had earned her credential and was

teaching in a black Memphis school. She was also
writing for church newsletters on racial issues. She
discovered that writing was her passion.

While still teaching, she became one-third owner
and editor of a black Memphis newspaper, the Free
Speech. She took a militant stand against the sup-
pression of black civil rights in the South. (Wells used
the terms “Negro,” “colored,” “black” and “Afro-
Americans” to refer to her fellow
African Americans.) 

Wells was fired by the Memphis
all-white school board when she wrote
editorials about the poor condition of
the city’s black schools. She was now,
however, free to start her career as a
full-time journalist, one of the first
black women to do this.

In 1892, a lynching took place in
Memphis that changed the life of Wells.
Lynching means punishing a person or
persons, usually by a mob, without a lawful trial. Al-
though lynching by hanging someone from a tree was
common, mobs used numerous methods such as shoot-
ing, stabbing, beating, burning alive, and torture.

In this case, a white grocery store owner, William
Barrett, became angry after Thomas Moss and other
black men opened a competing store across the street.
One day a minor dispute led to a fistfight between the
supporters of both men.

After the fight ended, Moss’s black supporters
armed themselves, fearing Barrett would return with
more men. Barrett did return, but with the sheriff and
some deputies who came to arrest Moss’s clerk for
clubbing him during the fight.

The sheriff and his men, however, were all in plain
clothes, and Moss’s defenders mistook them for a mob
intent on attacking the store. The defenders fired shots
at the deputies, wounding three. One was shot in the
face and lost an eye.

The sheriff later returned and arrested Moss and
two employees. Memphis newspapers printed inflam-
matory stories about how the deputies had been cru-
elly ambushed. 

Several days later, a white mob broke into the jail
where the three black men were held. The mob

dragged them out of their cells to a field and shot
them to death. The lynchers aimed for their faces and
eyes. Later, a grand jury decided that the lynching was
at “the hands of persons unknown.” 

Shocked at the lynching, Wells condemned it in a
Free Speech editorial. She recommended to the black
community that the only thing to do was “to leave a
town which will neither protect our lives and prop-
erty, nor give us a fair trial in the courts, but takes us
out and murders us in cold blood when accused by
white persons.”

Thousands of black people in Memphis followed
her advice. Many headed west for the Oklahoma Ter-
ritory land rushes. While saving money for their exo-
dus, most cut back on spending in the city’s stores
and stopped riding the streetcars. In effect, this was a
boycott that damaged the city’s economy.

Wells began to research lynchings and the rea-
sons behind them, becoming the first journalist to do

so. One commonly held belief was that
lynchings were justified because they
almost always punished black men for
raping white women. Wells investi-
gated this claim and found that it was
not true. 

In her Free Speech editorials, Wells
denounced the “rape myth.” She also
reported newspaper accounts of white
women who voluntarily had affairs
with black men who were lynched

when this relationship was discovered. 
Enraged by Wells’s editorials, a mob of white men

at night destroyed the Free Speech printing press and
left a death threat to Wells. She decided it was now
time for her to leave Memphis. 

Southern Horrors
Wells soon become the editor and part-owner of the

New York Age newspaper. She wrote articles on the Mem-
phis lynching and gave lectures on her research findings. 

Later in 1892, Wells published a pamphlet called
Southern Horrors, describing examples of the brutality of
lynchings in the South and the many reasons why they
occurred. She reported, according to the white-owned
Chicago Tribune newspaper, that 728 black people had
been lynched during the past eight years. Two-thirds of
them were never accused of raping a white woman. 

Wells argued that the real cause of lynching was
to enforce white supremacy and keep black people
down. The “mob spirit” has grown, she explained, as
black people advanced in property ownership, busi-
ness, and education. 

Wells accused white southerners of depriving
“the young manhood of the [black] race” of his basic
rights. “They have cheated him out of his ballot,” she
declared, “deprived him of civil rights, or redress

2 BRIA 33:3 (Spring 2018)U.S. HISTORY

Wells urged

black people to

boycott businesses
and railroads.



therefore in the courts, robbed him of the
fruits of his labor, and is still murdering,
burning, and lynching him.”

Wells urged black people to boycott
businesses and railroads to force them to
end racial segregation and discrimination
and to pressure state legislatures to enact
anti-lynching laws. She also observed that
“the only times an Afro-American who was
assaulted [and] got away has been when he
had a gun and used it in self-defense.” She
said the lesson of that was “a Winchester
rifle should have a place of honor in every
black home.” 

Wells ended Southern Horrors by plead-
ing with her readers to get the facts to the
press in order to influence white public opin-
ion. “There is no education to compare with the press,”
she said.

Campaign Against Lynching
With the publication of Southern Horrors in 1892,

Wells launched a major campaign against lynching. She
continued to write editorials and deliver lectures. She
collaborated with Frederick Douglass, the famous black
abolitionist, to write another pamphlet on the condition
of black Americans. They then distributed it to visitors of
the 1893 World’s Columbian Exposition in Chicago.

Wells’s anti-lynching campaign soon gained the
attention of former British abolition leaders who in-
vited her to cross the Atlantic to give a series of lec-
tures. She traveled to Britain in 1893 and 1894 and
was enthusiastically received by British audiences. 

One important result of her lectures in Britain was
the formation of the British Anti-Lynching Committee.
Members wrote letters to southern governors and
other politicians, pressing them to enact anti-lynching
laws or face losing British bank loans and invest-
ments. Some southern states did pass such laws, but
their enforcement was often weak.

A Red Record
In 1895, Wells published A Red Record, a pamphlet

that updated her lynching statistics, again based
mainly on those collected by the Chicago Tribune. She
reported that black men in the South made up the
great majority of the 534 U.S. lynching victims be-
tween 1892 and 1894. 

Wells described cases that involved innocent vic-
tims, the mentally disabled, and those lynched for
no known reason. She also introduced a new cate-
gory of “spectacle lynchings” that involved thou-
sands of participants. 

Wells described a brutal spectacle lynching that
happened in Paris, Texas, in 1893. Henry Smith, a
black man known in the community as “weak
minded,” was accused of murdering a four year-old
white girl. The white people of the town grew more
enraged at Smith when false rumors circulated that he
had also raped the little girl. 

Smith was captured by a posse and confessed. But
he may have been intimidated by his angry captors.
The posse took Smith back to Paris where a mob of
10,000 men, women, and children had assembled to
see Smith lynched.
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Of the many inhuman outrages of this present year, the only case where the proposed lynch-
ing did not occur, was where the men armed themselves in Jacksonville, Fla., and Paducah,
Ky., and prevented it. The only times an Afro-American who was assaulted got away has
been when he had a gun and used it in self-defense.

The lesson this teaches and which every Afro-American should ponder well, is that a Win-
chester rifle should have a place of honor in every black home, and it should be used for that
protection which the law refuses to give. . . .

Nothing is more definitely settled than [the Afro-American] must act for himself. I have
shown how he may employ the boycott, emigration and the press, and I feel that by a com-
bination of all these agencies can be effectually stamped out lynch law, that last relic of bar-
barism and slavery. “The gods help those who help themselves.”

FROM SOUTHERN HORRORS:

Lynching of a black man accused of murder in Paris, Texas, in 1893. The exceedingly
large crowd shows this is a “spectacle lynching.” 
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The father of the murdered girl led others in slowly
torturing Smith by searing his flesh with red hot irons
and thrusting them into his eyes and down his throat
as the onlookers cheered. Finally, Smith was set afire.
Afterward, people took pieces of his charred skin,
teeth, and other remains as souvenirs.

Community Organizing in Chicago
In 1895, Wells decided to move to Chicago where

she married Fernando Barnett, the first black Illinois
assistant state attorney. She finally started a family
and had four children. 

Wells pulled back from some of her anti-lynch-
ing work to focus on improving the lives of black
people in Chicago, many of whom had recently ar-
rived from the rural South during what has been
called the Great Migration.

She formed black women’s reform-minded clubs
and established the city’s first kindergarten for
African-American children.

In 1908, she created the Negro Fellowship League
(NFL) that aimed to get young unemployed black
men off the streets. The NFL offered services such as
meals, a reading room, Bible classes, job placement,
and inspirational speakers. 

A Black Woman Suffragist
Wells believed strongly in the “sacred ballot” as the

way for black people to fight racism in all its many
forms. She joined Susan B. Anthony who led the na-
tional women’s suffrage (right to vote) movement. 

In 1913, she and a group of black and white suf-
fragists from Illinois traveled to Washington to join a
women’s right to vote parade. At the last minute, the
parade organizers ruled that the black suffragists
would have to march in a separate unit so as not to
offend southern members of Congress. 

Wells was outraged and refused to march in a
racially segregated parade. When it began, she bolted
from the crowd of onlookers and joined the Illinois
unit with two white supporters on either side of her. 

After the ratification of the Nineteenth Amend-
ment, granting women the right to vote, Wells
worked to register black women to vote. In 1930, she
ran in a state senate primary in a majority black dis-
trict, but lost badly. 

Crusade for Justice
After 1900, Wells’s repu-

tation as an outspoken radi-
cal black woman worked
against her among both
white and black reform
leaders who were almost
always men. For example,
she played a significant
part in the founding of
the National 
Association of Colored
People (NAACP) in 1909. But the male leaders de-
nied her a leadership role.  

In 1928, she began to write her autobiography
about her life’s work. In it she adopted abolitionist
Wendell Phillips’s words, “Eternal vigilance is the price
of liberty,” as her motto. She never completed her au-
tobiography and died of kidney failure at 68 in 1931.

Wells was largely forgotten until her daughter Al-
freda published her unfinished autobiography, Crusade
for Justice, in 1970. Wells is now recognized as the first
journalist to challenge the common beliefs about race
and lynching. She is also celebrated as one of the first
black women to work for uplifting the condition of the
ex-slaves and to fight for their civil rights.

Congress never passed an anti-lynching law, al-
though some states did.  Between 1880 and 1930 there
were over 3,000 lynchings in the U.S. The peak oc-
curred in 1892 then slowly declined. That was the same
year Wells launched her anti-lynching campaign.

WRITING & DISCUSSION
1. According to Ida B. Wells, why did the lynching of

mainly black men occur in the South?
2. Historians have argued that lynching was used as

a way to terrorize black people. How were “spec-
tacle lynchings” evidence of this?

3. Aside from Wells’s anti-lynching campaign, what
accomplishment among her many other activities
do you think was the most important? Why? 

Imagine you are a journalist in the 1890s. You write opinion articles for a newspaper. You are going to write an ar-
ticle outlining how lynching can be stopped in your state.

Form small groups of four. Discuss the facts and arguments presented by Ida B. Wells that you have read about with
your fellow journalists. Take notes.

After discussion, you will need to do the following on your own:
1. Write your opinion article. You will need to describe at least three ways for your readers to prevent lynching

from happening (e.g., supporting an anti-lynching law).
2. The article should be three paragraphs long and between 300 to 400 words in length.

ACTIVITY: You’re the Journalist!
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In the late 19th and early 20th century, the
United States faced many problems. Reformers
who sought to improve American life were col-
lectively known as Progressives. One important
issue that Progressives fought for was the need to
strengthen social justice. An important figure in
the crusade for social justice was Ida. B. Wells.

In this activity, students play the role of Ida B.
Wells as she applies for acceptance to a “blue
ribbon” panel of experts on progressive reform.
Each student will prepare to testify before a spe-
cial Senate committee looking to form this panel
of experts. 

To gain acceptance to this panel, students (a)
prepare a first-person historical resume for Ida B.
Wells, and (b) write a 60-90 second persuasive
speech that identifies the problems Wells cared
about and articulates her potential solutions.
1. Historical Resume: Students can format their “historical resume” any way they wish. But they

must include all of the following information and write it in a first-person perspective as if they
were Ida B. Wells:
• Identify historical character and objective (including the social problem(s) Wells addressed).
• A one-paragraph summary detailing Wells’s life but strongly focused on the problem(s).
• A list of professional experiences with dates of employment.
• At least three major accomplishments with a short description of a few sentences each.
• List of three personal references of other Progressive Era reformers from this time period with a

short description of a few sentences each. (See below.)
2. Persuasive Speech: Students will next prepare a 60-90 second persuasive speech detailing the

problem(s) and what specific solutions they feel would best remedy the problem(s). This should
be done in first-person perspective as well. Students should be prepared to deliver their speech in
front of the class for extra credit.

Suggested reformers for Wells’s personal references:

______________________________________________

This supplemental activity was developed by teacher Ben Conklin who teaches AP U.S. History,   
American History, AP Seminar, and Civics and Economics at West Iredell High School in Statesville,
North Carolina. Ben is a teacher-leader in CRF’s T2T Collab: www.crf-usa.org/t2tcollab.

ACTIVITY:  
Ida. B. Wells: Progressive Reformer

Jane Addams, social worker
Susan B. Anthony, suffragist
Charles A. Beard, historian
Charlotte Hawkins Brown, educator
William Jennings Bryan, presidential candidate
Clarence Darrow, lawyer
John Dewey, philosopher
W.E.B. Du Bois, civil rights activist
Abraham Flexner, medical educator
Mary Harris “Mother” Jones, union leader

Florence Kelley, children’s rights activist
Gertrude Bustill Mossell, suffragist
Alice Paul, suffragist
Jacob Riis, “muckraking” photographer
Margaret Sanger, birth control activist
Upton Sinclair, novelist and journalist
Lincoln Joseph Steffens, reporter
Ida Tarbell, “muckraking” journalist
Mary Church Terrell, civil rights activist
Thorstein Veblen, economist
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In 1814, following the defeat of France’s Emperor
Napoleon I, ambassadors of the principal nations of Eu-
rope met in Vienna, Austria. (Napoleon briefly recon-
quered France in 1815. He was defeated in June at the
Battle of Waterloo and then exiled to an island off the
coast of Italy.) 

The nations at the Congress of Vienna were Austria,
Prussia, Russia, France, and Britain, also known as the
five “great powers.” The purpose of the Congress was to
reestablish monarchy in Europe. The ambassadors dis-
trusted republican government, in which the state is
ruled by representatives of its citizens rather than a
hereditary monarchy. They also wanted to ensure that
the terror and war that followed the French Revolution
would not be repeated.

The Congress also had the purpose of redrawing the
boundaries of Europe after the Napoleonic Wars. As a
result, many nationalities were absorbed into larger em-
pires. Poland was absorbed into Russia and Prussia. The
Austrian Empire absorbed Hungarians, Czechs, Roma-
nians, Serbians, Ukrainians, Italians, Croatians, Poles,
Germans, and Slovaks.

Austrian Chancellor Klemens von Metternich chaired
the Congress of Vienna. Metternich envisioned a peaceful
Europe run by monarchs. For three decades after the Con-
gress, absolute monarchies ruled Prussia, Russia, and Aus-
tria. They maintained peace largely by suppressing middle
and lower class hopes for democratic government.

Britain and France were constitutional monarchies.
They had parliaments. But only the wealthiest adult
males in Britain and France could vote.

Germany was not yet a unified nation. Instead, many
sovereign states formed the German Confederation.
These states were governed by kings, dukes, and princes.
States such as Hanover, Bavaria, and the great power
Prussia were kingdoms. Austria, also part of the German
Confederation, was a larger empire.

National and liberal movements spurred revolutions
throughout Europe in the years following 1815. (Those
who supported greater democratic control of government
were liberal.) A movement called nationalism spread
throughout populations under foreign rule, leading to
numerous rebellions. For example, Greece and Serbia
fought the Ottoman Empire for their independence, and
Belgium rebelled against Dutch rule. 

At the same time, populations rebelled against con-
servative attempts to limit democratic progress. (Those
who supported monarchy and aristocracy were conser-
vative.) For example, after King Charles X of France tried
to suspend freedom of the press and abolish France’s
elected Chamber of Deputies, days of street fighting in
Paris forced him to abdicate. King Louis-Philippe of a
rival royal family took the French throne.

These revolts reflected a widespread discontent
across the continent. Europe’s population had increased
by 40 percent since 1800. Populations suffered food
shortages. Throughout Austria, Prussia, and Eastern Eu-
rope, many rural workers were serfs (meaning peasants
bound to the land of aristocratic landlords). Serfs paid
taxes but aristocrats paid no taxes at all. 

At the same time, the Industrial Revolution brought
many economic, social, and demographic changes to

Alphonse de Lamartine was a French poet and politician, pictured here announcing the Second French Republic in Paris, France, February
1848. He persuaded his fellow revolutionaries to reject the red flag of socialism and instead to keep the tricolor flag of France. 
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THE REVOLUTIONS OF 1848
The French Revolution of the 18th century resulted in the founding of the First French Republic. It gave birth to new hopes of
republican government throughout Europe. But the old monarchies continued to hold on to power. A wave of revolutions
against European monarchies erupted in 1848, which briefly rekindled republican ideas.

WORLD HISTORY
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Europe. In Great Britain, Bel-
gium, and northern and
southeastern France, rural
peasant families fled the im-
poverished countryside. They
crowded into towns and
cities. Those who found em-
ployment worked long hours,
with their children often toil-
ing beside them. They lived
in appalling slums.

In the two years before
1848, revolts and civil war
broke out in several European
nations, including Galicia (cur-
rently southern Poland and
eastern Ukraine), Krakow in
Poland, Portugal, Spain, and
Switzerland. Tensions were
flaring between the new urban
poor (as well as many in the
middle class) and the tradi-
tional aristocracy.

Paris 1848
On January 29, 1848, the well-known political sci-

entist Alexis de Tocqueville gave a speech in France’s
Chamber of Deputies. He said, “I believe that right now
we are sleeping on a volcano.” The working classes, he
observed, were “gradually forming in their breasts opin-
ions and ideas which are destined . . . to bring with
them, sooner or later . . . a most formidable revolution.”
Although Tocqueville’s fellow conservative aristocrats
scoffed at his remarks, his warning proved to be true. 

About a month after Tocqueville’s dramatic speech,
activists scheduled a banquet in Paris to discuss their
movement for reforms. They wanted expansion of the
right to vote, which was mainly limited to property
owners. The Paris banquet was set for the evening of
February 22.

As the banquet day approached,
however, the organizers grew anxious.
Radical leaders of the working classes
planned to organize a mass demonstra-
tion around the event. Worried about a
possible clash between the radicals and
government troops, the organizers even-
tually postponed it altogether. 

The radicals went ahead with their mass demon-
stration. Workers, women, and children gathered in a
public square for a protest march. They planned to dis-
perse if confronted by troops. Hundreds of students
joined their ranks while singing La Marseillaise, the
French national anthem that includes the refrain “To
arms, citizens!” 

After the students joined,
the crowd began to hurl rocks
and pavement stones. The
troops responded by charging
the crowd, killing two. In a mat-
ter of hours, the workers and
students built barricades in the
narrow streets. A full-scale revolt
had begun. 

King Louis-Philippe tried to
quell the revolt. He dismissed
France’s conservative prime min-
ister. Moderate leaders then tried
to persuade the rioters to stand
down. But rioters accused them

of cowardice. Fearing further vio-
lence and being uncertain of the
loyalty of his troops, the King ab-
dicated and fled to London. 

A coalition of moderates and
radical leaders formed a provi-
sional government, or emergency
government. They declared France
a republic on February 24. It was

the Second French Republic. 

Germany and Austria-Hungary
“When Paris sneezes, Europe catches cold,” Met-

ternich once remarked. He was reflecting on how re-
volts in the capital of France soon spread to other
European capitals. Improvements in communication,
including telegraphs, steamboats, and railways, made
the revolutionary spirit spread quickly.

Within days of the Paris insurrection in February,
an assembly in the German Duchy of Baden adopted a
bill of rights. Other German states quickly followed suit.

The revolutionary tide swept even into the conser-
vative strongholds of Vienna, the capital of Austria,
and Berlin, the capital of Prussia. On March 13, stu-
dents from the University of Vienna and many middle

class professionals marched to the Aus-
trian parliament house. They had a peti-
tion demanding freedoms of the press,
religion, speech, and education. Work-
ers from the industrial suburbs joined
the protest.

Fighting broke out between protest-
ers and Austrian army troops. Students and workers
wielded stones and axes. The troops used rifles and can-
nons. To avoid further bloodshed, Austrian Emperor
Ferdinand’s ministers asked Chancellor Metternich to
resign. The aged mastermind of the conservative order
agreed. He fled with his wife to England. Within a week
of the uprising, Ferdinand abolished serfdom through-
out the empire.

A full-scale
revolt had

begun.

Prince Klemens von Metternich was nicknamed the “coach-
man of Europe” for his leadership role at the Congress of
Vienna. But reformers and revolutionaries distrusted him
for his defense of absolute monarchy.
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News of Metternich’s fall in-
spired Hungary to demand more
autonomy within the Austrian
Empire. Hungary also demanded
that Transylvania, historically
part of Romania, and Croatia-
Slovenia be included in the new
Hungarian state. Romanians,
Croatians, Serbs, and Slovaks
objected to changing from Aus-
trian to Hungarian masters,
causing border clashes between
these states and Hungary. 

In Berlin, the capital of
Prussia, a large outdoor assem-
bly petitioned for freedom of
the press and new elections.
King Frederick William refused
to receive the petition. Instead
he called in troops from outside
the city. Street fighting broke
out between the troops and
demonstrators, who barricaded
the streets with wagons, wood planks, and paving
stones. In a matter of hours, hundreds of Berliners
were dead.

Horrified at the bloodshed, Frederick William
withdrew his forces and pleaded with the demonstra-
tors to return to order. The following day, wearing the
revolutionary nationalistic colors of red, black, and
yellow, he attended a mass funeral for the fallen riot-
ers. Afterwards, he declared that Prussia would be-
come part of a wider German nation. He was
appealing to the dream of a united Germany, which
was as dear to many of the revolutionaries as free elec-
tions and freedom of the press. 

As calm returned to the city, Frederick William left
Berlin for a royal palace near Potsdam. There he plot-
ted with his advisors, including a young Otto Von Bis-
marck, to restore his authority.

Other European States
Revolution had already broken out in Italy by the time

Paris erupted in late February. Northern Italy, then under
Austrian control, began a revolt, which would continue
throughout the summer. It was finally subdued by Aus-
trian troops. In the south, insurrections in the Kingdom of
Sicily and Naples led King Ferdinand to proclaim a con-
stitutional monarchy.

Not everyone caught the revolutionary fever. Con-
stitutional reforms from the governments of The Nether-
lands and Denmark forestalled revolt in those nations.
In Russia, the tsar kept a wary eye on events in Europe.
His vast army was at the ready. His secret police
watched the students and intellectuals.

Revolutionaries Quarrel
Following the overthrow of the French monarchy,

extreme radicals in Paris dreamed of liberating people
in other nations. The provisional French government op-
posed the radicals’ dream. But a legion of radicals in
northern France invaded the Duchy of Savoy. The inva-
sion failed. The radicals also helped organize unem-
ployed Belgian workers to revolt against the Belgian
monarchy. That effort also failed. 

Other nations, recalling the Napoleonic Wars,
watched the French movements with alarm. The 
German states, in particular, worried about being caught
between French revolutionary armies and Russian troops
determined to stomp out threats to its conservative order.

Profound differences between the moderates and
radicals in France soon became critical. Radicals wanted
not just constitutional and political change, but social
change as well. Their goal was the elimination of
poverty. And they wanted reforms to guarantee workers’
jobs, minimum wages, and decent working conditions. 

Moderates, however, embraced the economic ideal
of laissez-faire capitalism. They wanted limited govern-
ment involvement in the relations between industrial-
ists and workers. The new republican government in
France attempted a compromise between the two
groups. It organized a labor commission to improve the
condition of the workers by setting up public workshops
for the unemployed and reducing working hours. 

Nevertheless, poor economic conditions doomed the
French government’s efforts. The workshops produced
little of value. Citizens blamed them for the high taxes
imposed by the government. But in reality the taxes

A barricade on the streets of Vienna in May 1848.
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mainly stemmed from the government’s decision to pay
back the old monarchy’s debts. 

The government was alarmed at radical propaganda
directed at workers by members of the labor commis-
sion. It was also disturbed by the public employment of
so many radicals. In June, it announced it would dis-
continue the workshops. Once again, the workers re-
volted, and barricades filled the streets of Paris. 

But this time moderates in the government were
joined by the conservatives and royalists whom the mod-
erates had previously opposed. This coalition directed an
army to smash the rebels. Within a few days, 1,500
workers were dead. Many more were wounded or im-
prisoned. The radicals had been beaten badly. The gov-
ernment imposed martial law and, once again,
newspapers were restricted. 

In Germany, news of the radicals’ defeat in Paris en-
couraged the Prussian king and his conservative allies.
Radicals such as Karl Marx and Frederick Engels, whose
Communist Manifesto was published in January 1848,
hoped to build a socialist state organized by industrial
workers. Instead, most radicals mainly focused on im-
proving conditions for skilled craftsmen.

Even so, the militancy of many workers frightened
middle-class citizens. As in France, many moderate lib-
erals began to yearn for law and order. They looked on
their conservative neighbors more favorably than before. 

By the end of 1848, King Frederick William was bol-
stered by the support of more conservative military offi-
cers, such as future German Chancellor Otto von
Bismarck. The king was well on his way to reasserting
his absolute authority.

In Austria, the democratic revolt in Vienna was
crushed. Nonetheless, Emperor Ferdinand abdicated, and
his nephew Franz Joseph reigned for the next 68 years.

Aftermath
In December, the French elected Louis Napoléon

Bonaparte, the nephew of Emperor Napoleon I, as pres-
ident of the republic. Louis had twice before tried to en-
gineer a coup d’état (overthrow of the state). His

government guaranteed work for the unemployed, old
age insurance, and improved industrial working condi-
tions, as long as they did not infringe on profits. But he
was also elected on a platform that broadly anticipated
twentieth century fascism: conservative values of reli-
gion, family, and order combined with strict censorship
and arrests or deportations of insurgents. 

Two years later, unable by law to seek a second term
as president, Louis Napoléon engineered his third coup
d’état. This one was successful. Louis Napoléon became
emperor the following year and assumed the title
Napoleon III. He would reign until 1870.

It seems that the 1848 revolutions ended in failure
and a renewal of despotism in Europe. But some revolu-
tionary aspirations were realized in the years after 1848.
When Louis Napoléon’s empire ended, France once again
became a republic, the Third Republic, which would last
until an authoritarian regime was installed after Germany
occupied France during World War II. With serfdom
ended in Austria, it would be largely eliminated through-
out Europe within a few decades after 1848. And by 1875,
Italy and Germany each were unified nations.

The political conflicts of 1848 also persisted. Many
people did not abandon their political goals just because
the revolutions failed. Throughout the remaining 19th
century, radicals and moderates continued to struggle not
only with aristocrats and conservatives but also with
each other. Liberals mainly pressed for broader voting
rights, while radicals prioritized social and economic
progress for the working class.

WRITING & DISCUSSION
1. Describe the conditions in European society in the

19th century that led to conflict between the working
and the middle classes on one side, and the aristoc-
racy and monarchy on the other.

2. Why did moderate revolutionaries and radical revo-
lutionaries clash with each other?

3. Despite the failure of the revolutions of 1848, what
changes did they bring about in Europe?

Form into groups of four. Each group will be assigned one of the three following historians’ statements about the
1848 revolutions. Each group should answer these questions: Is this historian’s statement accurate? Why or why not?

Each group should use at least three facts from the article as evidence, and should choose a spokesperson to
share their findings with the class.

E.J. Hobsbawn: “No revolution has been more spontaneously romantic than the ‘springtime of the people,’ in none
were revolutionaries so lost in clouds of vague idealism . . . . Eighteen forty-eight has been the revolution to get
away from fast.”

George Macaulay Trevelyan: “1848 was the turning point at which modern history failed to turn.”

Peter N. Stearns: “In France more than elsewhere, we might say that the revolution of 1848 put items on the
agenda for the next great surge of protest, in which we are to a great extent still engaged.”

ACTIVITY:  The Judgement of History
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Form students into groups of five. Each student in each group will choose one country that 
experienced the revolutions of 1848, so that all five countries are represented in each group:

Austria

France

Germany

Hungary

Italy

Each student is now an ambassador from the
country they have chosen, and they are now at
a congress of great powers with the other
ambassadors in their group on December 31, 1848
(New Year’s Eve).

In their respective congresses, ambassadors should
do the following:

1. Decide on a topic or question for discussion
related to the revolutions of 1848; write it down;
and pass that topic or question to the next
group in a clockwise fashion. For example, a
topic could be serfdom in Europe.

2. Discuss the topic or question your group has received. Each person in the congress must
contribute to the discussion. One member should take notes.

3. Finally, each congress draws up a list of at least three reforms all five countries should make as a
result of the revolutions. They can be reforms described in the article or created independently by
the congress. Be ready to have a spokesperson share your congress’s discussion notes and list of
reforms with the rest of the class.

4. After all congresses have shared, discuss as a class the following:

a) Do you consider the Revolutions of 1848 a turning point in history? Why or why not?

b) What was the greatest impact of the revolutions of 1848? Explain.

______________________________________________

This supplemental activity was conceived by teacher Joy Chalker. Joy is a National Board
Certified Teacher of international history and AP human geography at Duncan U. Fletcher
High School in Neptune Beach, Florida. Joy is a teacher-leader in Constitutional Rights
Foundation’s Teacher to Teacher Collab: www.crf-usa.org/t2tcollab.

ACTIVITY:  
Congress of Great Powers

Congress of Great Powers
Sorem ipsum dolor sit amet, vix ne libris detraxit,eu cum paulo ubique audire, case dictas inermis ater.

Reao veniam option suscipiantur et, vim ut simuladmodum definitionem. Sit erat maluisset ne, vimcausae vocibus feugait no. Vis eu homero salutatus.No eum malis posidonium, ne vim partem optionaperiam. Viderer tamquam vix ei, ut alterum expetendaprodesset pro, ius eu nibh explicari.
Commune detraxit assentior nam an, ad pri populomentitum, eam malorum argumentum efficiendi id.Modo epicuri vel at. Pro cu porro dicant officiis, no iriureinvenire necessitatibus per. Ei vide duis latine pri. Advidisse persius sea.
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Before 1979, the United States and Iran were on gen-
erally good diplomatic terms. In 1979, however, the Iran-
ian Revolution began, which installed a Shia Islamist
regime. During the revolution, Iranian student militants
seized the U.S. embassy and took Americans hostages.
They were held over a year in Tehran, Iran’s capital. 

The Iranian government also formed the Iranian Rev-
olutionary Guard Corps (IRGC). The IRGC is a branch of
the military that has been accused of sponsoring terror-
ism and training Islamist militants in Iraq and other
neighboring countries. In 1980, the U.S. severed diplo-
matic relations with Iran. Diplomatic relations have never
been renewed. Since 1984, the U.S. has designated Iran
as a state sponsor of terrorism.

Relations between the U.S. and Iran have become
even more strained over suspicions that Iran has been
developing nuclear weapons. U.S. assistance to Iran’s nu-
clear-energy development ended in 1979. As early as
1998, the U.S. announced concerns that Iran — still des-
ignated as a state sponsor of terrorism — might be de-
veloping nuclear weapons and not just nuclear energy
for civil purposes.

Nuclear Power Capability
When natural uranium is mined from the earth, it

contains less than one percent of uranium-235 (U-235),
a chemical element that is essential for nuclear power
plants and nuclear bombs alike. (It is thus considered
less than one percent “enriched” with U-235.) 

Most nuclear-power reactors use uranium that is en-
riched to around five percent. For nuclear weapons, 

uranium needs to be enriched to 90 percent or more. In
all cases, large facilities called centrifuges are necessary
to enrich uranium.

In April 2006, Iran announced for the first time that
it had developed uranium enriched for nuclear power
plants. In response, the United Nations Security Council
(UNSC) imposed sanctions, or penalties, on Iran in De-
cember 2006. One sanction banned Iran from importing
nuclear-related materials and technology. Another was a
“freeze” of financial assets around the globe owned by
any Iranian person or company involved in the nuclear
program. In June and July of 2010, the UNSC strength-
ened sanctions against Iran, as did the U.S. and the Eu-
ropean Union (EU).

Terms of the Nuclear Deal
In 2013, President Obama and Iran’s President

Rouhani had a phone call, which was the highest level
interaction between the U.S. and Iran in over 30 years. Fi-
nally, on July 14, 2015, the five permanent members of
the UNSC (U.S., China, France, Russia, and the UK) and
Germany entered into the agreement with Iran. It is offi-
cially called the Joint Comprehensive Plan of Action
(JCPOA) to limit Iran’s nuclear program. It is commonly
called the Iran nuclear deal. 

Before the JCPOA agreement, Iran was enriching its
uranium to 20 percent. As part of the deal, Iran must
limit enrichment to 3.67 percent, far below the level
needed for weapons. And Iran must reduce the number
of operational centrifuges for uranium enrichment from
over 19,000 to 6,104.

Officials from (l to r) China, France, Germany, the European Union, Iran, Russia, the United Kingdom, and the United States announce the frame-
work of the comprehensive agreement on Iran’s nuclear program in Switzerland, April 2015. 

THE IRAN NUCLEAR DEALANDITSCRITICS
In 2015, President Barack Obama’s administration struck an agreement with the government of Iran and other countries intended to limit
Iran’s ability to build nuclear weapons. In May 2018, President Donald Trump announced that the United States would withdraw from the
agreement known as the “nuclear deal” with Iran. All the nations who signed the deal, however, advised Trump not to withdraw. What will
be the consequences of U.S. withdrawal?
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Additionally, Iran is not allowed
to maintain over 300 kilograms of en-
riched uranium. To comply, Iran
shipped over 12 tons of enriched ura-
nium to Russia.

Iran had to make changes to
some of its nuclear facilities. It had to
turn its Fordo enrichment plant into a
research facility. It also is required to
modify its Arak facility to ensure that
the facility is not capable of produc-
ing weapons-grade plutonium, an-
other common source-material for
nuclear weapons.

Finally, Iran had to grant the In-
ternational Atomic Energy Agency
(IAEA) unprecedented access to
monitor its nuclear facilities. Using
high-tech devices, IAEA closely mon-
itors uranium enrichment at Iran’s
nuclear facilities 24 hours a day. Most
of the obligations on Iran in the
agreement last from 10 to 25 years.
After that time, the provisions will
end, or “sunset.”

The deal almost immediately un-
froze over $100 billion in Iranian assets overseas. Other
benefits to Iran would kick in after eight years and once
the IAEA verified that Iran had fulfilled its major obli-
gations. These benefits include the EU ending nuclear-
related economic sanctions. The U.S. would also lift
nuclear-related sanctions. And the UNSC members plus
Germany, called the P5+1, would allow Iran to enter
the international banking system, give Iran permission
to sell oil in international markets, and unfreeze billions
of dollars of Iranian assets overseas.

In addition, the P5+1 must recognize Iran’s right
to enrich uranium for peaceful purposes. All countries
that are a part of the Iran deal are parties to the Treaty
on the Non-Proliferation of Nuclear Weapons, which
guarantees this right.

As a result of the deal, Iran was forced to end its nu-
clear-weapons program and has been subject to exten-
sive IAEA inspections. Thus, Iran’s “breakout time,” or
the time it takes to build one operational nuclear weapon,
has been extended. Before the deal, experts predicted that
Iran’s breakout time was three to four months. After the
deal, experts say that it would now take Iran about one
year to produce a nuclear weapon, which of course it
cannot do, under the terms of the deal.

President Obama said the nuclear deal was “a vic-
tory for diplomacy, for American national security, and
for the safety and security of the world.”

A Contentious
Atmosphere

In the U.S. Congress, sup-
porters of the agreement ar-
gued that it would stop Iran
from producing nuclear
weapons for the next 10 to 25
years. The extended breakout
time would give the U.S. time
to impose more sanctions or
intervene militarily if rela-
tions between the U.S. and
Iran deteriorate. The limit on
enrichment to 3.67 percent
and the limit of 300 kilo-
grams of enriched uranium
within Iran would be en-
forced by the extensive IAEA
inspections. IAEA inspectors
would have 24/7 access to
Iran’s nuclear facilities.

Opponents in Congress
argued that there would be
nothing stopping Iran from
producing a nuclear weapon
after the sunset provisions in

10 to 25 years. They also argued that eliminating sanc-
tions would just put Iran in a better position financially
to develop nuclear weapons once the sunset provisions
expire. They argued that the nuclear agreement did
nothing to prevent Iran from stockpiling traditional non-
nuclear weapons. Nor did it stop the IRGC from fund-
ing terrorist groups in the Middle East or committing
human rights abuses inside Iran.

Congress voted on the deal in a contentious atmos-
phere. First, Congress passed the Iran Nuclear Agree-
ment Review Act of 2015. One of the requirements of
the Act was that the U.S. President must certify every 90
days that Iran is in compliance with the nuclear agree-
ment. The requirement to certify the agreement every 90
days is part of U.S. law and is not part of the agreement
itself. With each certification, some sanctions against
Iran would be eased.

The JCPOA is a presidential agreement, not a treaty.
So the Senate did not need to approve it under Article
II, Section 2, of the U.S. Constitution. But in September
2015, Senate Republicans still tried to reject the JCPOA
in a procedural vote. All but four Senate Democrats
voted to block the Republicans’ effort.

The House of Representatives also rejected a resolu-
tion approving the nuclear deal. The vote was 162-269,
with all but one Republican voting against the resolution.
But the House vote could not end the agreement.

A protester against the Iran nuclear deal at a rally in
Washington, D.C., September 2015. 
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To Certify or Not?
During his run for president in 2016, Donald Trump

consistently criticized the Iranian agreement. Nonetheless,
during his first year as president, Trump twice certified
Iran’s compliance. On October 13, 2017, however, he re-
fused to certify compliance stating that he did not think the
deal is in the best interest of the U.S. Since the certification
is required under U.S. law and not by the agreement itself,
the U.S. remained part of the agreement at that time.

President Trump also charged that Iran was not com-
plying with the agreement. The IAEA, however, asserted
that Iran is in compliance. In January 2018, Trump certi-
fied the agreement again. But he signaled that he wanted
to renegotiate the deal someday with terms more favor-
able to the U.S. 

Under the law, after a president’s refusal to certify,
Congress has 60 days to address the alleged noncompli-
ance. Congress has the option to re-impose sanctions
against Iran. If Congress does not act within 60 days,
however, the sanctions will not be re-imposed, and the
U.S. will continue to be a part of the nuclear agreement.  

The Trump administration believed Congress
should eliminate the sunset provisions within the 60-
day period. The president also wanted Congress to add
a “trigger” that would re-impose sanctions for certain
non-nuclear activities as well, including working on a
ballistic missile program.

On May 8, 2018, President Trump announced that
the U.S. would withdraw from the deal and re-impose
sanctions against Iran. Iran and the European parties to
the agreement believe that re-imposing U.S. sanctions
would be a material breach (a violation) of the deal. But
the European parties believe that the deal could be saved
even if the U.S. withdraws. Nevertheless, Iran had de-
clared it would leave the deal if the U.S. pulled out.

Arguments for U.S. Withdrawal
In his announcement of withdrawal, President

Trump said “Iran’s leaders . . . are going to want to make
a new and lasting deal, one that benefits all of Iran and
the Iranian people.” He long argued that U.S. withdrawal
from the JCPOA could force Iran back to the negotiating
table. It could lead to a new deal with more favorable
terms for the United States.

U.S. regional allies Saudi Arabia and Israel expressed
fears about an even stronger Iran that could result from
sanction relief. Iran has funded terrorist or militant
groups that have fought against these countries. Iranian
leaders have made repeated threats against Israel over
the years, too. Iran’s military chief of staff threatened to
destroy Israel at “lightning speed” in September 2017.

The end of sanctions could also make it easier for
Iran to produce nuclear weapons after the sunset provi-
sions expire. But if Iran violated the terms of the deal

In support of the Joint Comprehensive Plan of Action to limit Iran’s nuclear program,
or the Iran nuclear deal, Democratic Senator Martin Heinrich of New Mexico spoke on
the Senate floor in 2015, saying,

The comprehensive, long-term deal achieved earlier this month includes all the 
necessary tools to break each potential Iranian pathway to a nuclear bomb.

Further, it incorporates enough lead-time, which we currently do not have, so that
should Iran change its course, the United States and the world can react well before
a device could be built; a scenario I hope never occurs, but one that—even with this
accord—truly leaves all options on the table. Including the military option.

In opposition to the Iran nuclear deal, Republican Senator Marco Rubio of Florida said
in a floor speech, 

At some point in the near future, when the time is right, they will build a nuclear
weapon, and they will do so because at that point they will know that they have
become immune, that we will no longer be able to strike their nuclear program 
because the price of doing so will be too high.

Independent Senator Angus King of Maine, who voted in favor of the nuclear deal, also
spoke on the Senate floor, saying,

This agreement is flawed. It is not the agreement that I would prefer. . . . But this is
the agreement that is before us, and the analysis cannot be strictly of the agree-
ment itself within its four corners, but compared to what? That’s really the basic
question here: Not “Is this a good deal or a bad deal?” The question is: How does
this deal, no matter what its flaws, compare with the alternatives that are out there?
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after sanctions ended, the P5+1 and the EU could re-im-
pose sanctions. Some analysts say that at that point Iran
would consider itself free from the nuclear deal. It would
just go right on developing nuclear weapons.

Even with the nuclear deal, Iran could be free to
continue funding terrorist or militant organizations in
the region, such as Hezbollah in Lebanon or Hamas in
Israel. It could also build more conventional weapons,
such as ballistic missiles, and continue to carry out
human rights abuses with no oversight from the United
States. As U.S. Ambassador to the UN Nikki Haley said,
“Iran’s leaders want to use the nuclear deal to hold the
world hostage to its bad behavior. . . .”  

Arguments for U.S. Compliance 
With U.S. withdrawal from the JCPOA, it is not clear

that Iran will renegotiate terms. Iran has not shown any
willingness to renegotiate. Iran’s Vice Minister for Legal
and International Affairs Abbas Araghchi said that after
the U.S. did not certify Iran’s compliance in 2017, the
deal could not be renegotiated.

It is also not clear that the agreement between Iran
and the other U.S. allies will remain in place. After Pres-
ident Trump’s announcement of withdrawal, French
President Emmanuel Macron pledged to remain part of
the deal. Leaders of Germany and the United Kingdom,
as well, pledged their commitment to it. Withdrawal
places the U.S. at odds with European allies.

An end to the deal also means that the IAEA in-
spections will end. Iran could restart its nuclear-weapons
program without extensive inspections on the enrich-
ment of uranium.

Supporters of the JCPOA warn that withdrawal
could harm U.S. credibility internationally. Other
countries may likely distrust any agreement with the
United States for fear the United States would renege.

Supporters also say this could have a harmful effect
on U.S. efforts to limit or eliminate North Korea’s nu-
clear capabilities.

Supporters of the deal also argue that a lack of sanc-
tions might prompt Iran to have a greater desire to join
the international community. It might end its desire for
nuclear weapons by the time the provisions sunset. In
the meantime, the breakout time would remain ex-
tended, and the IAEA would continue to get uninter-
rupted monitoring of Iranian nuclear facilities. If Iran
does decide to build a nuclear weapon, violating the
deal, then no U.S. options (sanctions or even military
intervention) would be off the table.

One day following President Trump’s announce-
ment, military confrontations flared between Israel and
Iran. IRGC forces in Syria fired 20 rockets into the Golan
Heights, an area controlled by Israel that borders Israel
and Syria. Israel responded by bombing Iranian military
sites in Syria (there to defend the regime of Bashar al-
Assad in Syria). Israel claimed the IRGC forces struck
first, but a UK-based human rights group claimed that Is-
rael first bombarded a town in the demilitarized zone
between Israel and Syria.

WRITING & DISCUSSION
1. Explain why the United States and other UN member

nations want to curtail Iran’s nuclear-weapons capa-
bilities. Use evidence from the article.

2. Some supporters of the nuclear deal point out that it
was intended only to affect Iran’s nuclear–weapons
capabilities. They dismiss the argument that Iran can
still develop conventional weapons while the deal is
in effect. What might the consequences be if the U.S.
were to try to renegotiate the deal to limit Iran’s con-
ventional-weapons development, too?

You are on a Senate subcommittee on foreign policy. As a senator, your task is to decide on a resolution that
would recommend future actions of the United States with regard to Iran’s nuclear program.

1. Form groups of four or five. Each group is a subcommittee.
2. In your subcommittee, come up with at least two reasons why the United States should re-establish the agree-

ment and two reasons why the United States should not re-establish the agreement and instead just leave sanc-
tions against Iran in place. Use all available evidence in the article.

3. As a group, decide whether or not your resolution will seek to re-establish the agreement or leave sanctions in
place. Jot down your subcommittee’s decision and at least two reasons for that decision.

4. Choose a spokesperson who will present and defend your subcommittee’s decision to the rest of the class.
a. Be prepared to help your spokesperson if any member of another subcommittee questions or challenges your

subcommittee’s decision.
b. Each spokesperson will have one minute to present the decision and then will have one minute to answer

questions from the other subcommittees.
5. After all subcommittees have presented, each senator will write a draft of a resolution to the rest of the Senate

of 250-300 words answering the question: Should the Iran Nuclear Deal be re-established? 

ACTIVITY: Be It Resolved! The Iran Nuclear Deal
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Annotated Timeline 

A. Each student creates a timeline:

1) Take a sheet of note paper and turn it sideways (landscape layout). 

2) Using a ruler or other straight edge, draw two lines across the middle of the paper, spacing at least
four inches between each line.

3) Insert the following years as follows: 

1979, 1980, 1984, 1998, 2006 (above the first line), and 

2010, 2013, 2015, and 2017 (above the second line). 

B. Read the article. As you read, annotate the years on the timeline by writing a brief description of a main
event for each year below the line. Each description should be 10-20 words in length. 

C. For at least four of the years, draw a simple picture of the main event described next to the
corresponding description.

Multimedia Presentation 
A. Working in groups of three to four students each, conduct independent research and create a multi-

media presentation (using presentation software, usually a slide show) on a specific topic from the list
below. A slide show should include (a) at least three slides with images, and (b) a separate script 
ritten for the presentation of 40-50 words per slide.

1) STEM Presentation. Example topics: nuclear weapons, nuclear power plants, enrichment.

2) Geography Presentation. Example topics: Iran’s human rights violations, Iran’s terrorism funding
in the Middle East, Iran’s rivalry with Saudi Arabia in the Middle East.

3) World History Presentation. Example topics: Iran’s UNESCO World Heritage sites; Iran’s religious,
linguistic, and ethnic diversity; an overview of the history of Iran from 1953 to the present day.

4) Government and Politics. Example topics: the structure of Iran’s government, Iran’s foreign
policy, Iran’s theocracy.

B. Each group presents its slide show to the class.

Discussion: Iran vs. North Korea
A. Read “What Should the U.S. Do About North Korea’s Nuclear Weapons?” (Bill of Rights in Action, 

Winter 2018. URL: http://www.crf-usa.org/images/pdf/WhatShouldTheUSDoAboutNKorea.pdf). 

B. In small groups of four or five students each, discuss (a) the comparative effect of economic sanctions
in Iran and North Korea, (b) the comparative current United States foreign policy in North Korea and
Iran, (c) the comparative effect of United Nations policy toward each country, and (d) the methods
that the international community and the U.S. can use to deter each country’s nuclear weapons 
development.

C. Write a short essay of 100-200 words answering this question: Which country’s nuclear weapons 
program is more challenging to the United States, Iran or North Korea? Why?

_______________________________________________

These extension activities were created  by teacher Jennifer Jolley, M.A. Jennifer is a National Board
Certified Teacher in Social Sciences. She teaches AP U.S. government/politics, AP U.S. history, and
world history honors at Palm Bay Magnet High School in Melbourne, Florida. Jennifer is a teacher-
leader in CRF’s Teacher to Teacher Collab: www.crf-usa.org/t2tcollab.

EXTENSION ACTIVITIES
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Standards Addressed
Ida B. Wells

National U.S. History Standard 17: Understands massive immigration after 1870
and how new social patterns, conflicts, and ideas of national unity developed amid
growing cultural diversity. Middle School: (4) Understands opposition to dis-
crimination in the late 19th century. High School: (4) Understands the chal-
lenges diverse people encountered in late 19th century American society.
National U.S. History Standard 11: Understands the extension, restriction, and
reorganization of political democracy after 1800. High School: (5) Understands
efforts to achieve women’s suffrage in the early twentieth century.
California History-Social Science Standard 8.6: Students analyze the divergent
paths of the American people from 1800 to the mid-1800s and the challenges
they faced, with emphasis on the Northeast. (6) Examine the women’s suf-
frage movement . . . . 
California History-Social Science Standard 8.11: Students analyze the char-
acter and lasting consequences of Reconstruction. (1) List the original
aims of Reconstruction and describe its effects on the political and social
structures of different regions. 
California History-Social Science Standard 11.2: Students analyze the relationship
among the rise of industrialization, large-scale rural-to-urban migration, and mas-
sive immigration from Southern and Eastern Europe. (2) Describe the changing
landscape, including the growth of cities linked by industry and trade, and
the development of cities divided according to race, ethnicity, and class. 
Common Core State Standards: SL.6-8/11-12.1, SL.6-8/11-12.3, RH.6-8/11-
12.1, RH.6-8/11-12.2, RH.6-8/11-12.3, RH.6-8/11-12.4, RH.6-8/11-12.10,
WHST.6-8/11-12.1, WHST.6-8/11-12.2, WHST.6-8/11-12.9, WHST.6-8/11-
12.10.

Revolutions of 1848

California History-Social Science Standard 10.2: Students compare and con-
trast the Glorious Revolution of England, the American Revolution, and the
French Revolution and their enduring effects worldwide on the political expec-
tations for self-government and individual liberty. (5) Discuss how national-
ism spread across Europe with Napoleon but was repressed for a
generation under the Congress of Vienna and Concert of Europe until the
Revolutions of 1848. 
National World History Standard 32: Understands the causes and consequences
of political revolutions in the late 18th and early 19th centuries. Middle School:
(3) Understands how the French Revolution changed social conditions in
France (e.g., how territorial changes were made in Europe between 1789
and 1815 and their consequences for diverse social groups such as clergy,
nobility, peasantry, bourgeoisie, and sans-culottes). (6) Knows the leading
figures and issues of the Congress of Vienna.

National World History Standard 35: Understands patterns of nationalism,
state-building, and social reform in Europe and the Americas from 1830 to 1914.
High School: (1) Understands the ideas that influenced the nationalist
movements.

Common Core State Standards: SL.6-8/9-10.1, SL.6-8/9-10.3, RH.6-8/9-10.1,
RH.6-8/9-10.2, RH.6-8/9-10.3, RH.6-8/9-10.4, RH.6-8/9-10.10, WHST.6-8/9-
10.1, WHST.6-8/9-10.2, WHST.6-8/9-10.9, WHST.6-8/9-10.10.

Iran Nuclear Deal

California History-Social Science Standard 10.10: Students analyze instances
of nation-building in the contemporary world in at least two of the following
regions or countries: the Middle East, Africa, Mexico and other parts of Latin
America, and China. (1) Understand the challenges in the regions, includ-
ing their geopolitical, cultural, military, and economic significance and
the international relationships in which they are involved. (2) Describe
the recent history of the regions, including political divisions and sys-
tems, key leaders, religious issues, natural features, resources, and pop-
ulation patterns. 
National Civics Standard 22: Understands how the world is organized politi-
cally into nation-states, how nation-states interact with one another, and is-
sues surrounding U.S. foreign policy. High School: (6) Understands how
and why domestic politics may impose constraints or obligations on
the ways in which the United States acts in the world (e.g., long-stand-
ing commitments to certain nations, lobbying efforts of domestic
groups, economic needs). (9) Understands the current role of the
United States in peacemaking and peacekeeping
National World History Standard 44: Understands the search for community,
stability, and peace in an interdependent world. High School: (13) Under-
stands how global political change has altered the world economy
(e.g., what participation in the world economy can mean for different
countries).
Common Core State Standards: SL.11-12.1, SL.11-12.3, RH.11-12.1, RH.11-
12.2, RH.11-12.3, RH.11-12.4, RH.11-12.6, RH.11-12.8, RH.11-12.10,
WHST.11-12.1, WHST.11-12.2, WHST.11-12.9, WHST.11-12.10.

Standards reprinted with permission:

National Standards © 2000 McREL, Mid-continent Research for Education and
Learning, 2550 S. Parker Road, Ste. 500, Aurora, CO 80014, (303)337.0990.

California Standards copyrighted by the California Dept. of Education, P.O. Box 271,
Sacramento, CA 95812.

Common Core State Standards used under public license. © Copyright 2010. Na-
tional Governors Association Center for Best Practices and Council of Chief State
School Officers. All rights reserved.
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Civics on Call
Discussion of current events and con-
troversial issues is one of the six proven
practices of highly effective civic educa-
tion identified by the Civic Mission of
Schools (CMS). “When students have an
opportunity to discuss current issues in
a classroom setting,” reports CMS, “they
tend to have a greater interest in civic
life and politics as well as improved crit-
ical thinking and communication skills.”

Civics on Call, is a one-stop web page for
classroom-ready lessons on issues of
the day. All lessons are free, download-
able, and reproducible for classroom
use. We will continue to add lessons here
for your easy access, and you will find
the following current events lessons at Civics on Call today:

• What Should the U.S. Do About North Korea's Nuclear Weapons? • Understanding 'Fake News'

•  The Emoluments Clause and the President •  Youth and Police

• How Should We Judge Our Nation’s Founders? •  Immigration Enforcement Raids 

•  Elections, Money, and the First Amendment •  The Syrian Refugee Crisis and U.S. Policy 
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Landmarks: Historic U.S. Supreme Court Decisions
Linked to U.S. history and civics standards
Grades 9–12

U.S. Supreme Court cases have greatly affected U.S. history. Let your students dis-
cover some of the most important cases. Each reading in the student text focuses on
one case, giving historical background, outlining the decision, and explaining its sig-
nificance.

A separate teacher’s guide contains lesson plans for each reading. The plans include
focus activities, discussion questions with suggested answers, step-by-step instruc-
tions for interactive activities, and debriefing questions and suggestions.

The student text begins with a reading on how the Supreme Court works. The book
continues with readings on important cases such as: Marbury v. Madison (1803) | Mc-
Culloch v. Maryland (1819) | Dred Scott v. Sandford (1857) | Brown v. Board of Educa-
tion (1954) | Gideon v. Wainwright (1963) | Miranda v. Arizona (1966) | U.S. v.
Nixon (1974) | Regents of UC v. Bakke(1978) | Texas v. Johnson (1989) | Bush v.
Gore (2000)

#1042CBR    Landmarks: Historic U.S. Supreme Court Decisions, Student Edition, 114 pp.,     $14.95 ea. 
#10422CBR  Landmarks: Historic U.S. Supreme Court Decisions, Teacher’s Guide, 74 pp.,     $21.95 ea. 
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Of Codes & Crowns:
From the Ancient World to the Renaissance (3rd. Ed.)
Linked to world history standards
Grades 9-12

One of our most popular texts—Of Codes and Crown features lessons with:
•  Short, high-interest readings.
•  Discussion questions to facilitate understanding.
•  Interactive activities to foster critical thinking.

Unit 1: Hammurabi’s Treasure explores the concept of lex talionis, the law of retri-
bution, and an ancient set of laws—The Code of Hammurabi.

Unit 2: Blood Feud discusses the Greek tribunal system and the myth of Orestes.

Unit 3: Jewish Law looks at the development of Jewish law, one of the foundations
of Western legal tradition.

Unit 4: Roman Law traces the more than 1,000-year evolution of this law—from its
beginnings in the city-state of Rome through the republic and empire.

Unit 5: Islamic Law looks at the origins and development of Islamic law.

Unit 6: Merry Old England examines the medieval English jury system, one far different from ours today.

Unit 7: The Magna Carta analyzes how the English got King John to limit the power of monarchs.

Unit 8: The Trial of Galileo explores the conflict between the greatest scientist of the time and church officials who be-
lieved his ideas clashed with church doctrine. Of Codes & Crowns has an extensive teacher’s guide containing discussion
questions and answers, and step-by-step instructions for the interactive lessons.

#10315CBR Of Codes and Crowns, 3rd Ed., Student Book, 104 pp., $14.95 ea.

#10316CBR Of Codes and Crowns, 3rd Ed., Teacher’s Guide, 136 pp., $21.95 ea. 

#10317CBR Of Codes and Crowns, 3rd Ed., Student Book (Set of 10), $121.95

ORDER ONLINE NOW: www.crf-usa.org/publications

FREE Sample Lessons Online
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Human Trafficking and False Imprisonment -
Featuring a pretrial argument on the Fourth and
Fifth Amendments

In the trial of Cameron Awbrey, a restaurant owner, who is
being charged with human trafficking and the false imprison-
ment of Lin Stark, an immigrant. The prosecution alleges that
Cameron targeted Lin to cook at Cameron’s restaurant, with
the intent to obtain forced labor by depriving Lin of Lin’s per-
sonal liberty. The defense argues that Cameron was a hard-
working, novice business owner and a concerned employer
who was making an effort to help Lin maintain Lin’s work
visa. The pretrial issue involves the Fourth and Fifth Amend-
ments, namely protection against illegal search and seizure
and against self-incrimination.

#70244CWB People v. Awbrey, 80 pp. $4.95 ea. 

#70117CWB People v. Awbrey (Set of 10)   $25.95 set

#70646CWB People v. Awbrey, e-Book $4.95 ea. 

People v. Awbrey Video Download or Stream Online
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MOCK TRIAL CASE:  People v. Awbrey

ORDER ONLINE NOW: www.crf-usa.org/publications


