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Introduction

I. APPROACH AND RATIONALE

Human Rights In The Making: The French And Haitian Revolutions is one of a
collection of over seventy units that The National Center for History in the Schools

(NCHS) has developed for teaching with primary sources. They represent specific dramatic
episodes in history from which you and your students can pause to delve into the deeper
meanings of selected landmark events and explore their wider context in the great historical
narrative. By studying a crucial turning point in history, the student becomes aware that
choices had to be made by real human beings, that those decisions were the result of
specific factors, and that they set in motion a series of historical consequences. We have
selected dramatic moments that best bring alive that decision-making process. We hope
that through this approach, your students will realize that history is an ongoing, open-
ended process, and that the decisions they make today create the conditions for tomorrow’s
history.

Our teaching units are based on primary sources, taken from documents, artifacts, journals,
diaries, newspapers and literature from the period under study. What we hope to achieve
using primary source documents in these lessons is to remove the distance that students
feel from historical events and to connect them more intimately with the past. In this way we
hope to recreate for your students a sense of “being there,” a sense of seeing history through
the eyes of the very people who were making decisions. This will help your students develop
historical empathy, to realize that history is not an impersonal process divorced from real
people like themselves. At the same time, by analyzing primary sources, students will actually
practice the historian’s craft, discovering for themselves how to analyze evidence, establish
a valid interpretation, and construct a coherent narrative in which all the relevant factors play
a part.

II. CONTENT AND ORGANIZATION

This unit provides: Teacher Materials, including a Unit Overview and Unit Context, the
Correlation to the National Standards for United States History, Unit Objectives, and

Lesson Plans with primary sources. This unit should be used as a supplement to your
customary course materials. Although these lessons are recommended for grades 9–12,
they can be adapted for other grade levels.

The Historical Background sections should provide you with a good overview for the
lesson. It is assigned to students as reading; however, if your students are not of sufficient
grade level to understand the materials on their own, you may consult it for your own use
in class lectures.

The Lesson Plans include a variety of ideas and approaches for the teacher which can be
elaborated upon or cut as you see the need. These lesson plans contain student resources
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which accompany each lesson. The resources consist of primary source docu-
ments, handouts and student background materials, and a bibliography.

In our series of teaching units, each collection can be taught in several ways. You can
teach all of the lessons offered on any given topic, or you can select and adapt the ones
that best support your particular course needs. We have not attempted to be comprehensive
or prescriptive in our offerings, but rather to give you an array of enticing possibilities for
in-depth study, at varying grade levels. We hope that you will find the lesson plans exciting
and stimulating for your classes. We also hope that your students will never again see
history as a boring sweep of facts and meaningless dates but rather as an endless treasure
of real life stories and an exercise in analysis and reconstruction.

Introduction
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Teacher Background

I. UNIT OVERVIEW

This unit addresses three interrelated topics:

� The claims for human rights put forward by different segments of French society and
French colonial Haiti.

� How these claims, and the responses to them, were related to the events of French
and Haitian revolutions.

� How disputes and decisions about human rights during these two revolutions related
to historical changes in thinking about rights.

The unit is adaptable to different teaching time frames and student ability levels, depending
on which discussion questions and activities are used. Lessons One, Three, and Four
can stand alone. So can Lesson Two, if it draws on the Background Lesson that precedes
Lesson One.

II. UNIT CONTEXT

The French and Haitian revolutions ended privilege was , abolished inherited rights,
and overthrew the traditional political and social order. The powers and rights of

individuals relative to each other and to the sovereign were redefined. The ideal of popular
sovereignty, expressed in the right of individuals to participate in government, was given
form and substance. Revolutionaries made and achieved claims for the right to political
self-determination.

Documents recording the passionate debates about rights, freedom, and equality that
took place during the French Revolution became a major source of later revolutionary
ideologies in world history. Virtually all peoples who have sought political and social change
have continued to draw on those foundational documents. Those seeking to resist social
and political change have also been forced to deal with those documents in order to
counter the ideas found in them.

Haiti, or Saint Domingue, which occupies the western third of the Caribbean island of
Hispaniola, was the first country in the Atlantic world after the United States to overthrow its
colonial masters. It also put an end to its slavery-based economic and social system and
became the first country with a population of largely African origin to emerge out of the
European empires of the sixteenth-eighteenth centuries. It was the first state to proclaim
equality between those who had been black slaves with those who had been white masters.
Independent Haiti defined all citizens as legally equal and as “black,” no matter their ancestry.
Haiti served for a long time both as a model for others in the Americas seeking independence
and equality and as a challenge to white complacency in America and Europe.
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The French and Haitian revolutions, with their emphasis on rights, freedom, and equality,
led to basic changes in the ways individuals and groups around the globe thought about
who they were, their place in the world, and what they could achieve.

III. CORRELATION TO THE NATIONAL STANDARDS FOR WORLD HISTORY

Human Rights in the Making: The French And Haitian Revolutions offers teachers
opportunities to connect with standards in world history as delineated in National

Standards for History, Basic Edition (Los Angeles, National Center for History in the
Schools, 1996), particularly Standard 1A (how the French Revolution contributed to
transformations in Europe and the world) and Standard 1B (how Latin American countries
achieved independence) of World History Era 7, “An Age of Revolutions, 1750–1914.”
Also relevant is Standard 2C (how liberal democracy, market economies, and human
rights movements have reshaped political and social life) of World History Era 9, “The
20th Century since 1945.” Some of the readings, activities, and insights in this unit may
also be used in teaching about other historical eras in which relationships between rulers
and ruled, as well as human rights, were at issue.

IV. UNIT OBJECTIVES

♦ Relate the debates and actions concerning rights during the French and Haitian
revolutions to the historical contexts of the time.

♦ Compare and contrast attitudes to rights of different groups and at different times
during the French and Haitian revolutions.

♦ Trace changes and continuities in what people considered to be the most important
rights, as reflected in key documents from the English Magna Carta of 1215 to the
United Nations’ Universal Declaration of Human Rights of 1948.

♦ Evaluate the relative importance of various rights, and recognize that such
evaluations are influenced by cultural beliefs, values, and attitudes.

♦ Apply insights gained from study of the history of human rights to contemporary
situations.

V. LESSON PLANS

Background Lesson:
What are Rights and Who Should Have Them?

Lesson One: Power to the People: How did the Rights of Citizens Replace the Rights of
Kings in France?

Lesson Two: Prejudice Dealt a Partial Blow: Jews but not Women Gain Rights in the
French Revolution

Lesson Three: From No Rights to Full Rights: Slaves Gain Freedom and Independence
from France in Haiti

Lesson Four: From Limiting Kings’ Rights to Protecting Childrens’ Rights: Shifts in the
Western Tradition of Rights

Teacher Background
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BACKGROUND LESSON

What are Rights and Who Should Have Them?

A. OBJECTIVES

♦ Be able to define ‘rights.’

♦ Understand the general historical background of the codification of rights.

B. LESSON ACTIVITIES

Activity One

Using the following questions, conduct a class discussion. Alternatively, have students work
on the questions in small groups and then share their conclusions with the whole class.

1. What does it mean to have a “right?”

The following examples may help in considering this question:

a) Suppose you complained about your grade, and your teacher was willing to
listen to you and to talk about it. What difference would it make whether or not
you had the right to complain?

b) Suppose you complained about your grade, and your teacher refused to listen
or to talk to you about it. What difference would it make whether or not you had
the right to complain?

c) What other difference, if any, would your having, or not having, the right to
complain make in this situation? What other rights, and whose, might be at
stake in this situation?

2. What is the use of having a right?

3. Does having a right to something guarantee that you will be certain to get it? Why,
or why not? If yes, who would guarantee the right and how? If no, why bother with
the right in the first place?

4. Do rights carry responsibilities? Give examples to support your view.

5. If responsibilities go with rights, what actions might ensure that the responsibilities
be shouldered?

6. What are the sources of authority that can be appealed to when claiming a right?
Whose say-so, what backing, or what justification makes a right a right?

7. What are allowable actions people can take to gain rights that they do not have?
Where makes them allowable? What limits the actions?

8. What historical examples can you give where rights have been a major issue? What,
when, where, and whose rights?

Activity Two

Use the following Historical Background as a student handout, or share as much of it in
a lecture as is appropriate for your class.
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HISTORICAL BACKGROUND

Today, rights are a high-profile issue. Charges of civil rights violations result in publicity and
prosecutions. Government officials, non-governmental organizations, politicians, talk-show

hosts, and news commentators talk and write passionately about rights. Activists work to refine,
defend, and even extend rights, both to new areas, such as air quality and domestic abuse, and
to new constituencies, such as children. The human rights records of governments also influ-
ence foreign policy.

The human rights of today have a long history. But scholars generally agree that our contempo-
rary ideas about human rights were largely hammered out during the American, French and
Haitian revolutions of the late eighteenth century.

The concept of a natural law that governs peoples’ relations with one other goes at least as far
back in the western tradition as the Roman Empire. This natural law was thought to be some-
thing other than either a country’s traditions and customs or the laws decreed by rulers. Reason
could distinguish human-made laws from natural law whenever the former were unjust, inequi-
table, or wrong. Natural laws, that is, justice and fairness, were universal. They guaranteed to
everyone rights that were natural, not human-made, and therefore could not be taken away by
human action.

Restricted in premodern times mostly to a small educated minority, these ideas became much
more widespread and influential from the seventeenth century on. This happened for several
reasons:

� Influenced by the scientific revolution’s establishment of laws governing the physical
universe, people became more interested in finding laws that governed all human
societies.

� Thinkers increasingly questioned the right of monarchs, backed by religious authorities,
to impose their arbitrary will as law and to regard the rights of subjects as only limited
privileges given by royal favor. Such rights as ordinary people had varied from group to
group. Religious minorities, women, and slaves had few to none.

� Enlightenment philosophes (political and social philosophers) popularized the idea
that improving society by making it conform to natural law would lead to more rational
and happier humans.

� The translated and much-discussed works of John Locke were influential. He wrote in
England at a time when the Glorious Revolution of 1688 severely restricted the rights
of the monarch. He claimed that the right to life, liberty, property, and resistance to
oppression belonged by nature to every individual.

Starting in the eighteenth century, these ideas reached more and more people. The reading
public was growing: in France literacy almost doubled during that century. Censorship, while
active, was intermittent. Unauthorized publications multiplied. There were new places where people
could meet, mingle, and talk, from coffeehouses and clubs to salons and literary societies. Dis-
content grew in regard to the traditional relationship between rulers and ruled based on the right

Background Lesson Historical Background
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of people of royal or noble birth to hold power. Discontent also flared over the unequal, hierarchi-
cal ordering of society, and this dissatisfaction spread to more and groups—to farmers, artisans,
and professionals within the non-noble Third Estate (everyone except the aristocracy and the
high clergy), to women, to religious minorities, and to colonial subjects, whether white or black.

In 1789, Louis XIV, the French king was forced to call the first Estates General, a council of
influential subjects organized to advise the monarch, in almost two centuries. He did it because
of a financial crisis brought on partly by the nobility’s refusal to pay taxes. In preparation for this
assembly, each of the three Estates (the First was the high clergy, the Second was the aristocracy,
the Third was everyone else) held meetings to list their grievances and requests for reforms.
Women were not invited to take part, but some of them nevertheless sent petitions to the king
asking for changes. The widespread rehashing of complaints that took place in these meetings
intensified people’ sense of unfairness and injustice for their own Estate.

The most serious complaints of the Third Estate were against privilege, that is, the special rights
reserved for only certain groups. Members of the Third Estate resented:

� the exclusive benefits enjoyed by the clergy and the nobility.

� the honors and offices restricted to them.

� their freedom from taxes and fees.

� the social deference they demanded.

� their contempt for commoners.

The nobility’s complaints were mostly about whatever threatened their rights and privileges, and
about ways in which the king’s power limited theirs. The clergy was the Estate most likely to put
forward humanitarian and educational concerns.

When the Estates General convened in 1789, King Louis failed to introduce any reforms and
insisted that the Estates follow the tradition of meeting separately to discuss issues and to vote as
a block, that is, each Estate having one vote. This meant the Third Estate would always be
outvoted by the clergy and nobility, who had interests in common opposed to those of commoners.
Delegates of the Third Estate boycotted the proceedings and invited delegates from the other
two Estates to join them in a joint assembly that would together consider and vote on reforms.
This group declared itself to be the National Assembly of France. It swore not to disband until it
had hammered out a constitution. Starting with a few liberal nobles and members of the lower
clergy, delegates from the First and Second Estate began to join this body.

Meanwhile, the king dithered. But as more and more delegates came over to the Third Estate, he
ordered all the rest to do so too and thereby legitimized the National Assembly. Among its earliest
actions, it abolished feudalism and with it the privileges of nobles and the servitude of serfs. It
also issued that proclaimed Declaration that claimed equal rights for all

Two years later, the National Assembly produced a constitution. It proclaimed political rights, but
not political equality. Of about six million adult men in France 25 years or older, half met the
financial qualification required for having the right to vote. But even those men with the franchise
could only vote for electors, whose money qualifications were even higher. The electors in turn

Background Lesson Historical Background
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chose from among the 70,000 or so people who qualified financially to serve as deputies to the
Legislative Assembly, which became the national governing body. The king had the right to a
delaying veto, but that was the only power he retained.

In June 1791, Louis, unwilling to remain a token ruler, fled in disguise with his family. He planned
to get troops from his father-in-law, the Austrian emperor, then return to abolish the Assembly
and revive royal absolutism. However, revolutionary forces caught him near the border. After his
arrest, he was kept under guard. In response, Austria threatened an invasion to regain for the
king all his ancient rights. Such meddling by foreigners in the internal affairs of France seemed
outrageous to many, and so war fever rose. In the spring of 1792, the Assembly declared war on
Austria.

For six months, one defeat for France followed another. The Austrians and their allies crossed the
frontier and ordered Paris to submit immediately to the king or suffer fearful punishment after it
was conquered. At this point, the common people of Paris took things into their own hands and
revolted. They attacked and captured the king’s palace and imprisoned him. They put an end to
the Legislative Assembly. They called for a new government to be elected by universal manhood
suffrage and for the end of the monarchy. They got both.

Though only 10 percent of those eligible to do so voted, the resulting National Convention ruled
for some three years. It immediately declared France to be a republic, and in January 1793, it
executed the king. The National Convention managed to deal with many issues—war, inflation,
shortages, real and suspected aristocratic and royalist conspiracies, armed rebellion by discontents
in the provinces, and pressure from militant extremists. However, it also suspended the constitution,
ignored the rights outlined in the Declaration of the Rights of Man and Citizen, and imposed wage
and price controls. Furthermore, it put in place the policy for repressing dissent known for good
reason as the Terror. While the Convention abolished slavery in the French colonies, it also outlawed
all women’s political societies and forbade public roles for women as contrary to nature.

After a decade of violence, explosive changes, and uncertainty, most French citizens found the
idea of firm and stable rule appealing. In 1799 the war hero Napoleon Bonaparte overthrew the
government that had followed after the Convention, but his rule was autocratic and the
parliamentary government he set up a sham. Even so, he preserved at home and spread to other
countries by conquest several major gains of the revolution, including legal equality for all males,
whatever their birth or religion. In the French colonies, however, he re-imposed slavery.

Background Lesson Historical Background
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DRAMATIC MOMENT

Sweeping political and social change seemed inevitable in the late summer of
1789, when the newly formed French National Assembly, meeting in Paris, drew
up a revolutionary document that proclaimed principles of civil equality, national
sovereignty, representation, and the rule of law. Despite much debate and
disagreement, the assembly adopted the Declaration of the Rights of Man and
Citizen on August 4.

The representatives of the French people, constituted as a National Assembly . . . [here] spell out
in a solemn declaration the natural, inalienable, and sacred rights of man. . . .

1. Men are born and remain free and equal in rights. Social distinctions may only be based on
the common good.

2. The aim of all political association is to preserve the natural and inalienable rights of man.
These rights are liberty, property, security, and resistance to oppression.

3. All sovereignty belongs to the nation. No group nor individual may exercise any authority
which they have not been given by the nation.

4. Liberty consists in the freedom to do anything which hurts no one else; therefore, the
exercise of the natural rights of a man has no limits except those which assure to the other
members of society the enjoyment of the same rights. These limits can only be determined
by law.

5. Law can only forbid such actions as are hurtful to society. Nothing may be prevented that is
not forbidden by law, and no one may be forced to do anything not required by law.

6. Law is the expression of the general will. Every citizen has the right to take part personally or
through his representative in its formation. It must be the same for all, whether it protects or
punishes. All citizens, being equal in the eyes of the law, are equally admissible to all honors
and all public positions and occupations, according to their abilities, and without distinction
except that of their virtues and talents.

7. No person shall be accused, arrested, or imprisoned except in those cases, and according
to the forms, ordered by law. Any one asking for, passing on, carrying out, or causing to be
carried out any arbitrary order shall be punished. But any citizen legally summoned or
arrested should obey at once, as resistance is an offence.

8. The only legal punishments are those that are strictly and obviously necessary. No one shall
be punished unless it is done legally, by virtue of a law passed and made public before the
offence was committed.

9. As all persons are held innocent until they are declared guilty, if an arrest has to be made the
law will punish severely any harshness not essential to securing the prisoner.

10. No one shall be troubled because of his opinions, including his religious views, as long as
their expression does not disturb the public order established by law.



1010101010 Human Rights in the Making

11. The free communication of ideas and opinions is
one of the most precious of the rights of man.
Therefore every citizen
may speak, write and
print freely, but shall be
responsible for any
abuses of this freedom as
legally defined.

12. The security of the rights
of man and the citizen
needs public military
force. Therefore these
forces are established for
the good of all and not for
the personal advantage
of those to whom they are
entrusted.

13. For the upkeep of the
public forces, and the
costs of administration, a
common contribution is
essential. This should be equitably divided among
all the citizens, according to their ability to pay.

14. All the citizens have the right to decide, either
personally or through their representatives, whether
a public contribution is needed; to agree to it freely; to know what it will be used for; and to
fix the proportion, the method of assessment, collection, and duration of the taxes.

15. Society has the right to demand of every public official an account of his administration.

16. A society in which the observance of the law is not assured, nor the separation of powers
defined, has no constitution at all.

17. Since property is an inviolable and sacred right, no one shall have it taken from them except
when public need, legally established, clearly demands it, and then only if the owner has
been fairly paid in advance.

Source: James Harvey Robinson, Readings in Modern European History: A Collection of Extracts from the Sources
Chosen with the Purpose of Illustrating Some of the Chief Phases of Development of Europe During the Last Two
Hundred Years, vol. 2 (Boston: Ginn, 1906). [Anne Chapman has moderately simplified the language.]

Dramatic Moment

General Lafayette (left) sent this draft of his
“bill of rights” to Thomas Jefferson for his
comments, requesting his “observations.”

July 9, 1789.
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CHRONOLOGY

1215 Magna Carta agreed to by King John of England.

1689 English Bill of Rights declares “the rights and liberties of the subjects.”

1770s Legal decisions in England and Scotland imply that slavery is no longer legal in Britain.

1787 Edict of Toleration gives French Calvinists civil rights including freedom of worship, but not
political rights.

1789

Feb.–June Elections to Estates General, local assemblies draw up lists of grievances.

June Third Estate declare themselves the National Assembly, soon approved by king.

Aug. National Assembly issues Declaration of the Rights of Man and Citizen.

1791 U.S. Bill of Rights ratified.

May 15 National Assembly grants political rights to all free French colonial blacks born of free parents.

Aug. 22 Slave uprisings begin in Saint Domingue (Haiti).

Sept. 24 Recently gained rights of free blacks revoked.

Sept. 27 Jews gain full citizenship rights in France.

Sept De Gouges’ unofficial Declaration of the Rights of Woman.

Oct. 1 Legislative Assembly starts to meet.

1792

Mar. 28 Rights of free blacks restored.

Apr. 20 France declares war on Austria.

Aug. 10 Paris workers seize the king, abolish the constitution, force election by universal male suffrage of a
new government.

Sept. 21 The new government, the National Convention, begins to meet, and declares France to be a republic.

1793

Jan. Louis XVI executed.

Mar. Uprisings against the National Convention begin.

Aug.–Oct. Commissioner in Saint Domingue abolishes slavery.

Autumn Women’s clubs and societies formally outlawed, their political activity condemned by National
Convention.

1794 National Convention abolishes slavery in all French colonies.

1797 Toussaint L’Ouverture leads four-year fight against British, Spanish and French invaders.

1801 Toussaint creates unapproved new Constitution for St. Domingue, naming himself governor for life.

1802 Napoleon tries and fails to re-impose slavery in St.Domingue (Haiti) with 10,000, then 44,000 troops.

1804 Toussaint ‘s lieutenant Dessalines succeeds him as Governor, and declares Haiti’s independence
from France, later names himself emperor.

1818 France abolishes slave trade.

1838 France recognizes Haitian independence.

1848 France abolishes slavery.
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LESSON ONE

Power to the People:
How Did the Rights of Citizens Replace the Rights of Kings in France?

A. OBJECTIVES

♦ Relate the growing interest in human rights in France to intellectual, social, and
political conditions during the period leading to the revolution.

♦ Explain who had rights in France before and after the revolution, what kinds of
rights, and on what basis rights were claimed on one hand and disregarded on the
other.

♦ Identify the conditions that led in succession from attempts to limit the king’s
rights, to achievement of full rights for much of the population, to disregard of
some basic rights during the last decade or so of the eighteenth century.

B. LESSON ACTIVITIES

1. Before the students read the documents in this lesson, tell them as they work with
the documents they should consider whose rights are questioned, whose are limited,
whose are ignored, and whose are affirmed in each of the documents.

2. Distribute the “Dramatic Moment” (pages 9–10). Divide the class into groups,
each to represent the interests of one of the following:

� clergy

� nobles

� urban Third Estate (merchants, professional people, shopkeepers, craftsmen,
clerical, and laborers)

� rural Third Estate (peasants)

Each group is to discuss and report to the class on the following:

a) Which provisions in the “Declaration of the Rights of Man and Citizen” would
have been most important to the group you represent (choose three to five of
the provisions)? Explain your reasoning.

b) Which of the three to five provisions you chose were of greatest overall
importance? Which would be most important to Americans today? Why?

c) If your group had to choose one right as most important, what would it be? Why?

d) Are there other rights, not mentioned in the Declaration, that today would be
very important? What ones? Why?

e) What twentieth-century examples can you give of a state’s law being broken
based on the claim that this law was unjust because it failed to give people their
natural rights?
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3. Distribute Documents 1–A through 1–E and Student Handout One. Students
should read the discussion questions first and then read the documents. Assign
the activity as an individual effort with written questions or as small group discussions.

4. Construct a graph showing the rise and fall in people’s rights from royal absolutism
to various republican governments to Napoleon’s autocratic rule. Label the key
events or causes wherever the line on your graph changes direction. This activity
may serve as an assessment.

5. In small groups, construct a “Declaration of Rights for People Under Age Eighteen.”
Compare the groups’ documents. How might you explain differences among them?
How might you explain differences between the class documents and the
“Declaration of the Rights of Man and Citizen” (Dramatic Moment).

6. Ask students to look first at the following pairs of documents in sequence:

� 1–A and 1–D

� 1–B and 1–C

� 1–E and Dramatic Moment

Based on this reading, ask students the following questions: What do the two
documents in each group have in common with each other? What are the main
differences between the first and the second group, and between the second and
the third group? Consider subject matter, tone, and attitude to rights, freedom,
and authority.

7. Once students list the similarities and differences, have them construct an hypothesis
to explain the changes from the first to the second and from the second to the
third group of documents. Consider historical events and contexts both at the time
and between the times the documents were written. What evidence would support
their hypothesis? This activity may serve as an assessment.

Lesson One



1515151515Human Rights in the Making

DISCUSSION QUESTIONS

Documents 1–A through 1–E

Document 1–A

1) Did the French king have the right to give the ruling he did in his speech to the Estates
General on June 23, 1789? Why or why not?

2) On what basis could he justify his right?

3)  On what basis could his opponents claim that he did not have the right?

4) On what basis were rights claimed by nobles? By the Third Estate?

Documents 1–B and 1–C

1) Is a disregard or violation of rights justified in order to:

� protect the laws from those actively working to overturn them?

� protect a legally formed government against overthrow?

� protect people from possible future terrorist acts?

Why or why not?

2) Which is more important, the right to freedom or the right to safety? Why?

3) How should a decision be made when enforcing one right necessitates disregarding
another?

4) In what ways do these questions apply in the recent history of the U.S.?

5) Does a foreign ruler have the right to interfere in the internal affairs of another country in
order to restore a ruler who has been overthrown? To restore people’s rights that are being
disregarded by their government? What would give or deny this foreign rule the right to
take action?

6) If citizens have the right to speak out in opposition to their government’s policies, what
circumstances might there be when such opposition would be treason? Explain your
reasoning.

7) Do citizens have the right to hold opinions considered subversive (threatening, rebellious)
by the government? Why or why not?

8) Under what circumstances is it the government’s right to take action against people who
hold subversive opinions? What action?

Lesson One Student Handout One
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Documents 1–A, 1–B, 1–C, 1–D, and 1–E

1) What arguments might support and what arguments might oppose the claim that not
only those who betray the government but also those who do not actively support it should
be punished? What about the claim that not only those students who disrupt a class but
those who do not actively participate in it should be punished? In what ways are the two
situations similar, in what ways different?

2) Under what circumstances might it be justifiable for the government to override the right
to free speech in order to suppress dissent? Explain your reasoning. Was the National
Convention justified in doing so? Why or why not?

3) In what sense could it be argued that the National Convention expressed the people’s will?
Can any other than an elected government be said to express the people’s will? Explain.
Suppose only a low percentage of those qualified to vote casts their ballots in an election.
Does the government still express the people’s will? Why or why not? How low can the
percentage of people voting fall before and still elect a government that expresses the
people’s will? Does it matter whether the government expresses the people’s will? Why or
why not? Find out what percentage of Americans have voted in national elections in the
last couple of decades.

Lesson One Student Handout One
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Lesson One Document 1–A

LOUIS XVI’S SPEECH TO THE ESTATES GENERAL

23 June 1789

After the Third Estate declared they were the National Assembly, the French king
finally made some concessions, but too little and too late. The beginning and
ending of Louis’ speech, no matter the concessions in between, infuriated the
Third Estate. Three weeks after this speech a huge crowd stormed the Bastille and
royal authority began to collapse.

The king wishes the ancient distinction between
the three orders [Estates] of the state to stay

unchanged in any way.

The following will be absolutely excluded from the
matters which may be discussed in common:
matters to do with the ancient and constitutional
rights of the three orders, . . . feudal . . . properties,
and the profitable rights and honorific privileges
of the first two orders. . . .

[He ended by saying:] Reflect once more,
gentlemen, that none of your projects, none of your
arrangements can have the force of law without
my explicit approval; thus I am the guarantor of
your respective rights and all the orders of the state
can rely on my equity and impartiality; any mistrust
on your part would be a great injustice.

Source: John Hardman, ed., The French Revolution Sourcebook (New York: Arnold, 1981, 1999), 101, 103.

Louis XVI
Duplessis (Versaille)

 In J. Mills Whitham, A Biographical History of the French
Revolution (New York: Viking Press, 1933), frontispiece.
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Lesson One Document 1–B

FREEDOM IS NOT FOR EVERYONE, ACCORDING TO MARAT, A FRENCH RADICAL

November 1792

Jean Marat started out as a physician and scientist but soon developed wider
interests. He lived in England for ten years, and he wrote books on slavery and
criminal legislation, as well as on optics and electricity. After he returned to France,
he became a passionate supporter of the Revolution. The newspaper he founded,
called The Friend of the People, published fiery rhetoric favoring “revolutionary
ideas.” Elected a deputy to the Legislative Assembly in 1792, he made many enemies
on both right and left. He was assassinated in 1793. He wrote the following a few
weeks after the revolt of the Parisian working classes forced the Legislative Assembly
out of power and opened the way for the election of the National Convention. Many
nobles had fled from France to the court of the Austrian emperor, who was Queen
Marie Antoinette’s father.

If we follow the moderates’ way of thinking, public
welfare will be sacrificed to a mistaken love of humanity.
They use the excuse of not limiting freedom of thought
to leave enemies of the Revolution the means to
provoke conflict. They use the excuse of not cramping
individual freedom to leave them free to disrupt the
State. They use the excuse of avoiding harm to the
freedom of travel, to leave them the freedom to go
and conspire abroad.

Source: Yannick Bosc and Sophie Wahnich. Les Voix de la Revolution (Paris: La Documentation française, 1990).
Translation by Anne Chapman.

Jean Marat
Musée Carnavalet

 In J. Mills Whitham, A Biographical History of the French
Revolution (New York: Viking Press, 1933), facing p. 242.
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Lesson One Document 1–C

“THE CONSTITUTION CANNOT BE FULFILLED”
ST. JUST, A RADICAL DEPUTY

October 1793

St. Just, elected to the National Convention, played a major role in condemning
the king to death. An extremist, he was known as the theoretician of the terror.
Four months before he wrote the words that follow, radicals in Paris had forced a
purge of the National Convention, some of whose members were imprisoned or
fled. The war was going badly, peasants revolted against the draft, and local agitators
claimed parliamentary methods to be useless. Semi-military bands roamed the
countryside, confiscated food, and denounced suspects. After St. Just made this
speech, the Convention enacted a decree that in essence suspended the rule of
law for the duration of the war. This marked the beginning of the Terror.

 . . . You have to punish not only the traitors but
even those who are neutral. You have to punish
whoever is inactive in the republic and does
nothing for it. Since the French people has
declared its will, everyone who is opposed to it is
outside the sovereign body. And everyone who is
outside the sovereign body is an enemy.

If conspiracies had not troubled this empire, if the
fatherland had not been a thousand times the
victim of easygoing laws, it would be sweet to rule
by the principles of peace and natural justice.
These principles are good among the friends of
liberty. But between the people and its enemies,
there is nothing in common except the sword.
Those who cannot be governed by justice must
be ruled with a rod of iron. . . .

In the circumstances in which the republic is
placed, the constitution cannot be fulfilled. People
would use it to destroy it. It would protect attempts
against liberty, because it would lack the force
necessary to repress them. . . .

Source: John Hardman, The French Revolution Sourcebook (New York: Arnold, 1981,1999), 186.

St. Just
 In J. Mills Whitham, A Biographical History of the French
Revolution (New York: Viking Press, 1933), facing p. 242.
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Sources:
Oeuvres de Bossuet (Paris 1841),translated by Philip Taylor. In G. L. Mosse , et al., eds., Europe in Review, rev. ed.
(Chicago: Rand McNally, 1964), 102–3.
Alfred A. Andrea and James H. Overfield, The Human Record: Sources of Global History, Vol. 2 (Boston: Houghton

BISHOP BOSSUET PREACHES THE SACREDNESS OF ROYAL POWER

Jacques Bossuet was a Frenchman writing in the second half of the 1600s. After
becoming a priest, he was appointed tutor to the royal heir, for whose instruction
he wrote books on universal history and on politics derived from holy scripture. He
was a successful preacher, an eloquent defender of royal absolutism, and an
opponent of protestants. The ideas he preached spread widely in Europe and
continued to be popular in France in the 1780s.

Royal power is sacred, and nothing is more firmly
grounded in the Word of God than the obedience due,

as a matter of faith and conscience, to lawful authority.
The violence of a prince can be met by his subjects only
with respectful petitions, without rebellious murmuring,
and by prayers for his change of heart.

. . . Only that which it pleases the prince to . . . command
or to forbid has the force of law. . . .This power of making
and unmaking law. . includes all the other rights of
sovereignty: . . . making peace and war, hearing appeals
from the sentences of courts, appointing and dismissing
the great officers of state, taxing or granting privileges of
exemption, [and] the making of war and peace. . . .The
prince [is] one to whom obedience [is] due without
exception.

Jacques Bénigne Bossuet
The Hundred Greatest Men
(New York: Appleton, 1885).

Available: <http://www.lib.utexas.edu/photodraw/
portraits/bossuet.jpg>

Lesson One Document 1–D
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Lesson One Document 1–E

REPRESENTATIVE LIST OF GRIEVANCES SELECTED FROM THOSE DRAWN UP IN EACH LOCAL

ASSEMBLY BEFORE THE 1789 MEETING OF THE ESTATES GENERAL

The first four of the demands below appeared in almost all the grievance lists; the
fifth, in almost all the those of the Third Estate. The rest are a sampling that gives
some idea of the variety of concerns among the French population on the eve of
the revolution.

[We ask that]

� No tax may be established nor continued . . . without the consent of the Estates
General.

� No general law be introduced except in the Estates General, and by mutual cooperation
between the king’s authority and the consent of the nation.

� A law [be put in place] preventing the future use of lettres de cachet [secret, sealed
orders by which the king, or those he authorized, sentenced a subject without trial or
opportunity of defense], and preventing any person with public authority from having
a citizen arrested without bringing him before a judge within 24 hours.

� Ministers shall not on any pretext be able to . . . violate personal liberty or property by
any arbitrary order, even if signed by the king.

� All privileges whatsoever be totally suppressed.

� Judgeships no longer be sold.

� Titles of nobility should only be given [by the king] for some great service to the country.

� Nuns, . . . supervised by parish priests, should be obliged to open free public schools
for girls.

� An interest [be taken] in bettering the condition of negroes in the colonies.

� The number of holidays be reduced. The enormity of the taxes and the misery of the
people seems to require doing so, in order for them to have the working time needed
for survival.

� A lower price and better quality for bread be fixed.

� All rabbits be totally destroyed.

� The export of grain be absolutely forbidden.

Sources: Translations and Reprints from the Original Sources of European History, Vol. 4, No.5 (Philadelphia:
University of Pennsylvania, n.d.), 2–7.
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LESSON TWO

Prejudice Dealt a Partial Blow:
Jews but not Women Gain Rights in the French Revolution

A. OBJECTIVES

♦ Compare the ways that some groups still without rights after 1789 (Jews and women)
tried to gain them, and explain the arguments both in favor of and opposed to their
claims.

♦ Explain what conditions at the time favored and what hindered Jews and women
gaining rights.

♦ List arguments in favor of and opposed to the idea that there should not be absolute
equality of rights for everyone living within a country.

B. LESSON ACTIVITIES

1. Distribute Documents 2–A through 2–G and Student Handout Two. Have students
read the questions in Student Handout Two then read the documents. Then use
the questions in to lead either small group discussions or a class discussion. If
prompting is needed for question #10, have students consider such categories as
children, foreign visitors, convicted criminals, the mentally ill, undocumented
immigrants, and enemy combatants. Question #11 may serve as an assessment.

2. Using Documents 2–A through 2–D, create a hypothesis to explain why Jews in
eighteenth-century France, despite being subjected to discrimination, hatred, and
violence, received full political rights only two years after the “Declaration of the
Rights of Man and Citizen,” whereas French women had to wait until 1944 to be
allowed to vote. What evidence would support or weaken your hypothesis?

3. As an elected deputy, write a proposal to bring before the National Assembly in
1790 concerning the issue of  Jews and their political rights. Support your argument
with references to the historical situation at the time.

4. Draw up a list of rights that women should have but men should not have, or do not
need to have. Draw up a list of rights that men should have, but women should not
have, or do not need to have. Consider pro and con arguments for your lists.

5. Draw up a list of rights that undocumented immigrants to a country should perhaps
not have. What arguments could be made in favor of your list? In opposition to it?

EXTENSION ACTIVITIES

1. Compare the groups in France who had no political rights in 1789 with the groups
in the United States who had no political rights at the same time.

2. Compare the situation of Jews in France in 1789 with that of both non-naturalized
immigrants in the United States and of Muslim guest-workers in Europe today.
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Lesson Two

DISCUSSION QUESTIONS

Documents 2–A through 2–G

1. How would you define anti-Semitism?

2. Which, if any, of the authors in Documents 2–A through 2–D would you consider anti-
Semitic? Why or why not?

3. What religious, economic, social, moral, or other arguments were given to support or
oppose the granting of full political rights to Jews?

4. Would any of the arguments, on either side, be acceptable today? Why and to whom, or
why not?

5. What explanation would you offer for the political rights of Jews being the subject of
intense debate in 1789–90, but not the rights of non-Jewish men who did not meet the
property qualifications for voting? What evidence would you look for that might support
your explanation?

6. Should legislation regulate in any way intermarriage or socializing between diverse groups
within a society? Why or why not? How? See Document 2–B. What twentieth century
examples could be given of attempts to do so?

7. Compare Document 2–E (“We Ask For Free Schools, and to Have Work”) with Document
2–F (“Declaration of the Rights of Woman”). What do you consider to be the most significant
differences in these statements? Why do you consider these differences to be significant?
What historical changes between 1789 and 1791 might account for the differences between
the documents? What are some other possible reasons for the differences that are not
historical?

8. How would you explain the similarities between the view of women’s proper role as shown
in Document 2–E and as shown in Document 2–G (“Women Should Not Meddle in
Government”)? Why might you have expected differences rather than similarities?

9. Compare the Dramatic Moment (“Declaration of the Rights of Man and Citizen”) with
Document 2–F. What are the most significant differences between them? Why do you
consider these differences to be significant? What arguments could be made in favor of or
opposed to the idea that women and men need to have some rights that are different?
What might such different rights be?

10. Are there any groups within a country that should not have the same rights as the rest of
the population? What groups? What rights? What arguments can be given in favor of their
not having those rights, and what arguments against?

11. Compare the grounds on which the demands of Jews and women for more rights were
made, and the grounds on which they were opposed. How would you account for the
similarities and/or the differences you found?

Student Handout Two
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DENYING FULL RIGHTS TO JEWS NOW IS FOR THEIR OWN GOOD

SPEECH TO THE NATIONAL ASSEMBLY

Abbé Maury, December 1789

Religious minorities had few or no rights in France before the revolution. In 1685,
King Louis XIV declared that French Calvinist Protestants had no rights at all. They
had to convert or flee. Jews had no civil or political rights in France. They were also
limited in where they could live and what work they could do. However, they had
the right to run their own affairs within their own communities according to their
own laws. Enlightenment philosophes and others increasingly criticized religious
discrimination as unfair and against the laws of nature. In response, the king issued
an Edict of Toleration for Calvinists in 1787 that gave them civil but not political
rights. And in 1788 he set up a Commission to study the situation of Jews. Following
are excerpts from Abbé Maury’s speech.

The Jews . . . have never worked at anything except commerce based on money. They have been
the curse of agricultural provinces. Not one of them has yet known how to ennoble his hands by
driving a plow. The [religious] law that they follow leaves them no time to work at agriculture; in
addition to the sabbath they have fifty-six more holidays each year than the Christians. . . .

In [the province of] Alsace they hold 12 million mortgages on the land. In a month, they would
become owners of half this province. In ten years, they would have conquered it entirely, and it
would be nothing but a Jewish colony. People have for the Jews a hatred that cannot fail to
explode as a result of this development. For their own safety, we should postpone this matter
[giving Jews full political rights].

They should not be persecuted . . . No one can be disturbed for his religious opinions. You have
recognized this . . . and you have assured Jews the widest possible protection. Let them be
protected therefore as individuals and not as Frenchmen, for they cannot be citizens.

Source: Lynn Hunt, The French Revolution and Human Rights (Boston: Bedford St. Martin’s, 1996), 89. [Anne

Lesson Two Document 2–A
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THE SEPARATISM OF THE JEWS IS YOUR FAULT

At the same session as above, a liberal noble deputy argued that the Declaration of
Rights made it impossible to make a difference in religious belief the reason for
excluding anyone from public office and political rights. Below, he is opposing the
argument of many delegates that Jews’ differences from Christians made them
virtually members of another nation.

Every set of religious beliefs has only one test to pass, . . . that of its morals. It is here that the
opponents of the Jewish people attack me. This people, they say, is not sociable. They are
commanded to lend money at usurious rates. They cannot be joined with us in marriage or by
the bonds of social interchange. Our food is forbidden to them. Our armies will never have Jews
serving in the defense of the fatherland. . . .

The usury so justly condemned is the result of our own laws. Men who have nothing but money
can only work with money: that is the evil. Let them have land and a country and they will loan no
longer: that is the cure. As for their unsociability, it is exaggerated . . . Is there a law that requires
me to marry your daughter? . . . To eat with you? No doubt these religious oddities will disappear.
If they do survive . . . the law neither can nor should be relevant to them.

But, they say to me, the Jews have their own judges and laws. I answer that is your fault and you
should not allow it. We must stop recognizing their judges [and laws]; they should have only our
judges [and laws].  . . . They must be citizens individually. But, some will say to me, they do not
want to be citizens. Well then!  . . . They should say so, and then we should banish them.

Source: Lynn Hunt, The French Revolution and Human Rights (Boston: Bedford St. Martin’s, 1996), 87–88. [Anne
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THIS IS THE MOMENT TO MAKE JUSTICE TRIUMPH

In January 1790, the Jews of Paris and the provinces of Alsace and Lorraine
presented a Petition to the National Assembly. The following are excerpts. Part of
their argument is based on the precedent of Calvinist Protestants, who had been
granted full rights by the National Assembly in 1789. At that time, consideration of
the same rights for Jews had been put aside. All rights were not granted all Jews in
France until 1791.

[Jews] ask that all the degrading distinctions that they have suffered to this day be abolished and
that they be declared CITIZENS . . . [They] demand not a favor, but an act of justice.

Pursued at times by fanaticism and at others by superstition, . . . excluded from all the professions
and arts and crafts, . . . banished to ghettos like a different species of man with whom one fears
to be in touch, pushed out of some cities, . . . made in others to pay for the air that they breathe
. . . this is an only partial list of the harassment Jews are still subject to today. . . . These harassments
have produced their degradation and their vices.

Could one still fear the influence of a prejudice when all the former abuses are destroyed and all
the former prejudices overturned? Everything is changing. The lot of the Jews must change at
the same time. People will be no more surprised by this particular change than by all those they
see around them every day. This is the moment, the true moment to make justice triumph.
Attach the improvement of the lot of the Jews to the revolution . . . . The people will not protest.

Source: Lynn Hunt, The French Revolution and Human Rights (Boston: Bedford St. Martin’s, 1996), 94–95. [Anne
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IT IS ALL ABOUT FANATICISM WORKING AGAINST TOLERATION

In the spring of 1790, a deputy argued in favor of the Jewish request for full rights
in one of the governmental committees. A commission was appointed to examine
his arguments. The following is part of the commission’s summary.

Prejudices and passions have arisen against them [the Jews] and have prevented the discussion
of a question that, after the Declaration of Rights, should not have been problematic. Fears have
been roused . . . and, would you believe it? Jews’ own security was given as a powerful reason for
continuing to deprive [them] of their rights! So, in order to continue being unjust towards Jews,
it has been supposed that Christians were ready to become murderers.

M. de Bourges [a deputy who supported Jews’ request to be given full rights without delay]
demolishes [this and other] hateful objections. . . .

He proves that giving Jews the rights of active citizens quickly will be no different from giving
them these rights gradually, since Christians’ prejudices will not be soon overcome. . . .

He proves, countering the Alsace deputies, that their fellow-citizens are not and will not become
cannibals, and that all their predictions of massacres [of Jews] are dreams of a misguided or
warped, ill-natured imagination. . . .

He proves that this whole affair is only the working of fanaticism against toleration, . . . and of
groups’ self-interest against the public good.

Finally, he proves that it would be necessary for Jews not to be human, if [depriving them of
rights] is not to be a crime of treason against humanity.

Source: Patrick Girard, La revolution française et les Juifs (Paris: Editions Robert Laffont, 1989), 179–180. [Translation
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WE ASK FOR FREE SCHOOLS, AND TO HAVE WORK

PETITION OF WOMEN OF THE THIRD ESTATE TO THE KING

1789

In preparation for the meeting of the Estates General, each of the three Estates
had been asked to hold meetings in order to list their grievances and the changes
they wanted. No one asked women to do so, but some groups of women did meet
for the same purpose and sent the results of their discussions to the King as petitions.

At a time when the various orders of the state are busy with their interests, when everyone is
trying to claim his titles and his rights, . . .  women—always both admired and scorned by men—
women, wouldn’t it be possible for them also to make their voices heard amidst this general
agitation?

Laws too well rooted for them to hope to break exclude them from the national assemblies. They
do not ask, Sire, for your permission to send their deputies to the Estates General . . . .

Sire, we ask that men not be allowed . . . to work in trades that by right are women’s, such as
seamstress, embroiderer . . . and so on. If we are left at least with the needle and spindle, we
promise never to handle the compass or the square. . . .

We ask to be enlightened, to have work, not in order to usurp men’s authority, but in order to get
more respect from men, so that we might have the means of living out of the way of misfortune
. . . We beg you, Sire, to set up free schools, where we could learn our language, . . . religion, and
ethics. . . May we be taught above all to practice the virtues of our sex: gentleness, modesty,
patience, charity. . . Sciences? They serve only to inspire us with stupid pride, lead us to showing
off, go against . . . nature, make of us mixed beings who are rarely faithful wives and still more
rarely good mothers of families.

We ask to come out of the state of ignorance, to be able to give our children a sound and
reasonable education so as to make them subjects worthy of serving you. . . .

Source: Darline Gay Levy, et al., Women in Revolutionary Paris, 1789–1795: Selected Documents (Urbana: University
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DECLARATION OF THE RIGHTS OF WOMAN

The following Declaration was written in 1791 by Olympe de Gouges, a self-educated
French butcher’s daughter. She addressed it to the Queen, intending “for the
National Assembly to decree [these rights]”, though her Declaration never made it
to any official French governmental body. Hardly any others at the time, either
women or men, supported her claim for women’s full equality, including political
rights. Even activist women had more interest in the right to divorce and education
for women than in political rights, though some did agitate for the right to bear
arms when France was at war.

1. Woman is born free and remains equal in rights to man. Social distictions may only be
based on the common good.

2. The goal of every political association is the preservation of the natural and irrevocable
rights of Woman and Man. These rights are liberty, property, security, and especially resis-
tance to oppression.

3. The principle of sovereignty resides essentially in the nation, which is none other than the
union of Woman and Man; no group, no individual, can exercise any authority not unmis-
takably given them by the nation.

4. Liberty and Justice consist of giving people those things that belong to them; therefore,
the exercise of woman’s natural rights is limited only by the everlasting tyranny with which
man opposes her; these limits must be changed according to the laws of nature and
reason.

6. Law should be the expression of the general will. All female and male citizens must take
part personally or through their representatives in its formation. It should be the same for
all. All female and male citizens, being equal in the eyes of the law, should be equally
admissible to all public offices, places, and occupations, according to their abilities, and
without distinctions except that of their virtues and talents.

7. No woman is immune. She can be accused, arrested, and detained in all cases deter-
mined by law. Women, like men, must obey these rigorous laws.

8. The only legal punishments are those that are strictly and obviously necessary. No one
shall be punished unless it is done legally, by virtue of a law applicable to women and
passed and made public before the offence was committed.

9. Once a woman is declared guilty, the law must be strictly enforced.

10. No one should be troubled because of their opinions, even basic ones. Woman has the
right to mount the executioner’s scaffold. She should also have the right to mount the
public speaker’s platform, as long as her behavior does not disturb the legally established
public order.

11. The free communication of ideas and opinions is one of the most precious rights of a

Lesson Two Document 2–F
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woman, since this freedom allows her to make sure children will be recognized by their
fathers. Any woman citizen can say freely “I am the mother of a child which belongs to
you”, without barbarous prejudice forcing her to hide the truth. She is also responsible for
any abuse of this freedom, as determined by law.

13. For the upkeep of the public forces, and the costs of administration, the contributions of
woman and man are equal. She shares in all the labors due to the state, in all the tiresome
tasks. So she must have the same share in the distribution of positions, employment,
offices, honors and activities.

14. Female and male citizens have the right to verify, either personally or through their repre-
sentatives, whether a public contribution [tax] is needed. Women can only do this if they
share equally not only in wealth, but also in public administration, and in the determina-
tion of the proportion, the method of assessment, collection, and duration of taxes.

17. Property belongs to both sexes, whether they are together or apart. It will not be taken
away from anyone, except when public need, legally established, clearly demands it, and
then only if the owner has been fairly paid in advance.

Source: Translation by Anne Chapman of French version. Marie Gouze (Olympe de Gouge), Les Droits de la Femme.

Lesson Two Document 2–F
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WOMEN SHOULD NOT MEDDLE IN GOVERNMENT

The Society of Revolutionary Republican Women was legally registered in May
1793 for the purpose of “frustrating . . . the republic’s enemies.” Members
campaigned actively for economic legislation, and for the punishment of nobles,
suspected speculators, and hoarders. They appealed to radical middle class and
poor women; allied with the most extreme political factions; and offended the most
powerful, even calling members of the Convention to account. The following report
in October 1793 to the National Convention by the Committee of General Security
led to the Convention’s decree prohibiting all clubs and popular societies of women.

1. Should women exercise political rights and meddle in affairs of government? To govern is
to rule the commonwealth by laws. Making laws demands extensive knowledge, unlimited
attention and devotion, a strict resolution, and self-denial. Are women capable of these
cares and of the qualities they call for? In general we can answer, no. . . .

The citizen’s political rights are to debate and pass resolutions . . . that relate to the
interest of the state, and to resist oppression. Do women have the moral and physical
strength which the exercise of one and the other of these rights calls for? Universal opinion
rejects the idea.

2. Should women meet in political associations? The goal of popular [political] associations
is this: to unveil the plots of the commonwealth’s enemies; to keep watch both over
citizens as individuals and over public officials—even over the legislative body . . . Can
women devote themselves to these . . . functions? No, because they would have to sacri-
fice the more important cares [looking after a family] to which nature calls them. Each sex
is called to the kind of task fitting for it. . . .

Man is strong, robust, born with great energy, enterprise, and courage . . . he is fit for the
arts, . . . for agriculture, commerce, navigation, voyages, war—everything that calls for
force, intelligence, capability. . . He alone seems to be equipped for profound and serious
thinking which calls for great intellectual effort . . . What . . . is suitable for woman? . . . To
prepare children’s minds and hearts for public virtues, . . . to educate them in the political
cult of liberty . . . after household cares . . . Should they take an active part in discussions
the passion of which is incompatible with the softness and moderation which are the
charm of their sex? . . .

We believe therefore that a woman should not leave her family to meddle in affairs of
government.

Source: Darline Gay Levy, et al ,eds., Women in Revolutionary Paris, 1789–1795, Selected Documents Translated
with Notes and Commentary (Urbana: University of Illinois Press, 1979), 215–216. [Anne Chapman has moderately
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LESSON THREE

From No Rights to Full Rights:
Slaves Gain Freedom and Independence from France in Haiti

A. OBJECTIVES

♦ Describe the significant events that led to equal rights for all in Haiti (Saint
Domingue) by 1804.

♦ Identify causes and conditions that promoted the gaining of rights.

♦ Compare the arguments in favor of and opposed to the demand for rights made by
non-whites, women, Jews, and the Third Estate, and explain the similarities and
differences.

B. LESSON ACTIVITIES

1. Use the Lesson Three Historical Background either as a student reading or to
present a background lecture on the material.

2. Distribute Documents 3–A through 3–G and Student Handout Three. Have
students read the discussion questions before they read the documents. Use the
discussion questions as a homework assignment or for small group discussions.

3. Students should create, and write explanatory notes for, a timeline of the significant
events that contributed to the permanent abolition of slavery in Haiti by 1804. This
activity might serve as an assessment.

4. Have students create a grid showing the arguments made in favor of, and the
arguments opposed to, the demand for rights made by the following:

� non-whites

� women

� Jews

� the Third Estate

Ask students to explain similarities and differences. This activity lends itself well to
small group work.

5. Assign students to write two newspaper editorials for an eighteenth-century French
publication, one supporting emancipation of slaves in Haiti, the other opposing it.
Include supporting evidence from contemporary events, conditions, and opinions.
This activity may serve as an assessment.

6. As an alternate assessment, have students write an imaginary interview with Toussaint
L’Ouverture, using evidence from the Historical Background and Document 3-
G. As needed, use the following questions as examples.
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� What did L’Ouverture consider to have been his greatest problems as a leader
at various times during the 1790’s?

� What were his greatest assets?

� Which provisions of the Declaration of the Rights of Man and Citizen did he feel
could not or should not be put in place during the time he was in control? Why?

� In what ways did he change his mind during the time he was in charge, and
why?

7. Have students construct a graph showing the rise and fall in people’s rights (both
political participation and personal freedom) in Haiti from 1685 to 1820. They
should label key events or causes wherever the line on the graph changes direction.

Lesson Three
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ST. DOMINGUE, OR HAITI

The French colony of St. Domingue, later to become Haiti, occupied the western third of the
island of Hispaniola in the Caribbean Sea. St. Domingue was the single richest colony in the

world before the French revolution. It was allowed to trade only with France, making up 40
percent of that country’s trade. It grew about two-fifths of all the sugar and over half of all the
coffee in the world. The labor force was some 500,000 slaves imported from Africa or of African
descent. Imported slaves were constantly needed because they died faster than they reproduced.
Not only the 25,000 or so whites on the island but also the approximately same number of free
mulattoes and free blacks owned slaves.

Slaves were mostly governed by the Black Code that the French king had issued in 1685. This
laid down slaves’ weekly rations as two and a half measures of manioc or three of cassava, and
two pounds of salt beef or three of fish. The Code limited the amount of and reasons for punish-
ment of slaves. It gave slaves the right to complain to authorities if the Code were not observed.
By the late eighteenth century, most of the planters made slaves raise their own food on assigned
plots. Arbitrary and cruel punishment was standard. Few slaves found it useful to complain,
considering episodes such as a planter who was acquitted even though he had tortured and
killed six slaves and against whom fourteen other slaves had protested.

In the later eighteenth century, Saint Domingue’s society was split not only by wealth, race, and
legal status of slave or free, but also by politics. Some inhabitants, almost all of them white, were
followers of extreme French revolutionary ideas. Almost all blacks were at first royalists. But the
various political views were represented among all the races and all socio-economic classes.

Whites, free mulattoes, and blacks all talked within the hearing of slaves about the new demands
for rights made by various groups in France. Soon, revolutionary ideas circulated among the
slaves. Different groups emphasized and interpreted the rights laid down by the Declaration of
the Rights of Man and Citizen in different ways. For the rich plantation owners and merchants, the
right to freedom meant loosening the mother country’s economic controls over the colony. For
some, it even meant independence from France, even though they believed that property rights
would secure their continued ownership of slaves.

For the less successful whites, equality meant political rights that would not allow discrimination
on the basis of wealth between active and passive citizens, electors, and qualified delegates. For
mulattoes, who mostly met the financial qualifications for active citizenship in the French consti-
tution, equality meant equal rights for all free males, regardless of skin color or ancestry. In the
colony, a person who was 1/128th part black meant that he was legally “colored” and therefore
not entitled to political rights. For many of the slaves, the rights they wanted in the early period of
the French revolution were more humane treatment and more time to work on their farm plots.
Soon, however, all slaves called for the right to personal freedom. Some demanded property
rights to all the colony’s land once white were exterminated.

When the Estates General was being planned, both white and mulatto planters sent messengers to
France to demand representation there. Later, they demanded a voice in the National Assembly.
Some deputies, who had already worked for the abolition of slavery, were in favor of allowing mu-

Lesson Three Historical Background
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latto delegates. But white planters felt very threatened. To quiet their fears, the National Assembly
decreed in 1790 that the constitution did not apply to the colonies, and slavery was to continue.

However, after a mulatto uprising in the colony and under continued pressure from some del-
egates at home, the Assembly a year later granted political rights to all free non-whites born of
free parents, a number that totaled only a few hundred men. Nevertheless, whites were furious
and pledged to resist the law. Both a slave revolt and the Assembly’s withdrawal of rights for non-
whites followed in the autumn of 1791.

Subsequently, the colony fell into chaos. A major slave rising in the north was joined by free
blacks and mulattoes. All took part in burning plantations and killing whites. In the west, rich free
mulattoes and rich royalist whites, some of whom actually served under free blacks who had
joined the revolt, fought the white authorities, who were mostly radical republicans. Soon after,
less well-off whites began to massacre rich whites and mulattoes.

Mulattoes renewed their uprising, and this time they pulled in many slaves with them. In Septem-
ber 1792, the French Assembly sent a mostly royalist fleet and a ruthless, radically republican
Commissioner to restore order, stifle calls for independence, enforce mulatto rights, and put
down black rebels. The whites had suffered much loss of life and property. The blacks were ready
to negotiate, offering to return as slaves to the plantations in return for amnesty and freedom for
their leaders. But their terms were refused.

At this point, Toussaint L’Ouverture, one of the generals in the slave uprising, took the initiative.
Instead of the minimal concessions to slaves, the demand would now be for total freedom for all
slaves. Several developments gave the rebels leverage in gaining their independence. Toussaint
created a disciplined fighting force out of untrained slave rebels, few of whom could even use the
guns they captured. After Louis XVI’s execution, the royalist governor of St. Domingue and his
mostly royalist troops resisted laws passed by the republican National Convention. The radical
Commissioner, who represented the French republican government in the colony, enlisted slaves
to fight the governor. He promised them freedom and equal rights in return. Another offer of
freedom and full citizenship rights came from the Spanish, who wanted blacks to fight with them
against the French. Allies of Austria, on whom France had declared war, the Spanish held the
eastern two thirds of Hispaniola and intended to expand into the French side.

Many slaves accepted one of these offers. Many more began to see freedom as a possibility, and
as a bargaining chip at a time when they were in a strong position to negotiate. Slaves who had
not yet revolted, joined the Commissioner, or gone over to the Spanish, refused to continue in
servitude and simply left their plantations.

Though he had no legal authority to do so, the Commissioner responded to these pressures by
declaring slavery abolished in Saint Domingue. He did this in August 1793. Six months later, the
National Convention confirmed his decree. Mulattoes, most of them slave owners themselves,
opposed abolition, sometimes violently. Some local authorities ignored the new law. Others were
too busy fighting Spanish invaders (and later, invaders from England, which was also at war with
France) to enforce it. Toussaint, fearing that if the invaders won they would restore slavery, sup-
ported the French. With his army, which now included whites, mulattoes, blacks, royalists, and
republicans, he fought off and defeated both sets of invaders, as well as the slave armies who had
joined with Spain.

Lesson Three Historical Background



3737373737Human Rights in the Making

By 1799, he was in control of almost all the island. His followers named him Commander in
Chief, then Governor. By 1800, he ran the colony as a military dictatorship. He concluded treaties
with Britain and Spain. He tried to take into his army and administration men of all backgrounds
and beliefs and to restore the colony’s prosperity. With good reason, the French government
suspected Toussaint of trying to make the colony independent. He, with equally good reason,
suspected that Napoleon, who was by then in power in France, planned to restore slavery. In
1891, and without consulting Napoleon, Toussaint put in place a new constitution for Saint
Domingue. This named him Governor for life, confirmed the freedom of slaves, and required all
men aged 14-55 to serve in the state militia. In 1802, Napoleon took counteraction, re-imposing
slavery and sending an invasion force. Toussaint was tricked into being arrested. He was impris-
oned in France and died there in jail.

This reignited resistance. Rebel armies held out against the French troops until help came from
the British, who were once again at war with France. The French were forced to evacuate Saint
Domingue. In 1804, Jean-Jacques Dessalines, one of Toussaint’s ex-lieutenants, declared the
island independent with freedom and equal rights for all its people. Later, he had himself crowned
emperor, and he and his successor, Henri Christophe, and ruled arbitrarily until 1820.

Lesson Three Historical Background
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Lesson Three

DISCUSSION QUESTIONS

Documents 3–A through 3–G

1. On what grounds is ending the slave trade and slavery called for and on what grounds is
its continuation defended in the documents for this lesson?

2. Looking at Document 3–C and Document 2–D (Lesson Two), compare the reasons
given for delaying full rights to the group in question. If you were in favor of granting the
rights, what actions would you recommend to reduce the risks outlined in these two
documents? How long a delay would you be willing to accept? Why? Would the actions
you recommend be more likely to work if they are taken before, or after, the granting of
rights? Why?

3. What events contemporary to the writing inspired the opinions expressed in Document
3-E? Did later events validate or contradict what is said there? Explain. Given the
conditions known at the time, were the opinions expressed wrong? Why or why not?

4. Which conditions and events favored and which opposed the granting of: political rights
by non-whites? rights of personal freedom to slaves? the right to the colony’s independence?

5. Consider French internal politics, foreign affairs, Haiti’s (Saint Domingue’s) internal politics,
military action, beliefs, and the influence of new ideas. Which of these factors do you
consider most important in the three areas, and why?

6. Compare the perception of women in Document 2–E and 2–G (Lesson Two) with the
perception of blacks in Document 3–D. What reasons might you give for any similarities?
What evidence do you find that perceptions of the character of each group might have
contributed to opposition to their gaining rights?

7. Compare the claims for equal rights by mulattoes as represented in Document 3–B with
the claim for liberty by slaves as represented in 3–F. Both are addressed to governmental
authorities and both concern rights. In what ways do the documents differ? Consider
style, organization, and tone, as well as content. How would you account for differences?

8. Compare Toussaint’s definition of freedom as it can be inferred from Document 3–G with
the definition of freedom inferred from the “Declaration of the Rights of Man and Citizen”
(Dramatic Moment, a text with which Toussaint was familiar). How would you account for
the differences?

9. Compare Toussaint’s attitude to opponents before and after 1800. How would you account
for the change?

10. Give pro and con arguments for the claim (made in various documents in this teaching
unit) that those who are in some way different or who are critics of authority should not
have the same rights as the rest of the population. Give examples of groups in the United
States since the mid-twentieth century who are not given equal rights because they are
seen as different from others or as critics of authority. Some possibilities to consider are
women, African-Americans, Japanese-Americans, gays, and members of the Communist
Party.

Student Handout Three
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SLAVES ARE NOT PROPERTY

The Marquis de Condorcet wrote the following words in 1781. Although a nobleman,
he fought consistently, publicly, and passionately for wider human rights. He stood
up for the rights of Calvinists, serfs, blacks, and women, and he was concerned
with other reforms such as outlawing torture. About to be executed for disagreeing
with the policies of the National Convention, he killed himself in prison in 1794.

Strict justice, to which kings and nations are subject like their citizens, demands the destruction
of slavery. We have shown that this destruction will harm neither the trade nor the wealth of a
nation because it would not result in any decrease in agricultural production. We have shown that
the master had no right over his slave; that the act of keeping him in bondage is not the enjoyment
of a property but a crime; that in freeing the slave the law does not attack property but rather
stops tolerating an action which it should have punished with the death penalty.

Source: Lynn Hunt ed., The French Revolution and Human Rights (Boston: Bedford St.Martin’s, 1996), 56–57.
[Anne Chapman has moderately simplified the language.]

Lesson Three Document 3–A

The Marquis de Condorecet (left) believed that trade such as
that on a Haitian sugar plantation (above) could be carried out

profitably without the use of slaves.

Condorecet: In J. Mills Whitham, A Biographical History of the French
Revolution (New York: Viking Press, 1933), facing p. 242.

Eighteenth-century engraving of sugar manufacturing procedures.
In: P. Vilaire, M. Oriol, and R. Cohen, Images d’Española et de St. Domingue

(Haiti: Henri Deschamps, 1981), p. 79.
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END HUMILIATING DISTINCTIONS BETWEEN WHITES AND BLACKS

Many of the mulattoes and free blacks of Saint Domingue were rich property owners
and slave-holders. In 1789, they sent delegates to the National Assembly with a list
of grievances that was modeled on those drawn up in France earlier that year in
preparation for the Estates General.

Journal Containing the Complaints, Grievances,
and Claims of the Free-citizens and colored
landowners of the French Islands and Colonies:

Article IV. The colored Creoles [mulattoes] request
that the Declaration of the Rights of Man . . . be
applied to them, as it is to Whites.

Article V. Humiliating distinctions have been
made until now between White men and men of
color . . . bring an end to these distinctions. . . .

Article VI. The National Assembly shall be asked
to declare:

That Negroes and colored Creoles shall be
admitted, along with Whites, to all ranks, positions,
responsibilities, dignities and honors. . . .

That in order to achieve this, they shall have access
to the courts. . . .

That they shall be promoted equally. . . .

That public grade and high schools shall be
established in which Creoles of color, and even free
Blacks, are admitted along with Whites. . . .

Slave owners of either sex, and whether White or
colored, if found to have sexual relations with their slaves shall be punished, and
the latter freed.

Article XXII. [That the law] which forbids Whites of either sex from marrying Blacks, being
against Natural laws, religion, and civil liberties, . . . be repealed, leaving both
Whites and Blacks free to marry each other.

Source: Cahiers, contenant les plaintes, Doleances et reclamations des citoyens-libre et propriétaires de couleur,
des isles et colonies Françaises (Paris, 1789). English version available: Center for History and New Media, George
Mason University, Liberty, Equality, Fraternity: Exploring the French Revolution <http://chnm.gmu.edu/revolution/

Lesson Three Document 3–B

Saint Domingue (Haiti)
“Negresses [Black women] and Mulattress”

After a color engraving by A. Brunias
(Bibliothèque nationale, Cabinet de estampes)

In: P. Vaissière, Saint Domingue
(Paris: Librairie Acadèmique, 1909), facing p. 335.
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WE ARE NOT ASKING FOR THEIR LIBERTY

Influenced by English and American abolitionists, the Society of the Friends of
Blacks was founded by French reformers in 1788. One of their members made the
following statement to the National Assembly in 1790. They faced bitter opposition
from those who feared that any interference with getting and keeping slaves would
result in losing some of France’s colonial riches and power.

We are not asking you to give political rights back to French blacks, though these alone prove
and keep up the dignity of man. We are not even asking for their liberty. . . . [Greedy ship owners]
want to stir up everyone against us, provoke the planters and their many creditors, who are
alarmed at even gradual emancipation. They want to alarm all the French, to whom they paint a
picture that shows the prosperity of the colonies as necessarily tied to the slave trade and the
endlessness of slavery.

No, never has such an idea entered our minds. We have said it, printed it since the beginning of
our Society, and we repeat it: the immediate emancipation of the blacks would not only be fatal
for the colonies. It would even be a deadly gift for the blacks, in the state of wretchedness and
incompetence to which [slave owners’] greed has reduced them. It would be like abandoning and
leaving helpless children in the cradle, or mutilated and impotent beings. . . .

We ask only that butchering thousands of blacks regularly every year just to take hundreds of
them captive should be stopped. . . . We will demonstrate to you that if they [the slave-owners]
need to recruit blacks in Africa, it is because they wear out the blacks with work, whippings, and
starvation; that, if they treated them with kindness and as good fathers of families, these blacks
would multiply . . . and would increase agricultural production and wealth. . . .

Source: Lynn Hunt, ed., The French Revolution and Human Rights (Boston: Bedford St.Martin’s, 1996), 107–108.

Lesson Three Document 3–C
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RIGHTS ARE NOT FOR EVERYONE, ACCORDING TO THE FRENCH GOVERNMENT IN 1790

Mulattoes’ demands for political rights generated much opposition. It also intensified
fears that abolition might come up next, especially given that slavery represented a
glaring breach of the equality promised by the Declaration of the Rights of Man
and Citizen. In 1790, the Assembly tried to calm such fears by the following decree.

The National Assembly . . . declares that it considers the colonies to be part of the French
empire, and wishes to help them enjoy the fruits of the happy renewal [the revolution] that has
been achieved in the empire.

However, it never meant to include them in the constitution it has ordered for the kingdom, or to
subject them to laws which might disagree with what they locally consider proper. Moreover . . .
it never meant to introduce innovations into any of the . . . trade between France and its colonies
[this meant the slave-trade stayed unchanged]. It hereby puts the colonists and their properties
under the special protection of the nation, declaring that whoever urges uprisings against them
[the colonists] is a traitor.

Source: Lynn Hunt, ed., The French Revolution and Human Rights (Boston: Bedford St.Martin’s, 1996), 111. [Anne
Chapman has moderately simplified the language.]

Lesson Three Document 3–D

“Jean Francois was the First Black to Rebel in Haiti”
Much violence (black against white and white against black) followed the French refusal to

 include blacks in the declaration of rights. Jean François led blacks in an uprising.

Photograph of a Jacob Lawrence painting.
National Archives, Harmon Collection (NWDNS-200-HN-LA-105)
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THE REGIME IN SAINT DOMINGUE IS ABSURD, BUT IT HAS TO BE KEPT

The chairman of the Colonial Committee addressed the French National Assembly
days before it dissolved to give place to the Legislative Assembly on September 24,
1791. He urged them as to keep the admittedly bad situation in St. Domingo
unchanged, since the alternative would be even worse.

On account of the frightful disproportion which exists between the number of whites (33,000)
and that of the slaves (450,000), it is necessary, in order to continue this state, that moral laws be
brought in to support the feeble physical masses [of the whites]. The moral means consists of the
opinion which places an immense distance between the black man and the white man. It is this
opinion that upholds the present regime in the colonies, and this opinion is the basis of their
peacefulness. The moment that the Negro can believe that he is the equal of the white, or that
the man who is intermediate—the mulatto—is the equal of the white, it becomes impossible to
calculate the effects of this change of opinion.

These are the prejudices which safeguard the existence of the whites in the colonies.
The regime is absurd, but it is established and cannot be ruthlessly disturbed without causing

great disorder; the regime is oppressive, but it supports in France several millions of people; the
regime is barbarous, but it will be much greater barbarity to interfere with it without the necessary
information—for in so doing, by your lack of carefulness you will cause blood to flow .

Source: G. T. Steward, The Haitian Revolution (New York: Thomas Y. Crowell, 1914), 53–54. [Anne Chapman has
moderately simplified the language.]

Lesson Three Document 3–E

Economic Map of the Colony of St.-Domingue in 1791
In H. P. Davis, Black Democracy: The Story of Haiti

(New York: Dial Press, 1928), facing p. 23.



4444444444 Human Rights in the Making

MOTTO OF THE SLAVE REVOLT’S LEADERS: CONQUER, OR DIE FOR LIBERTY!

The names of those who wrote the following declaration to the Governor are
unknown, but many scholars consider that Toussaint L’Ouverture inspired or even
wrote it. The document bore no date, but was produced after the start of the slave
uprising on August 22, 1791, and before the Governor’s response on September
23, which was to tell the slaves to get back to work and to offer pardon to those
who gave up their leaders. Soon after, a letter to the Colonial Assembly demanded
amnesty with freedom for the principal leaders of the revolt, an additional free day
a week for slaves, and prohibition of the use of the whip. This was rejected.

We have never thought of turning away from
the duty and respect that we owe to the
representative of the person of the King. But,
Just Man! come down to our situation. See
this land that we have enriched with our sweat
or rather with our blood. . .  . And have we
ever received any compensation?

Those who should have been to us under God
as fathers, were tyrants, monsters, unworthy
of the fruit of our labors. And can you wish,
brave General! that we should throw ourselves
into the claws of the wolf? No. It is too late.
God, who fights for the innocent, is our guide;
He will never abandon us. Conquer or die! This
is our motto, which we will maintain unto the
last drop of our blood. We are not short of
either powder or cannon. Therefore, Liberty
or Death! If God grant that we may gain it
[liberty] without the shedding of blood, then
all our wishes will be satisfied.

Believe us, it has cost much to our hearts to
take this way [the revolt].

But do not deceive yourself and think that it is
because of weakness on our part. We will never
change our motto: Conquer, or die for Liberty!

Your very humble and obedient servants, [signed] All the Generals and Chiefs of our arms.

Source: G. T. Steward, The Haitian Revolution (New York: Thomas Y. Crowell, 1914), 35. [Anne Chapman has
moderately simplified the language.]

Lesson Three Document 3–F

Toussaint L’Ouverture, “First of the Blacks”

In H. P. Davis, Black Democracy: The Story of Haiti
(New York: Dial Press, 1928), facing p. 23.
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Source: Ralph Korngold, Citizen Toussaint (Boston: Little, Brown, 1944), 143, 196, 205–206, 263. [Anne Chapman
has moderately simplified the language.]

TOUSSAINT L’OUVERTURE: WE ARE FIGHTING FOR LIBERTY

Excerpts from his writings, 1798–1803

A proclamation to his army on the eve of battle:
Do not disappoint me. Prove yourselves men who know how to value liberty and how to

defend it. Do not allow the desire for booty to turn you aside from the performance of your duty.
It is not for booty we are fighting. . . . We are fighting that liberty—the most precious of earthly
possessions—may not perish.

To his officers, on the same occasion:
I call your attention to the strict orders I have given not to burn plantations, to treat all prisoners

humanely and to receive deserters from the enemy ranks as friends and brothers.

A proclamation after he freed the slaves in the Spanish-occupied territory that he had liberated:
I have never considered that liberty is the same as license, that when men have gained their

liberty they have the right to live in idleness and create disorder. It is my firm intention to see to it
that the cultivators remain at their work, that they be given one fourth of the income of the
plantations and that no one can treat them unjustly without suffering for it. But at the same time
it is my wish that they work harder than before, that they obey orders and be strict in the
performance of their duty.

A decree in 1800 addressed to “the civil and military authorities:”
Managers, foremen and cultivators must behave as though they were in the army. Soldiers

can’t leave their company to join another group without permission. So also the cultivators must
be forbidden to leave their plantations and go elsewhere without a legal permit. At present they
come and go, and work is neglected.

The above was very soon followed by this proclamation:
I have been informed that the useful measures I have taken are misrepresented by many ill-

intentioned persons of all colors. . . . They say to the cultivators: “You claim you are free. All the
same, you must remain on my plantation whether you like it or not. I will treat you as I had done
in the old days, and show you that you are not free.”

Military men and police officers are hereby instructed to arrest any person guilty of such talk.

Letter to one of his generals, while fighting Napoleon’s invasion
Fire and destruction are our only resource. Bear in mind that the soil bathed with our sweat

must not be allowed to supply the enemy with anything he needs to survive. Make the roads
impassable. Throw corpses of men and horses into all the wells. Order everything burnt and
destroyed, so that those who have come to enslave us may have constantly before their eyes an
image of the hell they so richly deserve.

Soon after, to another general
The whites of France have united with those of the colony to take from us our liberty . . . Don’t

trust the whites. They will betray you if they can. That being so, I give you carte blanche [a blank
check; pre-approval for any action]. Whatever you do will be well done.

Lesson Three Document 3–G
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LESSON FOUR

From Limiting Kings’ Rights to Protecting Childrens’ Rights:
Shifts in the Western Tradition of Rights

A. OBJECTIVES

♦ Trace changes and continuities in ideas that humans have considered to be
important rights.

♦ Assess the importance of the “Declaration of Rights of Man and Citizen” as a key
document in the development of the concept of human rights.

♦ Evaluate the relative importance of various rights, and give reasons for their
judgment.

♦ Apply insights gained from a study of the history of human rights to contemporary
situations.

B. LESSON ACTIVITIES

1. Distribute Student Handout Four along with the following documents. Have
students review the questions in the handout before the read the documents.

� The Magna Carta, England, 1215 (Document 4–A)

� The Bill of Rights, England, 1689 (Document 4–B)

� Declaration of the Rights of Man and Citizen, France, 1789 (Dramatic Moment)

� Declaration of the Rights of Woman, France, 1791 (Document 2–F)

� Amendments 1–10 of the United States Constitution, also known as Bill of
Rights, United States, 1791) (Document 4–C)

� Universal Declaration of Human Rights, United Nations, 1948 (Document 4–D)

Use Student Handout Four discussion questions in small group or class
discussions. You may also want to assign one or more of the questions as a written
assessment.

2. Divide the class into five groups. Ask each group to compare “Declaration of the
Rights of Man and Citizen” (Dramatic Moment) to one of the five following
documents:

� The Magna Carta, England, 1215 (Document 4–A)

� The Bill of Rights, England, 1689 (Document 4–B)

� Declaration of the Rights of Woman, France, 1791 (Document 2–F)

� Amendments 1–10 of the United States Constitution, also known as Bill of
Rights, United States, 1791) (Document 4–C)

� Universal Declaration of Human Rights, United Nations, 1948 (Document 4–D)
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Ask students to:

� identify the most significant differences between the two documents, and explain
why they consider these differences significant.

� develop a hypothesis to explain in what ways the differences in the two documents
are connected to differences in historical contexts and circumstances.

� explain what sort of evidence would be needed to support their hypothesis, and
what evidence might contradict it.

3. Develop a “Declaration of Student Rights” on which the class is able to achieve
consensus. Which rights were hardest to agree on, and why? As background to
this activity, teachers might want to look at the “Statement of Student Rights and
Responsibilities” drawn up by the College of Business Graduate Programs of the
University of St. Thomas. This text is available at <http://www.stthomas.edu/
gradbusiness/handbook/gsb_student_rights/rights.htm>.

4. Write an editorial either defending or opposing the proposal that the right to die
should be added to a list of human rights. The following references provides useful
background for this activity: “Physician-Assisted Suicide,” Congressional Digest,
Nov. 1998, and “Death Wish,” Newsweek, Dec. 7, 1998.

C. EXTENSION ACTIVITY

Write an article for your school or local newspaper that discusses what you consider to be
the most pressing issues in human rights today. Explain why you consider these issues the
most pressing and how they compare to the issues that the “Declaration of Rights of Man
and Citizen” addresses. The Web sites of Human Rights Watch, Amnesty International,
and the American Civil Liberties Union are useful for researching this project.

Lesson Four
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DISCUSSION QUESTIONS

Document 4–A The Magna Carta, England, 1215

Document 4–B The Bill of Rights, England, 1689

Dramatic Moment Declaration of the Rights of Man and Citizen, France, 1789

Document 2–F Declaration of the Rights of Woman, France, 1791

Document 4–C Amendments 1–10 of the United States Constitution

Document 4–D Universal Declaration of Human Rights, United Nations, 1948

1. Which are the rights that occur most often in the six documents? How might you explain
why these rights, and not some others, occur most often? What evidence would you look
for that might support your explanation?

2. Whose rights does each document seem most concerned to protect?

3. What changes and what continuities over time can you identify in the rights being protected?

4. In each document, identify the three rights you consider most important. Explain your
reasons for considering them more important than others.

5. What rights do you consider important that are not mentioned in any of the documents?
Why do you consider them important?

6. Violation of which three rights, among all you have studied, would upset you the most?
Why? Develop a hypothesis to explain differences in how individuals might answer this
question. What evidence might you look for that could support your hypothesis?

7. What evidence can you find in the six documents listed in favor of, and what evidence
against, the argument that the meaning of “rights” has changed historically from protection
against others to claims on others, or from not being deprived of something to being
entitled to something? Which meaning of rights in the preceding sentence do you consider
more important, and why?

6. On what grounds could you justify, or reject, the claim that the French “Declaration of the
Rights of Man and Citizen” was a key document in the human journey towards full and
universal human rights?

Lesson Four Student Handout Four
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MAGNA CARTA

This “Great Charter” was issued by King John of England in 1215. He was forced
to do so by a group of his most powerful nobles, who wanted protection of their
traditional privileges from the monarch’s interference and arbitrary action. John
had also quarreled with the Church, stubbornly refusing to accept its choice as
Archbishop of Canterbury.

1.
The English Church shall be free, have her rights entire, and her
liberties secure.

2–5.
Heirs of fiefs [lands] held by military service will pay [only] the
traditional amount of relief [transfer tax on property].

6–8.
No widow shall be forced to marry [arranging remarriage of widows
by their husband’s lord, often the king, against their wishes for
the sake of their lands, wealth, or family influence was common];
and widows shall have their marriage portion and inheritance freely
and without difficulty.

12 and 14.
No scutage or aid [payment to the king, that is, taxes] shall be
imposed except for ransom of our own person, knighting of our
eldest son, or for once marrying our eldest daughter, unless by

common counsel of our kingdom; to get which, we will summon Archbishops,
bishops, abbots, earls, barons and all who hold [land] of us directly.

20–22.
Freemen, clerks, merchants, villeins shall not be fined except in accordance with
the degree of their offence, imposed by the oath of honest men of the neighborhood.
Similarly for earls and barons, though only if the fine is imposed by their peers.

39. No freeman shall be taken or imprisoned or have their property confiscated or
exiled or in any way destroyed . . . except by lawful judgment of his person or by the
law of the land.

40. To no one will we sell, and to no one will we refuse or delay, right or justice.

42. It shall be lawful for anyone . . . to leave the kingdom and to return . . . except in
time of war.

Source: Cybercasting Services Division of the National Public Telecomputing Network, The Magna Carta (The Great
Charter). Prepared by Nancy Troutman (The Cleveland Free-Net - aa345). Available: <http://www.cs.indiana.edu/

Lesson Four Document 4–A

Magna Carta Scene
United States National Cathedral
Library of Congress LC-H814- C04-309
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THE ENGLISH BILL OF RIGHTS

The following Bill of Rights was drafted by the English House of Commons, adopted
by both Houses of Parliament in 1689, and recorded as An Act Declaring the
Rights and Liberties of the Subject and Settling the Succession. It was read and
agreed to by William of Orange and his wife Mary, Protestant daughter of the recently
abdicated Catholic King James II, before they were offered the English crown. It
followed on decades of struggle between kings and Parliament.

1. The king’s supposed power to suspend laws without
the consent of Parliament is illegal.

4. Raising money for use of the Crown [the king] without
consent of Parliament is illegal.

5. It is the right of the subjects to petition the king, and
to be prosecuted for doing so is illegal.

6. The raising and keeping of a standing army within the
kingdom in a time of peace, without the consent of
Parliament, is illegal.

7. Subjects who are Protestants may have arms for their
defense suitable to their conditions and as allowed by
law.

8. Election of members of Parliament ought to be free.

9. Freedom of speech, and debates or proceedings in
Parliament, . . . ought not to be questioned or
impeached anywhere except in Parliament.

10. Excessive bail ought not to be required, nor excessive fines imposed, nor cruel and
unusual punishments inflicted.

13. For the setting right of all grievances, and for the improvement, strengthening and
preserving of the laws, Parliament ought to be held frequently.

Source: Statutes of the Realm, I William and Mary, Sess. 2., Cap. 2. Quoted in D J. Medley, Original Illustrations of

William III
Prince of Orange!

Library of Congress LC-H814- C04-309

Lesson Four Document 4–B
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THE U.S. BILL OF RIGHTS

The first ten amendments to the Constitution were ratified in 1791, and are known
as the Bill of Rights.

Amendment 1.
Congress shall make no law respecting an establishment of religion, or prohibiting the free exercise
thereof; or abridging the freedom of speech, or of the press; or the right of the people peaceably
to assemble, and to petition the Government for a redress of grievances.

Amendment 2.
A well-regulated Militia being necessary to the security of a free State, the right of the people to
keep and bear Arms, shall not be infringed.

Amendment 3.
No soldier shall in time of peace be quartered in any house without the consent of the Owner. . . .

Amendment 4.
The right of the people to be secure in their persons, houses, papers, and effects against
unreasonable searches and seizures shall not be violated, and no Warrants shall issue but upon
probable cause . . . describing the place to be searched and the person or things to be seized.

Amendment 5.
No person shall be held to answer for a capital or otherwise infamous crime, unless on a
presentment or indictment of a Grand Jury. . . .; nor shall any person be subject for the same
offence to be twice put in jeopardy of life or limb; nor shall be compelled in any criminal case to
be a witness against himself, nor be deprived of life, liberty, or property without due process of
law; nor shall private property be taken for public use without just compensation.

Amendment 6.
In all criminal prosecutions, the accused shall enjoy the right to a speedy and public trial by an
impartial jury, . . . and be informed of the nature and cause of the accusation; to be confronted
with the witnesses against him; to have compulsory process for obtaining witnesses in his favor,
and to have the Assistance of Counsel for his defense.

Amendment 7.
In suits at common law where the value in controversy shall exceed twenty dollars, the right of
trial by jury shall be preserved. . . .

Amendment 8.
Excessive bail shall not be required, nor excessive fines imposed, nor cruel and unusual
punishments inflicted.

Lesson Four Document 4–C
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Amendment 9.
The enumeration in the Constitution of certain rights shall not be construed to deny or disparage
others retained by the people.

Amendment 10.
The powers not delegated to the United States by the Constitution, nor prohibited by it to the
States, are reserved to the States respectively or to the people.

Source: “Bill of Rights,” (September 25, 1789) General Records of the United States Government; Record Group 11;
National Archives.
The National Archives Experience, The Charters of Freedom, “Bill of Rights.” Available: <http://www.archives.gov/
national_archives_experience/bill_of_rights_transcript.html>.

Anne Chapman has moderately simplified the language.

Lesson Four Document 4–C
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UNIVERSAL DECLARATION OF HUMAN RIGHTS

This document was adopted by the United Nations General Assembly in 1948.
Member States “pledged themselves to achieve . . . the promotion of universal
respect for and observance of human rights and fundamental freedoms,” with the
intention that “every individual and every organ of society . . . shall strive . . . to
secure their universal and effective recognition and observance. . . .”

Article 1. All human beings are born free and equal in dignity and rights. They are endowed
with reason and conscience and should act towards one another in a spirit of
brotherhood.

Article 2. Everyone is entitled to all the rights and freedoms set forth in this Declaration,
without distinction of any kind, such a race, color, sex, language, religion, political
or other opinion, national or social origin, property, birth or other status. . . .

Article 3. Everyone has the right to life, liberty and security of person.

Article 4. No-one shall be held in slavery or servitude; slavery and the slave trade shall be
prohibited in all their forms.

Article 5. No-one shall be subjected to torture or to cruel, inhuman or degrading treatment
or punishment.

Article 6.  Everyone has the right to recognition everywhere as a person before the law.

Article 7. All are equal before the law and are entitled without any discrimination to equal
protection of the law. . . .

Article 9. No-one shall be subjected to arbitrary arrest, detention or exile. . . .

Article 11. (1) Everyone charged with a penal offence has the right to be presumed innocent
until proven guilty according to law in a public trial at which he has had all the
guarantees necessary for his defense. . . .

Article 12. No one shall be subjected to arbitrary interference with his privacy, family, home or
correspondence, nor to attacks on his honor and reputation. . . .

Article 14. (1) Everyone has the right to seek and enjoy in other countries asylum from
persecution. . . .

Article 16. (1) Men and women of full age, without any limitation due to race, nationality or
religion, have the right to marry and to found a family. They are entitled to equal
rights as to marriage, during marriage and at its dissolution.

(2) Marriage shall be entered into only with the free and full consent of the intending
spouses.

Lesson Four Document 4–D
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Lesson Four Document 4–D

(3) The family is the natural and fundamental group unit of society and is entitled
to protection by society and the State.

Article 17. (1) Everyone has the right to own property  . . .

(2) No one shall be arbitrarily deprived of his property.

Article 18. Everyone has the right to freedom of thought, conscience and religion . . .

Article 19. Everyone has the right to freedom of opinion and expression . . . .

Article 20. (1) Everyone has the right to freedom of peaceful assembly and association.

(2) No one may be compelled to belong to an association.

Article 21. (1) Everyone has the right to take part in the government of his country, directly or
through freely chosen representatives. . . .

(3) The will of the people shall be the basis of the authority of government; this will
be expressed in periodic and genuine elections which shall be by universal and
equal suffrage. . . .

Article 22. Everyone . . . has the right to social security and is entitled to realization . . . in
accordance with the  . . . resources of each State, of the economic, social and
cultural rights indispensable to his dignity and the free development of his personality.

Article 23. (1) Everyone has the right to work, to free choice of employment . . . and to
protection against unemployment.

(2) Everyone . . . has the right to equal pay for equal work.

(3) Everyone who works has the right to just and favorable remuneration ensuring
for himself and his family an existence worthy of human dignity. . . .

Article 24. Everyone has the right to rest and leisure including reasonable limitation of working
hours and periodic holidays with pay.

Article 25. (1) Everyone has the right to a standard of living adequate for the health and well-
being of himself and of his family, including food, clothing, housing and medical
care . . . and the right to security in the event of unemployment, sickness, disability,
widowhood, old age or other lack of livelihood in circumstances beyond his control.

(2) Motherhood and childhood are entitled to special care and assistance. All
children, whether born in or out of wedlock, shall enjoy the same social protection.

Article 26. (1) Everyone has the right to education. Elementary education shall be [free and]
compulsory. . . .

Article 27. (1) Everyone has the right freely to participate in the cultural life of the community,
to enjoy the arts and to share in scientific advancement and its benefits. . . .

Article 29. (1) Everyone has duties to the community in which alone the free and full
development of his personality is possible.
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(2) In the exercise of his rights and freedoms, everyone shall be subject only to
such limitations as are determined by law solely for the purpose of securing due
recognition and respect for the rights and freedoms of others and of meeting the
just requirements of morality, public order, and the general welfare in a democratic
society. . . .

Source: United Nations, Universal Declaration of Human Rights (General Assembly resolution 217 A(III) of 10
December 1948). Available: <http://www.un.org/Overview/rights.html>.

Eleanor Roosevelt and United Nations Universal Declaration of Human Rights

National Archives, Photo #195981

Lesson Four Document 4–D
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SUGGESTIONS FOR FURTHER READING

Note: Some citations with no annotations are included because they served as a source of
documents quoted.

Dubois, Laurent. Avengers of the New World: The Story of the Haitian Revolution. Cambridge:
Harvard University Press, 1997.

Garrigus, John D. “Sons of the Same Father: Gender, Race and Citizenship in French Saint-Domingue,
1760–1792.” In Christine Adams, et al., eds. Visions and Revisions of Eighteenth-Century
France. University Park: Pennsylvania State University Press, 1997.

Girard, Patrick. La revolution française et les Juifs. Paris: Editions Robert Lafont, 1989.

Detailed account in French of Jews and the French revolution, with long excerpts from
and complete citations of original documents.

Hardman, John, ed. The French Revolution Sourcebook. New York: Arnold, 1981, 1999.

Thorough array of documents focusing on political aspects of the revolution, on state-
ments by those with political power, and on official documents and writings by officials.

Hunt, Lynn ed. The French Revolution and Human Rights: a Brief Documentary History. Bos-
ton: Bedford St.Martin’s, 1996.

Teacher background. 30-page introduction gives excellent overview, both theoretical and
historical.

James, C. L. R. The Black Jacobins. 2nd rev. ed. New York: Vintage Books, 1989.

Rewarding if one manages to wade through it, but threatens to drown reader in detail. A
Marxist approach to the subject.

Knight, Franklin W. “The Haitian Revolution.” American Historical Review 105 (Feb. 2000):
103–115.

Concise and informative teacher background.

Korngold, Ralph. Citizen Toussaint. Boston: Little, Brown, 1944.

Fascinating information, but the amount of detail is overwhelming.

Landes, Joan B. Women and the Public Sphere in the Age of the French Revolution. Ithaca:
Cornell University Press, 1988.

Provocative but heavy on jargon and theory. Presupposes some acquaintance with the
topics and authors it deals with. For those who may wish to specialize in gender aspects of
the French revolution.
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Levy, Darline Gray, Harriet Bronson Applewhite, and Mary Durham Johnson, eds. Women in
Revolutionary Paris: Selected Documents. Urbana: University of Illinois Press, 1979.

Four-to-five page introductions to each section of the chronologically grouped documents
give useful concise summaries of events and issues.

Medey, D.J., ed. Original Illustrations of English Constitutional History. London: Methuen 1910.

Steward, T. G. The Haitian Revolution 1791 to 1804: Or Side Lights on the French Revolution.
New York: Thomas Y. Crowell, 1914.

Thornton, John K. “I Am the Subject of the King of Congo: African Political Ideology and the
Haitian Revolution.” Journal of World History 4 (1993): 181–213.

Teacher background that gives concise information about eighteenth century conditions
in the Kongo, whence many of Saint-Domingue’s slaves were imported, and traces con-
nections between Kongolese ideas and those of the rebel slaves in Saint-Domingue at the
end of that century.

Suggestions for Further Reading
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