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Chapter 12

On the Development of Personality

Studying development, whether it be the devel-
opment of cogniton, personality, or psychopa-
thology has many inherent difficulties. In this
chapter, some of these difficulties are considered,
in light of the added problem that the nature of
adult personality is still unclear. The very idea
of personality presupposes 2 set of enduring in-
dividual characteristics that are stable and that
ate consistent actoss place, tasks, and people’s
interactions. Given that much of the present
volume is concerned with considering these
issues, someoné interested in the study of per-
sonality developmeént—thar is the consis-
tency over time—must by necessity find the task
difficuls. '

'This chapter approaches this problem from
the point of view of the nature of development
and how to understand the processes that should
impact on personality formation. This requires
that we first present an example of our problem
by considering the results of a study conducted
on early childhood sequelae to school age prob-
lems. In this study of depression, we examined
who reports on the child’s depression and ob-
served the devclopmental factors that influence
individuat differences. 1 chose this topic rather
than a more traditional personality variable since
my work has focused here and because what we
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found will provide an example that will set the
stage for our further discussion. Following the
presentation of this short longitudinal study, 1
will discuss the various models of development,
irying to poiht out that our theories of personal-
ity development derive mostly either from a ge-
netic disposition model or through a process of
development called the organismic model. This
model holds that development is a unidirec-
rional bounded process of change leading to
some outcome called here mature personality,
where earlier events are held to be related to later
events, and, therefore, later events or personality
characteristics can be predicted from them.
Moreover, such a theory holds that the develop-
mental process is lawful and regular and that its
rules apply to all members of the species regard-
less of culture.

In the final section, taking data from another
longirudinal study, this one of attachment devel-
opment—a personality characreristic—1 will ar-
gue that the most fruitful course of study of the
development of personality can be found in a
contextual framework, where personality is best
understood as a dynamic system influenced
mostly by the cutrent context and by the per-
sonal narratives that we construct around our-

selves, others, and goals (Lewis, 1997).
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WHO SAYS I'M DEPRESSED
AND WHY? '

Typically, children themselves do not determine
that they are depressed. Rather, 2 parent or
teacher identifies signs of depression and refers
the child to a dinician (Lewis, 1990a). An ex-
amination of childhood depression must include
parents’ and teachers’ perceptions of the child as
well as the child’s own perceptions. However,
studies of child depression and pathology show
that different people’s assessments of the same
child do not agree (Hetjanic & Reich, 1982;
Jensen, Salzberg, Richters, & Watanabe, 1993;
Kazdin, French, Unis, & Esveldt-Dawson,
1983; Stavrakaki, Vargo, Roberts, & Boodoo-
singh, 1987). Patterns of agreement are no more
consistent when outside raters, such as clini-
cians, teachers, or peers, are employed. Kazdin et
al. (1983) found that parents and clinicians were
in stronger agreement than children and clini-
cians, but Moretti, Fine, Haley, and Marriage
(1985), Poznanski, Mokros, Grossman, and
Freeman (1985), and Stavrakaki et al. (1987) re-
ported the opposite. Research examining agree-
ment berween teachers and children also shows
low levels of agreement (Achenbach, 1991;
Jacobsen, Lahey, & Strauss, 1983; McConaughy,
Stanger, & Achenbach, 1992; Saylor, Finch,
Baskin, Furey, & Kelly, 1984). Peer ratings
sometimes correlate with the children’s self-
reported depression (Jacobson et al, 1983;
Lefkowitz & Tesiny, 1984; Saylor et al., 1984),
but only in normal samples. This raises the gen-
eral issue of whether the assessment of the child’s
characteristics may not be consistent across rat-
ers or different measures. If chis is so, then which
factors impact on individual differences may
vary depending on the outcome measured.
Raters may disagree about the same child for a
number of reasons. First, different instruments
are usually used to obtain ratings from different
people, and the instruments might not be com-
patible. When raters complete the same instru-
ment (e.g., parent, child, and teacher versions of
the Child Behavior Checklist (CBCL; Achen-
bach, 1991), agreement is often higher than
when different instruments are completed by
multiple raters {(Angold et al., 1987; Fendrich,
Weissman, 8 Warner, 1991; Weissman, Wick-
ramaracne, et al,, 1987). Although using three
versions of the CBCL, Achenbach and col-
leagues (Achenbach, 1991; McConaughy et al.,
1992; Stanger, McConaughy, & Achenbach,
1992) found some agreement among parents,

children, and their teachers. However, other
studies using the CBCL instruments reveal lower
levels of agreement between raters’ asscssments
of children’s depression and pathology (Stanger
& Lewis, 1993).

Low rates of agreement about child depression
also may be due to the fact that some raters
might not know the child well enough to draw
clinical conclusions. This is particularly impor-
tant for such syndromes as depression, which
may reflect a childs “inner state.” Without
knowing the inner state of the child, an observer
might not be able to determine that a child i
displaying symptosos of depression. A third rea-
son for low rates of agreement may be due to the
cater’s own problems. For example, mothers who
arc more depressed perceive their children as
more depressed (Richters, 1992).

Finally, it is likely that people’s perceptions are
based on the child’s behavior in different situ-
ations. Teachers and parents experience the child
in different circumstances that require different
coping skills. The fact that children are seen in
different situations that elicit different behaviors
is likely to be an important factor. Situationally
determined behavior has been well documented
{Snyder & Ickes, 1985). There is evidence that
different observers base their judgments on dif-
ferent characteristics of the chuld (Routh, 1990).
For example, Kazdin, Moser, Colbus, and Bell
(1985) showed that parents and children em-
phasize different facets of the child’s functioning.
Children focused on internal feelings and expec-
tancies for the future, whereas parents focused
on the child’s overt social behavior and outward
manifestations of affect. Mischel (1990) has sug-
gested that although behavior differs across sita-
ations, it may be consistent within situations. Al-
though parents, teachers, and children may
disagree about the child, they may provide accu-
rate assesSments within particular contexts.

We pursued this question looking at depres-
sion in a normal sample of 76 children when
they were 9 years old. Ratings of childrens psy-
chopathology were provided from multiple rat-
ers. Children completed the Children’s Depres-
sion Inventory (CDI; Kovacs, 1983). Childten
who scored 13 or above were grouped as de-
pressed; those who scored below as noflffc'
pressed (Kovacs, 1983}, Mothers c;mnplc-:ted."ﬁlE
Child Behavior Checklist (CBCL; Achenb'a::ch,
1978), and we used the internalizing scale as 2
measure of the mothers' perceptions of their
children’s depresston. Finally, teachers completed -
the Classroom Behavior Inventory (CBL; Schas-



" g, Edgerton, & Aaronson, 1979), a measure of
children’s school adjustment, which generated a
Jepression score {Kohn, 1977).

bo Children, Mothers, and Teachers
Agree about Child Pathology?

In order to look at agreement berween raters,
continuous scores for the three raters were cotre-
Jated. Correlations berween confinuous Scores
were low and not significant. Agreernent be-
oween raters about depressed and nondepressed
groups was observed. Rates of agreement were
“lmost the same regardless of gender. For all
three pairs of raters, kappa coefficients were
computed, and there was lirtle agrecment be-
wween children, mothers, and teachers. Multiple
tests of agreement among raters revealed that
children, mothers, and teachers do not agree
with each other regarding children’s depression.
This suggests that different people may focus on
different aspects of the child’s behavior in differ-
ent contexts in order to make their ratings.

Although this example of the difficulty of
finding a relation berween different ratings of
the same construct is restricted t© depression, it
is clear that similar disagreements in ratings exist
for variables that usually fall into the domain
more commonly considered personality vari-
ables. Thus, for example, in the study of tem-
perament in children, the ratings of individual
parents also are only moderately cotrelated.
Moreover, looking at actual behavior of children
rather than ratings reveals that across different
situations individual differences show: little con-
sistency. In a study of fearfulness, there was litele
individual consistency between fear shown to a
visual cliff as opposed to the fear shown at the
approach of a stranger (Goldsmith & Campos,
1982). Even when we turn to personality vari-
ables such as the Big Five, we again find that the
coherence of different measures of the same con-
struce across different people or even across dif-
ferent situations reveals at best moderate rela-
tions (see Caspi, 1998).

Findings such as these over the last 25 years
has raised a particular challenge for personality
theorists, because what characterizes personality
is the idea of consistency across time, place, and
context, If our data on personality characteristics
(regardless of the measure) do not adhere to that
standard or ar Jeast account for considerable
variance, what we mean by personality needs to
be questioned.” Thus, whether we are studying
developmental psychopathology or the develop-
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ment of personality or particular competencies,
we are confronted with an inescapable fact that
these compeiencies, although of theoretical im-
portance, are not readily measured. When they
are measured, they do not give rise to a high de-
gree of concordance either across different types
of measures or different people’s rating. This
may well represent a measurcment crror prob-
lem. Measurement error, however, is not the
only cause of error. Rather, a theoretical alterna-
tive has been provided in the idea of cither re-
jecting the traditional concept of personality or
moving toward a personality characteristic by
situation analysis. From a developmental point
of view, it certainly creates difficulty when the
variable one seeks to measure, representing
the construct under study, varies by observer or
vaties by tasks. It is quite clear from the fear lit-
erature in early childhood that individual differ-
ences in fearfulness, while of interest theoreti-
cally, is not readily measured across different
contexts.

What Predicts, or Are the Antecedents
of, Depression?

In this study we looked at three possible precur-
sors of 9-year-old children’s depression. These
variables included type of attachment, amount
of stressful events, and the social network of
the children. Theory and research concerning
infant_parent attachment, social network, life
stress, and maternal depression suggest that
cach of these factors is related to risk of child-
hood depression. Bowlby (1973, 1982) argued
that a poor quality attachment relationship
early in life puts the child at-risk for depression
and matadjustment. Although some studies do
show that securely attached infants are berter
adjusted as children (Frankel & Bates, 1990;
Matas, Arend, & Sroufe, 1978; Pastor, 1981;
Waters, Wippman, & Sroufe, 1979), such rela-
tions are not always tevealed, particularly when
other contextual factors are  considered,
when children are followed for longer petiods of
time, or when multiple raters are used {(Bares,
Maslin, & Frankel, 1985; Lewis, Feiring,
McGuffog, & Jaskir, 1984). Nevertheless, de-
velopmental psychopathology theory agues that
insecure attachmeng is an imporant precursor
of pathology.

The negative effect of stress on emotional .
health also is well documented (see Brown &
Harris, 1978, and Garmezy & Rutter, 1983, for
reviews). Childrer’s reports of negative life
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events are associated with their concurrent
ratings of depression (Dubow, Tisak, Causey,
Hryshko, & Reid, 1991; Mullins, Siegel, &
Hodges, 1985). 'These findings suggest that
stressful events throughout life relate to the se-
verity of depressive symptomatology. The extent
of a child’s social network is also an important
factor in adjustment. Children who experience
more social support from peers also are friend-
lier, more sociable, and better adjusted than chil-
dren who experience low levels of peer support
{Hartup, 1983). Children with less social sup-
port have more adjustment problems in school
{(Cassidy & Asher, 1992; Dubow er al., 1991)
and are lonelier (Renshaw & Brown, 1993).

Maternal depression has been shown to be a
risk factor for child depression and psychopa-
thology (Beardslee, Bemporad, Keller, & Kler-
man, 1983; McKnew, Cytryn, Efran, Gershon,
& Bunney, 1979; Orvaschel, Weissman, Padian,
& Lowe, 1981; Politano, Stapleton, & Correll,
1992; Weissman, Gammon, et, al., 1987; Wel-
ner, Welner, McCrary, & Leonard, 1977) that
affects the child’s behavior quite early in life
{(Miller, Birnbaum, & Durbin, 1990). Children
raised by depressed parents experience more
negative parenting, more family conflict,
and less family cohesion, expressiveness, and
organization (Billings & Moos, 1983; Lovejoy,
1991).

Although there is little consistency between
childs, mothers, and teachers report of the
child’s depression, it might be the case that these
eatly sets of variables-—attachment, stress, and
peer network—are likely related to one outcome
more than another. Thus, coherence over time
might be the method by which to serte the
question posed by the lack of coherence at a
given time between observers and measures. Al-
though the teacher, che child, and the mother
might have different opinions of the child’s char-
acteristics, it might be the case that only one of
these ratings was related to the early theoretcally
interesting variables. If such a finding occurred,
we would be spared the embarrassment of low
agreement among the three raters and choose
that rater whose coherence to the past is greatest.
Thus, coherence over time would become the
criterion for choosing whose outcome is more
important. Such a strategy seems reasonable and
certainly should have important results for any
theory of personality development. Conversely,
should we believe that each rater is charac-
terizing the child in their particular situation or
context, we would have lictle reason to believe
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FIGURE 12.1. Predicting child, mother, and reacher
ratings of depression.

that coherence over time would be stronger fot
one situation or rater than another.

Figure 12.1 shows the relation between three
potentially interesting variables in early child-
hood as they relate to the ratings of the childs
depression at age 9. The figure presents dara o
developmental paths when the child’s rating, the
mother’s rating, and the teacher’s rating of psy-
chopathology represent the outcome variable.
Attachment classification was obtained when the
children were 1 year old in a standard -attacfl“
ment paradigm, and stress and social networks
of the children were obtained from the mothers
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when the children were 3 and 6 years old. Ma-
ternal depressien scores were obtained when the
children were 3 years old.

Observation of the path analysis reveals thar
different outcomes have different paths. There
are no variables that predict the child’s own rat-
ing of itself as depressed. The best predictor of
the maternal rating of the child’s depression is
the mother’s rating of her own depression. Fi-
nally; the teacher’s rating is predicted by the size
of the peer network the child had when younger,
such thar children from small peer networks are

reported to be more depressed by their teachers

than children from larger networks.

These examples support two ideas that need
artention in any study of personality develop-
ment. The first idea is that of an individual hav-
ing characteristics that are enduring across situ-
ations and time. In general, although there may
be some consistency across raters or scales and
situations, the variance accounted for remains
rather low considering the power of the idea of
personality transcending siruation, context, and
others. The second idea is that from a develop-
mental point of view, the idea of predicting indi-
vidual differences in personality characreristics
over time may not be rewarding. Although such a
venture receives a considerable amount of focus
in the developmental social literature, the data is
weak, with the variance accounted for low even
though at times significant (see Caspi, 1998).
Studies such as the one reported above, although
they may be questioned on a variety of grounds,
inclading measurement and methodological is-
sues, raise important questions; individual differ-
€NCeS ON One Mmeasurement System may not be
the same as in another and the predicrion over
time of such a state of affairs requires multiple
measures. Even then, the problem of finding co-
herence over time is dependent upon the idea of
the particular developmental model that one es-
pouses. In the next section this idea is considered.

MODELS OF DEVELOPMENT
Organismic Mode]
Although many different models of develop-

ment have been suggested, and many are in cur-
rent use, one in particular undetlies our idea of
development; it is called the organismic model
because the processes of development are for the
most part located in each person. Most of us
have come to accept that our early relationship
with our parents—our mothers in particular—is
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one of the most determining forces in our lives.
This force resides in us and is 2 part of us—a
trait, an enduring property that constitutes what
some have called personality (Pervin, 1990).
Some traits—or dispositions—characterize how
we think; others, how we feel and how we are
apt to behave in particular situations. Traits vary
in how eusily they can be altered and in how
long they last. Some dispositions may exist in
our DINA or in the neural nerwork of our brains,
whereas others, learned, can be unlearned; for
example, a childs dislike for green peppers,
which disappears in adolescence after the child
tastes a just-picked pepper from a friend’s garden
(Jung, 1963; Plomin, 1983). We believe thar
traits formed by our relationship with our par-
ents survive for a lifetime and that the past influ-
ences our present state and is likely to affect our
future,

The general proposition, “Things past can af-
fect the present,” requires that we believe in his-
tory—rthat there was a real past, that it affected
us, and thar it still affects us or that there was a
real past that did affect us bur its effect is no
more. If we believe that our past affects our pre-
sent, we have to believe thar there are forces that
survive over time, continuing to act in the pre-
sent. What is the nature of these forces? If bio-
logical, they could continue to act in some virus-
like fashion. Or they could be patterns of
behavior learned earlier and are now firmly part
of how we act—automatic, like walking. A third -
choice is that how we think about the past is
likely to affect us in the present. For example, if
you think that you were not pretty as a child,
you may act “ugly” even though you are now an
attractive adult.

We can understand why people behave as they
do if the outcome is positive, but none of these
alternatives explains why people persist in behav-
ing in a certain way even when doing so causes
them pain. Allport (1937) suggested that behay-
tors learned earlier can become “funcrionally
autonomous,” they continue despite the fact
that the forces that originally produced them are
no longer causing them. Such a theory only con-
firms our observation that it is possible to he-
have in a way that is not a result of the initial
force. We still do not really know why or
whether things such as behavior, feelings, and
even destres are sustained over time.

Freud talked about neurotic reperition of be-
havior, suggesting that there are advantages of
maintaining dysfunctional patterns, the major
one being familiarity. We would rather know




that something will not work out well than try
to change it and experience the unknown, even
though the unknown may be better (Greenberg
& Micchell, 1983). Others have theorized that
we become fixated at certain stages. Erikson
(1950) believed that if we do not solve an earlier
set of problems, we cannot go on to other, more
advanced problems. His life stages are a series of
problems that need to be solved if we are to suc-
cessfully meet the next set. Others (Lewis & Lee-
Painter, 1974; Lewis & Rosenblum, 1977;
Pervin & Lewis, 1978), in contrast, consider the
disposition or behavioral pattern w be located
in the interactions between people, sustained
through the different forms of interaction that
the individual maintains. The disposition to be-
have thus is supported by the nature of the inter-
acton, or the context. Masters, Johnson, and
Kolodny (1977), in studying sexual dystunction,
suggested that the ability to rid oneself of sexual
dysfunction requires changing not only one’s
own habits but also the habits of others who in-
teract with the old patterns.

Another aspect of the organismic model is the
belief in primacy versus tecericy. Memories of
yesterday’s mieal are usually clearer than metno-
ries of a meal eaten 10 years ago, so we might ex-
pect Fecent events to EXert IMore POWEr OVer our
behavior than those that happened long ago.
The effect of recency is indeed known to play a
powerful role in behavior. Yet the organismic
model holds that an event that comes first has
the greater impact on subsequent behavior than
do later events. The theory of critical periods is a
good example of this. A critical period is a time-
bound interval having a discrete onset and off-
set. Before and after the period, the theory states,
environmental events do not impact on future
behavior; between onset and offse, effects of en-
vironmental events are profound. In humans, it
has been suggested that there are critical periods
for the development of perceptual capacities and
for language development.

But how is subsequent behavior affected by
what happens duting critical periods? It is be-
lieved that earlier events, when occurring during
a critical time, produce or alter particular bio-
logically based structures located in the person.
But the theory that structures are changed or
created to become biologically supported traits
may have been applied too broadly. Hoffman
(1974), working with birds, has shown that im-
printing does not alter or produce structures or
traits but simply causes the baby bird to be
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friendly to the type of bird it follows and to be
fearful of all other types. Because the bird is fear-
ful, it will follow only those birds it has been im-
printed on, and thus the imprinting period—the
time the bird establishes its identity—appears to
have a discrete onset and offset. Hoffman was
able to show that when he reduced the fear of
the unfamiliar, the baby birds would follow new
types and become imprinted on them after the
critical period. In other words, imprinting is not
an example of a critical period; it is only an ex-
ample of how early experiences can impact on
later expeériences and yet not be the cause of that
later experience.

A simpler explanation than the critical period
idea can account for the phenomenon that ear-
lier events appear to cause later ones. Consider
that a young child who learns behavior 4 then
has more difficulty learning behavior B, not be-
cause of A’s direct effect on B but because the
child must first unlearn A. In our culture it takes
children longer to learn bowel control (using a
toilet) because they are first taught to defecate in
their diapers and have to unlearn that behavior
before they can learn to use the toilet. In cultures
that never teach children to use diapers, they
gain bowel control much earlier (Largo, Moli-
nari, von Siebenthal, & Wolfensberger, 1996).

In general, the idea of a critical period in hu-
man or animal development has not hekd up
against the evidence {Bornstein, 1987). Never-
theless, the concept of primacy is so ingrained
that it lingers in the form of so-called sensitive
petiods. Although appealing in its biological
simplicity, there is only litde support for the ex-
istence of these periods.

The formal properties of the organismic
model of development are enumerated below:
The last is most relevant to socicemotional
development. :

1. Development is change with a direction and
therefore has an end point. o

2. Earlier events are connected to later ones.

3. Change is gradual, a slowly cumulacive
progression. :

4. Events that occur in the first few years of
our lives produce the most long-lasting and
powerful effects. -

5. Mothers are the most important element in
the child’s environment and are tmore likely
than all others to affect our socioemetiotal
well-being, both in childhood and through-

ourt our lives.
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The first and second assumprions follow from
a deceptively simple and widely held idea,
namely, that current psychological problems are a
direct consequence of what occurred earier in
Jife. We also believe that the process of develop-
ment is made up of small accrecion. Whether
these accretions are gradual or sudden, continu-
ous or discontinaous, depends on how we choose
to think about the process itself. In Piaget’s
model, the most popular of developmental mod-
els, larva to caterpillar to butterfly (the-examples.
often given when talking about change) is a way

- of thinking about discrete changes in function,

structure, and capacity (Piager, 1952}, Whether
we perceive continuity or discontinuity in the
world, however, may depend largely on our other
ideas about how the world operates. Western
scholars have focused their attention on the
smooth, accumulative transition around change,
whereas Eastern scholars have been more im-
pressed with the fact that, in nature, living sys-
tems always are changing and that these systems
and this course of change are not necessarily de-
pendent on what occurred previously. The idea of
linearity is rejected because time is not viewed as
moving in a direction. Reincarnation or repeated
return as a property of life, the great circle, char-
acterizes this view. —

"The Western idea of continuity embraces con-
stancy, uniformity, seriation, and progress and,
because of this, is associated with a conservative
ideology. Discontinuity is linked with social and
political challenge or with political radicalism.,
That change occurs cannot be questioned. It is
the models that describe it that are open to de-
bate: “The essential model issue . . . is whether
successive behavioral forms are reducible (i.e.,
are continuous) ot irreducible, here meaning dis-
continuous, to prior forms” (Reese & Overton,
1970, p. 141}. The ideas of slow, gradual accu-
mulation as well as discrete and radical change
reside in ideology rather than in the data them-
selves (see Alvarez, 1982; Eldredge & Gould,
1972, for the challenge to this idea in evolution-
ary biology).

The three major developmental models that
derive from this idea are accretional, cransforma-
tional, and additive. According to the accretional
model, also described as accumulative, the origi-
nal process remains active. For example, physical
growth continues in the same way across a per-
son’s entire developmental range. The transfor-
mational model relies on the idea that a second
developmental process completely replaces the

first, the way the butterfly appears to replace the
caterpillar. In an additive model, the first process
remains active while a' second process emerges,
resulting in the coexistence of both, The first
two models are organismic, whereas the last ap-
proaches a contextual model, one thar will be
taken up fater.

The Accretional Model

The accretional or incremental model states thar
a particular function, structure, or skill exists in
its adult form (that is, it will not change} at the.
beginning of development. The process of devel-
opment, therefore, involves an increase in
amount rather than a change in type, though
many variations on the theme are possible. The
shape of the growth curve is one possibility. The
form can grow rapidly in early life and then level
off near maturity, as is the case with a child’s
physical growth. The form also may grow slowly
at first and then suddenly take off before leveling
off again. Either way, the structure that exists at
the beginning increases or decreases as a func-
tion of this process. Because the structure al-
ready exists and changes only in amount, it is
possible to view this model as continuous. How-
ever, not all skills exist in their form at birth;
they may appear*at different points in the life-
time of an individuat. The start up and increase
in hormonal activity specifically related to pu-
berty and adolescence constitute prime examples
of developmental processes. that start later in life.
At a certain point after birth, on the average of
12 years or so, new functions “kick in,” to be
followed by growth and development.

A Transformational Model

A transformational model differs from an acere-
tional model in several ways, the primary feature
being that successive behavior forms are irreduc-
ible 1o prior forms. Such models also have been
called stage models of development. In these
models, forms are transformed through their in-
teraction with the world. Transformational mod-
els, made most popular by Piaget, are not con-
tinuous, but most often they adhere to the view
thar earlier events are connected to later ones.
Why else call development transformational? So,
Piaget's model, where the caterpillar became a
butterfly, which becomes a larva, involves a
change in structure and function. The develop-
ment of intelligence s viewed as a series of trans-
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formations wherein sensorimotor ability is re-
placed by formal logical operations (Piaget,
1952). In a similar fashion, the psychoanalytic
model proposed by Freud (1905/1953) con-
tains transformational processes. More recently,
the object relation theorists have used a trans-
formational model to explain how a child’s early
attachment relationship with his mother be-
comes peer friendships and then adult romantic
relationships (Bowlby, 1988). Each of these
examples can be characterized by metamorpho-
sis and change, where earlier behaviors change
and uldmately assume adult forms. Even
though they are transformed into entities of dif-
ferent form or structure, they can be connected.
Thus, this model features what I consider a con-
nected process, where there is a sequence with
an order and where ecarly events are related
to later ones.

The transformational model represents the
prevailing view of development today, yet its un-
derlying assumptions have been criticized. One
concern is that the transformational model is di-
rectional. Transformations follow a particular or-
der and direction, moving from A through 5,
then C, and D. Even though transformations
may require the child to interact with the envi-
ronment, the transformations themselves and
their order appear to be relatively fixed. Yet not
all children go through the same sequence. For
example, although most children crawl after sit-
ting up and before walking, not all children who
walk, crawl.

Second, a feature of transformation is its irre-
versibility. 4, in becoming B, ceases to exist. This
requirement implies that 4, what occurred ear-
lier, affects or causes B, what occurred later. The
metaphor of the larva becoming the caterpillar
implies explicity that the larva ceases to exist
when the caterpillar emerges and that there is no
chance of reversibility. This idea presents prob-
leras for the possibility of regression to earlier
levels, a phenomenon that is often observed, es-
pecially under stress. Of even more concern is
that once a level emerges, only this single highest
level is available for use in interaction with the
environment, regardless of the task or problem
at hand. The earlier levels, having been trans-
formed, ate no longer present.

Finally, the transformation of 4 into B re-
quires that something be added to A for it to be-
come B. B is different from A and, as such, is a
different form. Again, this requirement is neces-
sary if we wish to argue that 4 and B are differ-
ent bur that A and B are related and that B is de-
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rived from A. Such a view fails to satisfy logical
requirements. Flanagan (1991), in analyzing the
problem inherent in this view of development
and of Piager in particular, states, “If the story
Piaget tells about cognitive development is right,
he needs to explain how the mind builds richer
and richer systems of cognitive structures.”
What we have is a constructivist problem: “One
cannot build new and richer hypotheses our of
less rich conceptual resources simpliciter”
(pp. 135, 139). If development is transforma-
tional, it is not clear how 4 becomes B. A and B
are different essences, and one cannot be derived
from the other {Pascual-Leone, 1990; Sugarman,
1987). _

The requirements of a transformational
model that insists on these principles violate
much of what we know about children. One so-
lution to this dilemma is to suggest that Aand B
are unconnected and unrelated. Although A4 may
participate in and be necessary for the creation
of B, A is not iself transformed or lost; A4 is
maintained as B develops—it is what I call an
additive model.

An Additive Model: The Move
toward Contextualism

There are major differences between transformas,
tional and additive models of development. Like
the transformational model, the additive model
has directionality; it moves from A through B
and C to D. Also as in the transformational
model, development in the additive model rakes
place in interaction with the environment. In-
deed, the environment is a very linportant aspect
of the model. The most significant difference be-
tween the two is that in the additive model de-
velopment does not oceur through transforma-
tions. B may be only partially, or not at all,
related to A. It may need 4 to come into exist-
ence, but it is not made up of 4, or it may come
into existence without A ever being present. B
can arise as a consequence of some environ-
mental interaction. In this case, as the environ-
ment changes, B comes into existence. Again, B
follows A but is neither of A nor caused by it
(Mounoud, 1990). B, like A, may develop far-
ther once it emerges, but transformations are not
as we mighe have envisioned them to be. Ie is
mote Yike the addition of new skills and the ac-
cretion of those skills that have already emerged,
for example, A = A;, B= By, eic. This mo'dc}
represents radical discontinuities and gradual
changes. Such a model now exists as the best es-




gniate of biological evolutionary change; it is
called stasis and sudden change.

In the additive model there is no single end

point, D, but rather the coexistence of all earlier
abilities and skills. This allows for reversibility or
regression; under stress a child who has passed
the thumb-sucking stage can and does suck her
thumb. It also allows for multiple use; a child
who has learned to walk can still crawl if he so
desires.
. The existence of multiple levels allows for a
set of capacities and abilitics that can be em-
ployed selectively when confronted with a task;
that is, the organism can choose which level to
employ for which particular task. The choice of
ability cannot be a function of the limitation of
choice; it must be a function of some other phe-
nomenon. Such choices are probably based on
socialization factors or on a program available to
the organism to choose which level to employ.

Individual “programming” may also account
for which level is used to solve a task. If we think
of these levels as involving different processes,
we can recognize some levels employing differ-
ent brain structures. We might suppose that peo-
ple would use one level for emotional and others
for nonemotional tasks {LeDoux, 1990). As we
can see, the availability of choice means thar the
additive model must be more contextually derer-
mined than the transformational model and that
the developmental process itself cannot be un-
derstood without determining the nature of the
environment and how it changes.

Contextual Model

The traditional developmental models, although
using social interaction to generate individual
characteristics, does not need the context to en-
force their expression or to change their nature
once formed. Thus, the organismic model of de-
velopment traps us in our past. Freuds theory
claimed that particular early experiences deter-
mine our future, except, of course, if we are psy-
choanalyzed. Freud believed that even though
early events affected our future, our destiny can
be altered by later events. Thus, the theory had it
both ways: a theory relating earlier to later events
in a deterministic way and a therapy that could
alter the impact of earlier events. Why is it that
only a psychoanalyst could alter the pastz Why
not a lifetime of experiences?

The organismic model of development, most
often viewed as a causally related chain of events,
allows for prediction. There lies its appeal. Our
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belief in the ability to predict over relatively large
spans of time has captured our interest. Given the
strength of that model, ample evidence that what

“happens eatlier affects what happens later should

have been accumulated. Yet most short- and
long-term longitudinal studies have failed to find
much relation berween earfier and later evenis.
Even when a significant relationship between
variables is found over time, 85 to 90% of the as-
sociation between these variables is not ac-
counted for. Even more disappointing is that as
the time between events increases, the relation
between them decreases, a common finding
called a simplex pattern. It is as if we have the
power to predict the next 5 minutes and litde
beyond. _

Based on the collective evidence to date—in a
multitude of domains, including cognitive, so-
cial, emotional, and psychopathological—the
best that can be said is that there sometimes is
very limited support for the belief that earlier
events are connected to later ones. Given that
there is very little empirical evidence to support
the organismic model, our strong belief rests on
belief rather than fact. -

1 will present the strong alternative, hoping to
attract attention to other ways of studying devel-
opment, especially personality development.
James (1975) described a position that is called
pragmatish, expanded by Pepper’s (1942) contex-
tualism. Contextualism, for our developmental
point of view; argues that to understand meaning
we have to understand it as embedded in events
occurring now. Contextualism is not historical;
events in the past are not related to events now.
James (1975) arrived at this position because for
him there was no way of knowing if events in the
past were related to events now. He said, in dis-
cussing the characteristics of the mind, “The
mind may change its states and its meanings at
different times; may drop one conception and
take up another, but the dropped conception can
in no intelligible sense be said to change into its
successor” (p. 462). For James, these thoughts or
properties of mind occurred in the context of the
moment. As the context changed, so, too, did the
thought. His pragmatic position, in which cop-
textualism played a central role, did not urilize
the concept of progress toward an end point; nor
did it need the idea of a linear causal relation
where earlier events are likely to cause later ones.
In regard to progress and causal sequential rela-
tions, James’s position is best seen as a belief that
history is simply a collection of facts that are not .
necessarily related to one another. Such a view
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also questions the idea that there is an order or a
sequence as an objéctive reality; that is, that
there is something that exists independent of us,
toward which we move.

This contextual view is from that of the or-
ganismic model because it holds ‘that develop-
ment is a sequence of causally related changes—
that is, development as a historical theme—but
is a sequence with 2 goal, whose order is fixed,
with the child coming to this order through ba-
sic processes located in the genotype. Thus, al-
though the environment is needed for the child
to acquire intelligence,. the sequence of acquisi-
tion and the nawre of intelligence are fixed
properties, independent of the child.

Because James did not accept a historical per-
spective or, therefore, the idea of progress, he
also did not believe in an end point in the devel-
opmental process. What James did have was an
interest in the self and a belief in the self as an
active, constructing agent. Because of this, he
proposed a type of teleological theory of mind.
For him, the mind lent substance to our exist-
ence and was determined by our purpose. Our
goals, desires, and wishes created mind, and in
turn our minds created these goals, desires, and
wishes. For James, then, a developmental theory
would have several important features:

1. An active self exists, one capable of think-
ing, planning, and having goals and desires.

2. These goals and desires are best undesstood
within 2 meaning system occwrring now;
thus, the emphasis on contextualism.

3. Eatlier events need not necessarily deter-
mine later events; thus, there is no need to
think of development as a unidirectional,
bounded process.

4. Finally, there is no need ro postulate pro-
gress as an essential fearure of the develop-
mental process. In other words, there is no
end point in the developmental process, no
final state to be achieved.

More recent views (Ford & Lerner, 1992} cap-
ture the ideas that humans have selves that play a
central role in their lives and in their develop-
ment. The importance of the self forces the idea
of history as past events acting on the present to
yield to the idea that the present reconstructs the

past. That is, it suggests that our pasts are not .

real but a construction. In the construction, lit-
tle need remain of that which led to the con-
struction. Even more important is the idea that
it is impossible ever to determine what the real
thing in the past was.
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This antihistorical argument has a parallel in
how we now think of memory. Most of us
viewed memory as a photograph, an accurate .
representation that captured in detail all of what
occurred. If our memory was so accurate, then
history, t00, had to be real; it had to be possible
to capture the past. More recent views, however,
suggest that memory is a construction that may

or may not bear a strong resemblance to what

occurred. Perhaps even more important, the
constructed memory can, over time, undergo
elaborate change and transformation. If we re-
ject the memory-as-photograph model, we need
to do the same for historicism, the argument
that there really is something back there in time
that can be measured and that determines what
occurs in the forare.

Instead, memory may be based on our current
needs, either what we anticipate needing for the
future or what we know we need now. In other
words, memory is contextual and pragmatic as
James argued; memory or history has to do with
the goals and desires we have 4t the point of
memory. Notice that the point of memory can be
either the now when you first experience the
event or any now when you remember it in the
future. So, if memory depends on the meaning
needed at a particular time, memory should have
the capacity to change, depending on the context
at that point. Jamess proposed teleology of the
mind thus makes sense; minds—or, in this case,
memories—are constructed around needs, and
the needs thar arise are functions of our minds.

A contextual woild view also alters our sense
of time. According to James, order is not inher-
ent in nature; we create it to understand the
world through science and logic. Pepper {1942)
picks up on this point as well: “For the contextu-
alist, the dimension ‘time of mechanism [the
Newtonian theory of an orderly clock] is a con-
ceptual scheme useful for the control and order-
ing of events, but not categorical or, in that
sense, real” (p. 462). The idea that time is rela-
tive allows us to consider an important possibil-
ity in understanding both memory and develop-
ment: that history may represent not the past
acting on the present but the present recor
structing the past, If we view history not as what
actually occurred in the past but as a construe:
tion of what we believe occurred, we allow for
the possibility that our actual histories have rela-
tively little bearing on our development. Rather’
current behavior is influenced by what we think
our histories were. Human beings have the ca
pacity to alter the pastin light of the present. .5
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As we can see, this backward construction of
reality does not agree with our temporal sense of
development as being unidirectional, going from
eatlier to more recent events. Essential o such a
view Is an active mind, a self with feelings,
thoughts, and memories—the important fea-
mures in determining a life course (Lewis, 1990).
In the organismic or passive view, events act in a
unidirectional manner on people. In this contex-
tualist view, people act on and create their own
lives, including their memories and their fiztures,
through the formation in the present of future
goals, desires, and needs. As Bruner (1990) has
suggested, we construct a story not only to ex-
plain our past but also to explain who we are
now. This story contains pieces of smaller stories,
or events, that we have chosen selectively from a
larger set of recollections to create the desired
natrative. The events may or may not be histori-
cally correct. The narrative explains our selves as
what we are, whar we wish we were, or what we
want to be in the future. “It is an account given
by a narrator in the here and now about a pro-
tagonist bearing his (her) name who existed in
the there and then” (Brunes, 1990, p- 21). This
view, expounded in social psychology by Gergen
{1973}, also found a voice earlier in time. 1 am
reminded of Kierkegaard's (1846) idea of exis-
tential contingency. For him, fear was produced
when the past did not provide meaning for the
present or the future. It was the present that pro-
vided meaning to the past. A meaningful Jife was
one in which the present was sufficient to ex-
plain the past. In other words, health, for
Kierkegaard, depended on the ability to use the
present to explain what we were. This demand
on the present for meaning produced trembling,
whereas what would be in the furure produced
fear. Kierkegaard may have been correct; we are
caught between the two dilemmas.

Ross (1989) reviewed the mechanisms that
underlie the relations of personal histories. He
suggested that the first step in constructing our
past involves people noting their present status;
they ask themselves whart théy are like now and
use this information to make a determination
about the past. Ross (1989) argued that people
do this because “the present is generally more sa-
lient and available than a persor’s earlier stand-
ing” (p. 342). The second step in this process of
reconstruction  involved deciding about the
likely stability of one’s current sclf. Paying atten-
tion to one’s present self was necessitated by its
salience, a proposition that seems quite reason-

able. The ideas embedded in this theory have

much in common with my propositions that
memory is a construct that may or may not re-
flect what actually happened if we could measure
it, which we cannot, and thar what we construct
about our past is related 10 our present. Ross's
data also implied that a bias in recall may con-
tribute to the maintenance of the exaggerated
beliefs. If this is true, we have, in effect, a meas-
ure of Jamess idea of mind; namely, that the
mind, or memory, functions 1o lend substance to
our existence, which itself is determined by our
purpose. In other words, our belief about our
current condition influences our current belief
about the past, and our belief about the past in
turn gives us meaning about the present. -
These studies from the social psychology lit-
erature support the idea thar what we believe in
the present affects our memories of what hap-
pened in the past. Although the study of people’s
recollections or memories has received relatively
lietle scientific attention, the general finding ap-
pears to be chat there is limited agreement be-
tween what happened and the recall of whar -
happened. More important, however, is the find-
ing that the present status impacis on the recall
of what was. Perhaps most relevant to our focus
on development is a study done by Yarrow,
Campbell, and Burton (1970) of both the
mother’s and the child’s recollections of their re-
lationship in the past. In this study they gathered
what they called the “baseline data,” which were
derived when the children were young, Through
observations, tests, ratings, and reports, informa-
tion on the mother—child relationship gathered
years before was evaluated. Yarrow and her col-
leagues found that there was little overall relation
between children’s recollection of their rela-
tionship with their mothers and their actual
relationships. Mothers’ recall of the eatlier rela-
tionship was no better. As Yarrow and her col-
leagues stated (Yarrow et al, 1970), “Mothers
who have had pleasant and rewarding experi-
ences in rearing their children, mothers who feel
hostile to their children, and mothers who have
had especially stressful life situations may not be
equally able to report on their own rearing be-
havior or on the behavior of their children” (p-
41). Even more important to this discussion,
however, was that Yarrow et al. found maternal
and child recall of their earlier relationship de-
pended on the current relationship. The degree
of warmth or coolness in the current relationship
shifted the recollection of the past in the direction
of the current status. “For groups in which the
relationships were rated as ‘cold,” shifts in recall
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tended to be in an unfavorable direction; and for
groups in which the relationships were rated as
‘warm,” shifts in recall tended to increase the fe-
licity of carlier times” (Yartow et ak.,, 1970, p. 48).

Mothers' recollections of the preschool per-
sonalities of their children were structured so as
to conform to their perceptions of the children’s
present personalities. For example, if the chil-
dren were now seen as shy, mothers tended to re-
call them as being shier in catly childhood rela-
tive to the actual data collected. If; on the other
hand, children were described as outgoing now,
they were rated as more outgoing earlier. These
occurred not only for the dimensions of shy or
outgoing but also for the dimensions of chil-
dren’s response to authority and of their inde-
pendence. The same was true of the children. If
they rated themselves shier now, they also rated
themselves as shier when they were younger.

These findings have important implications
for longitudinal studies. In such studies we
gather data and then try to relate those dara to
something in the future. The coherence among
past, present, and future is most often minimal,
perhaps because in predicting the future, past
events are less important than our beliefs about
those events. If this is the case, thén it is impor-
tant to study not only what occurred in the past
but also what people now believe occurred in the
past. Obtaining measures on maternal behavior
toward children may not, for example, enable us
to predict whether or not good mothering af-
fects a child’s subsequent development unless we
also know ‘what the children think about their
past experiences.

John Bowlby (1980), in trying to understand
the relation between children’s early interaction
with their parents and subsequent development,
raised the intriguing possibility that children
carry with them a working model, or a memory,
of the relationship with their mother. He be-
lieved that this working model of the relation-
ship should have a correspondence with what
occurred in the past but also that it might be al-
tered by subsequent experiences. This idea obvi-
ously has much in common with the new view
of memory. In addition, said Bowlby, this work-
ing model affects subsequent relationships; that
is, 2 persotfs model of her relationship with her
mother determines her future social life. For ex-
ample; a mother whe has a working model of a
secure attachment with her own mother is likely
to behave in such ways as to establish a secure at-
tachment with her own child.

Subsequent experiences can affect memory
and past events. This is a heared debate topic in
regard to sexual abuse. Although all the informa-
tion is not yet complete, it appears that sub-
sequent events, in this case how the child is
asked abour possible sexual abuse, affects
whether the child “remembers” the event. A
study by Clarke-Stewart and her colleagues
(Goodman & Clarke-Stewart, 1991) serves as a
good example of this process. In an experimental
situation, a child is placed in a room and after 2
few moments sees a man enter and watches as he
dusts the objects in a room, including a doll. Af-
ter'a few minutes, he leaves. Next, an experi-
menter enters and asks the child a series of ques-
tions abour whart just occurred, such as “What
did the man do?” The child has ne difficulty re-
sponding to such a question. Next comes a series
of direct questions, such as “Did the man pick
up and kiss the doll?” The child most often re-
members correctly and answers, “No, ke did
not.” The experimenter leaves, and another ex-
perimenter enters. This experimenter asks the
child, “Did the man pick up and kiss the doll?”
Surprisingly, a large number of children now re-
port, “Yes.” As more and more experimenters ask
the child the same question, it becomes more
and more likely that the child will answer “Yes.”
Such studies, along with Ross’s analysis, lead us
away from an organismic model with a rea/ past
acting on the individual.

CONTEXUALISM AND
ORGANISMIC APPROACHES TO
DEVELOPMENT: A CASE STUDY
OF ATTACHMENT

James addresses this idea and argues that truch is
not a static property of something but rather
happens to an idea: it becomes true; it is made
true by events. History’s role is to create truths.
These, rather than earlier events, are likely to
cause later events. People remember their pasts
in the present to find and maintain their own
truth. Elsewhere I have likened this truth to the
idea of identity; the idea of me (Lewis, 1990b).
The best way t compare the usefulness of
contextualism is to apply it to a problem in de-
velopment. Consider this example. A child is be-
ing raised by a mother who is depressed. The
child’s condition at one year of age is influenced
by her mother’s psychopathology. As in most
studies, we can ask, “What will that child be like




child showed poor school adjustment, we could
argue that the child’s earlier adjustmenr pattern
influenced her later development. The Organis-
mic model assumes that, in a traielike way, the
events that occurred eaglier produced in the
child a quality that impacted on her behavior
years later. If we leok at the same problem using
a contextual model, we can argue that the con.
text in which the child was raised ar onc year of
age affected her current adjustment because
there was an interaction between the child and
her environment. This is a contextual finding
because the childs behavior can be understood
in terms of her adaptation to her depressed
mother at one year. The prediction of what the

child’s behavior will be like at age 6 is not based

on her current adjustment. What is needed is to
study the context of the child ar ¢ years in terms
of her current relationship with the depressed
mother. If the child shows poot adjustment ear-
lier because she is adapting to the context of
poor mothering, why should the child not re-
main in treuble if the poor mothering environ-
ment continues? The contextual model states
that the child’s status at any point will be affected
by the environment at that point.

In other words, an organismic model requires
us to assume that the trair of maladjustment is
located in the child and that it is this trait, estab-.
lished eatlier, that produces the later maladjusted
schiool-age behavior. What if the mother was no
longer depressed when the child was school age?
In such a case the current context would have
changed, and it is likely that the child will not
- show maladjusement at 6 years. As the context
changes, so does adaptation. In the few studies
that have supplied data by which alternative
models can be considered, the findings support
the idea that current status is just as important
as, if not more important than, earlier condi-
tions (Lewis & Feiring, 1991). In other words,
developmental continuity, which we believe is
located in the child, may be located in the con-
text to which the child adapts. This can be seen
in 2 recent longitudinal study of attachment
characteristics of children from infancy to late
teens.

Attachment: Trait or idea

We studied attachment because it seeks to ex-
plain, in part, the origins of social and emotional
behavior. Attachment has been considered both

la™

when she is of school age?” Assutning that the
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as a set of overt behaviors (e.g., Amsworth, Ble-
har, Warers, & Wall, 1978; Belsky, Rovine, &
Taylor, 1984) as well as a tepresentation or
model of close relationships (e.g., Bowiby,
1973). Early formulations of attachment em-
phasized a connection berween infants’ early
overt behaviors and larer responsiveness. Bowlby
(1973) argued for a link berween early attach-
ment behaviors and later representations: “The
varied expectations of the accessibility and re-
sponsibleness of attachment figures that differ-
ent individuals develop during the years of im-
maturity are tolerably accurate reflections of the
experiences these individuals have actually had”
(p- 202). This idea has been held by most (see
Main, 1990; Main, Kaplan, & Cassidy, 1985;
Sroufe, 1983). The child’s mode] of the attach-
ment relationship is viewed as organized around
the histery of the caregiver’s responses to the in-
fant’s actions. Thus, the construct of attachment
as measured by mental representations is be-
lieved to be formed around early parent—infant
experiences. Differences in early mother—infant
interactions produce individual differences at
onc year of age in sets of overr behaviors
{Ainsworth er al, 1978; Belsky et al., 1984; Le
wis & Peiring, 1989). The differences in types
(A, B, C, Dj, reflecting the quality of the artach-
ment relationship, are seen as predicting sub-
Sequent representations (Bretherton, 1985).
Studies used to support this supposition have
linked overt attachment behaviors in infancy 1o
later social competence and psychopathology °
(e.g., Elicker, Erglund, & Sroufe, 1992; Lewis et
al,1984; Londerville & Main, 1981; Matas et
al,, 1978; Pastor, 1981; Sroufe, 1983; Sroufe,
Egeland, & Kreuwer, 1990; Sroufe & Fleeson,
1986). The relations berween early attachment
behaviors and later competencies are assumed to
reflect the ongoing impact of a stable atrachment
construct. Although these studies show associa.
tions between early overt attachment behaviors
and subsequent comperence, they do not exam-
ine continuity in attachment behaviors with
later representations, therefore not providing
support for the idea thar infant attachmenr is 2
prototype for later attachment. By assuming that
attachmeént remaing stable, these studies and
their interpretation mistakingly promote the
view that infant artachment status is a trait-like
attribute of an individual throughout develop-
ment. As Waters, Posada, Croweli, and Lay
(1993) have pointed out, “attachment theorists
often referred 1o infant artachment status as if it
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were a trait-like characteristic that an individual
carried throughout life. This has stood both as
dogma and doctrine based on empirical research.
Indeed, attachment theorists are often criticized

for offering an ‘inoculation’ theery of develop- -

ment. Secure attachment in infancy inoculates a
child from adverse outcomes throughour devel-
opment. Conversely, early attachment difficul-
ties place the child at risk or even cause sub-
sequent problems™ (p. 217). The adolescent
literarure also has treated atrachment as a stable
individual characteristic related to competence
and psychopathology (e.g., Cole-Detke & Ko-
bak, 1996; Kobak & Sceery, 1988; Kobak,
Sudler, & Gamble, 1991; Rosenstein &
Horowitz, 1996; Sroufe et al, 1990; Sroufe,
Schork, Moffi, Laworsky, & LaFreniere, 1984).
Attachment quality is assumed to be stable and
therefore continues to have a significant impact
on intimate relationships and other comperen-
cies into adulthood (e.g., Hazan & Shaver,
1987).

Several possibilities exist. In thg first, the cur-
rent adult representation is solely dependent
upon the current environment, with the previous
representation having litde effect on the current
one—a contextual model. Second, early repre-
sentations form a trait {a set of representatives in
wharever Form we like), and this trait fasts over
time—an organistnic model. A third model, the
interactionial one, holds that the current environ-
ment interacts with the past representation ro
produce a current representation.

For either contextual or interactional models,
it is necessary to take the nature of the environ-
ment into account. In the attachment literature,
there already exists data to show that in early
childhood when the caregiving environment
changes, the quality of artachment changes as
well (Belsky, Campbell, Cohn, & Meore, 1996;
Thompson & Lamb, 1983a, 1983%). For exam-
ple, Vaughn, Egeland, Sroufe, and Wharers
(1979) found that early artachment classifica-
ton changes if maternal behaviors change, in
this case as a function of stressful life events. In
order to refate early to later attachment, it is nec-
essary to measure the environment and its
change over time (Bronfenbrenner & Crouter,
1983; Dunn, 1993; Lewis, 1984, Suomi, 1979;
Waters Trebors, Crowell, Merrick, & Alber-
- sheim, 1993).

In the longitudinal study we looked at a par-
tcular environmental factor, divorce, because it
caprures many aspects of the caregiving eaviron-
ment, direcdy affecting parents, children, and
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the emotional and social experiences in the fam-
ity (Davies & Cummings, 1994; Fauber, Fore-
hand, Thomas, & Wierson, 1990; Grych & Fin-
cham, 1993). As an index of disruption in family
life, economic hardship, and decreased availabil-
ity of caregivers, divorce provides the type of
environment that could have an impact on early
childhood attachments as well as effecting
change in representation.

In the longitudinal study, we examined the
consistency of attachment classification from 1
“to 18 years using divorce as a measure of the
caregiving environment (Lewis, Feiring, &
Rosenthal, in press). Eighty-four infants and
their mothers were seen at 1 year in a modified

+ Strange Situation Procedure (see Waters et al.,

1979). Ac 18 years, participants were inter-
viewed following the protocol developed by
George, Kaplan, and Main (1985) and Kobak,
Cole, Ferenz-Gillies, Fleming, and Gamble
(1993). Thus, at both ages attachment classifica-
tion on these children as well as divorce status
was obtained.

The results indicated that 1-year attachment
was not relatéd to 18-year atrachment. Of the
insecure 1-year-olds, only 38% (9/24) were inse-
curely attached at 18 years of age, whereas for
the secure 1-year-olds, 43% (26/60) were inse-
curely attached. Out of 84 families, 14 had expe-
rienced a family divorce by the time they were
18 years of age. There was no relation berween
attachment at one year and subsequent divorce.
However, when the teens were 18 years old, at-
tachment classification and divorce are signifi-
cantly related. Those adolescents whose parents
were divorced were more likely to be classified as
insecure, whereas those classified as secure were
more likely to be from intact families. Because
the time of divorce varied, there might be a rela-
tion between carly or later divorce and 18-year
attachment. When the time of the divorce was
compared to the 18-year-old attachment classifi-
cation, no relation was found. Timing of divorce
was not related to any of the other measures.

Because of our interest in individual trajecto-
ries of artachment coherence and relations with
divorce, we followed an analytic strategy that al-
lowed us to examine individual children’s paths
over time. We determined the path each individ-
ual followed in terms of attachment and divoree.
As already mentioned, attachment at 18 yeats is
related to divorce status but not to attachment in
infancy; thus, there is no support for an organis-
mic model. How about an interactional model
Were there any interactions between attachment
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in infancy and family divorce as they affect at-
tachment at 18 years? Our findings indicate no
interactional effects; secure artachment at 1 year
does not buffer children from developing inse-
cure attachments at 18 years if they are from di-
vorced families. If attachment at 1 year and
divorce interact in their contributions to attach-
ment at 18 years, one would expect that adoles-
cents who were insecure at 1 vear and come
from divorced families would have been meore
likely to be insecure at 18 than adolescents who
were secure at | year and come from divorced
families. This was not the case.

Our findings reveal a lack of continuity be-
tween overt attachment behaviors at 1 year of
age and representations in adolescence. Others
also have found a lack of continuity from in-
fancy, both for predicting attachment bebaviors
in childhood (Belsky, Spriz, & Crnic, 199%;
Thompson & Lamb, 1983a, 1983b) and for
predicting representations in adolescence (Zim-
merman, Fremmer-Bombik, Spangler, & Gross-
man, 1997). Even when consistency is found,
there exists significant numbers who change
their attachment status over time (Main er al,,
1985; Waters, 1995). This suggests that continu-
ity in attachment may be influenced by contex-
tual factors, a finding suggested by others
(Egeland & Farber, 1984; Lamb, Thompson,
Gardner, & Charnov, 1983; Sroufe, 1997; Wa-
ters et al., 1995).

'The data are coherent. Attachment at I year
of age as measured by overt behaviors does not
show continuity with actachment ar 18 years of
age as measured by representations. However,
concurrent attachment, regardless of the age or
method, is related to the nature of the caregiving
environmment. At 18 years, attachment classifica-
tion is related to concurrent familial environ-
ment. Adult attachment is related to concurrent
parenting behaviors (Ainsworth & Eichberg,
1991; Main et al., 1985; Posada, Waters, Crow-
ell, & Lay, 1995; van IJzendoorn, 1995; van
[Jzendoorn, Kranenburg, Zwart-Woudstra, van
Bussbach, & Lambermon, 1991). Together,
these findings suggest that although the attach-
ment representation is not stable over time, cur-
Fent representations are related 1o impoitant in-
dicators of current functioning. '

The early studies of attachment did not pre-
sent any data on the environment at the ume
when outcome measures were obtained. With-
out such data, we cannot address whether con-
sistency of the environment or a characteristic of
the child accounts for continuity. The few stud-
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ies that include some indicators of the caregiving
environment (Vaughn et al., 1979; Waters et al.,
1995) reveal that contnuity in artachment is af-
fected by environmental factors.

The data presented in this seady support a
contextual rather than an organismic model.
Stated simply, what is happening concurrently in
the child’s environment, at least through adoles-
cence, exerts powerful effects on the child’s ar-
tachment behaviors and representations. The de-
gree to which environment factors remain
consistent represents the degree to which the in-
dividual’s attachment remains consistent. More-
over, a contextual model emphasizes concurrent
adaptation as the single most important process
in understanding children’s emotional and social
development. Such a view is supported by the
developmental literature (Lerner, 1986; Lewis,
1997).

Unlike an organismic model, a contextual
model argues that should the context change,

earlier events may have little impact on sub-

-sequent behavior. The question, then, is not how

a person progresses but how the context in
which an organism adapts changes over time.
Rather than an orderly progression on the basis
of some internally derived imperative driving the
person toward an end point, it may be that con-
texts alter and change, sometimes in an orderly
fashion, often disorderly or chaotic. It is these
changing contexts that effect change in the
child. :

The contextual approach also requires that we
understand that behavior is produced to aid in
the peérson’s current adaptation. Such an ap-
proach reflects the pragmatic task of the per-
son—to adapt to the current challenge. It does
not rely on the past and so allows for our ability
to alter our developmental trajectory. The ability
to think about the future, the use of our con-
sciousness to make plans and alter past mistakes,
and the occurrence of chance events in the se-
quence of development are not isolated happen-
ings but the fabric of our lives (Lewis, 1990b).
They are, as James said, a collection of unor-
dered facts. These factors suggest that continuity
and prediction, even at a group level, are diffi-
cult and may be even more so for the individual
(Elder, 1986). Without an appreciation of the
role of these factors in development, we will re-
main disappointed by our level of under-
standing. Bandura (1982), touching on chance
encounters, has written, “Developmental theory
. . . must specify [the] factors that set and alter
particular life courses if it is to provide an
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adequate explanation of human behavior”
{pp. 747-755). This issue, together with the
work in pliysics and evolutionary biology, sug-
gests that developmental theory resting on the
assumnption that what occurs earlier in time has a
direct relation to what occurs later cannot read-
ily be supported.

Thus, besides a Jamesian view of pragmatics, a
Kantian view also is required, one that introduces
the idea that people have conceptions of whar
they want and should do to reach the goals they
have chosen. Each of these ideas, desires, actions,
and goals can be changed. The choices are, in
part, the environments that people create. Events
that we like to call basic realities are occasions
when “indeterminate possibilities are trans-
formed into determinant actualities” (White-
head, 1978, p. 233), 2 basic premise of quantum
mechanics that needs to be applied to human life
as well. A contextual approach allows us to re-
construct how life progresses but does not allow
us to.predice. Like historians or evolurionary
theorists, our strength may be more in how we
construct our narratives and less in how such nar-
ratives are related over time. Personality develop-
ment requites we consider such alternatives.

NOTE

1. The variant of course is the standard idea that
within conrext situation, consistency of behavior rep-
resenting a personality variable can be found. Such an
idea is appealing but certainly does not provide the
basis for being overwhelmingly confident that a sim-
ple seructure of persomality can be obtained. Thus,
even if the Big Five personality variables, or traits,
were to emerge as highly salient, the fact that they
might each differ across 2 dozen siruations and that
each might differ under different situations gives rise
to-a combinatorial figure beyond the simple idea of
five variables as explanatory device.
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