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Successful Friendships of Hispanic
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Abstract: Interviewswere conducted with Hispanic children who had a disability and a
friend with whom they had a successful friendship, aswell as with parents and teachers.
We focused the interviews on the children's and adults' descriptions of the friendship,
what each of the children gave to and received from the friendship, the evolution of
the friendship in terms of intensity, and the influence of Hispanic cultural values. A
friendship support conceptual framework is presented to organize the data related to
three relationship domains (companionship, instrumental support, and emotional
support) and three friendship depth levels (acquaintance, casud, and intimate). We
focused our key recommendations on future directions for research and friendship

A focus on friendship has been a burgeoning area
of interest within the special education field over
the last several years. A recent emphasis has
been on studying the nature of friendship
interactions between children with and without
disabilities (Farmer &  Farmer, 1996;
Helmstetter, Peck, & Giangreco, 1994; Grenot-
Scheyer, 1994; Meyer, Park, GrenotScheyer,
Schwartz, & Harry, 1998; Salisbury, Gallucci,
Palombaro, & Peck, 1995; Snell & Vogtle,
1997; Staub, 1998; Staub, Schwartz, Gallucci,
& Peck, 1994).

Although there is arich literature related to
friendships and social support in typica child,
youth, and adult development (Belle, 1989;
Sarason, Sarason, & Pierce, 1990), much of the
work in the disability field has not been
grounded in that literature. Children without
disabilities gradually increase their contact with
peers as they grow older, with a 70% increase
between the ages of 6 and 9. By thistime, typical
children usually have 9 or 10 friends in their
social network (Feiring & Lewis, 1989). Al-
though theorists and researchers have catego-
rized social relationships of typical children and
youth in different ways, frequently identified re-

lationship domains are emotional support,
informational  support, instrumental support,
companionship, and affection (Belle, 1989;
Berndt, 1989; Reid, Landesman, Treder, &
Jaccard, 1989; Sullivan, 1953). Similar
relationship domains have been identified in the
adult literature on social support (Cobb,
1979; Cutrona & Russell, 1990; Schaefer,
Coyne, & Lazaruz, 1981).

A tendency within special education
settings is for helping relationships to be
characterized automatically as friendships.
Helping relationships (i.e, peer tutoring,
behavioral monitoring) fall within the
relationship domains of instrumental support
and/or informational support. Evans, Salisbury,
Palombaro, Berryman, and Hollowood (1992)
documented that girls, more frequently than
boys, interact with students with severe
disabilities by serving as a persona attendant or
caretaker in terms of moving students around the
room, getting materials for them, and making sure
that their special needs are met. Peers often
comment that they "work with" a classmate who
has a disability (Kishi & Meyer, 1994).
Distinguishing between working with someone
and experiencing friendship is critically impor-
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tant, as described by VVan der Klift and Kunc
(1994):

Clearly, thereis nothing wrong with hdp; friends often
hdlp eech other. However, it isessantid to adknomedge that
help isnot and can never be the basis of
friendship.... Friendship isabout choice and chemistry
and cannot even be readily defined, much less foroed.
(pp. 393-394)

Perhaps, a contributing factor to an over-
reliance on a helping model has been the lim-
ited attention of researchers in the special
education field on the explication and facilita-
tion of reciprocity (Grenot-Scheyer, Staub,
Peck, & Schwartz, 1998; Kennedy, Horner, &
Newton, 1990; Kennedy & Itkonen, 1996;
Salisbury & Palombaro, 1998). Alternatively, in
the social support literature for typical children,
youth, and adults, investigators have
emphasized the importance of establishing reci-
procity balance within relationships (Antonucci
& Jackson, 1990; Ross, Cheyne, & Lollis, 1988;
Sabatelli & Shehan, 1993).

In addition to considering the nature of
relationship domains and the reciprocity balance
between giving and receiving support within
domains, researchers in the area of socia
supports for typical children, youth, and adults
also address relationship depth. Hays (1984)
described three levels of relationship depth,
including superficial, casual, and intimate. In his
research he documented the evolution of college
students' dyadic relationships that result in
intimate friendships and those that do not result
in intimate friendships. Of his many findings
related to the evolution of intimate friendships,
the most striking behavioral difference between
the dyads who established an intimate
friendship, as compared to those who did not,
was the quantity of interaction within
relationship domains occurring between 3 to 6
weeks of acquaintanceship.

Grounded in the social support literature
for typical children, youth, and adults in terms of
relationship domains and levels of depth, we
undertook a qualitative study to inquire into the
nature of friendships between 11 Hispanic chil-
dren with disabilities and their peers without
disabilities. (The term Hispanic generally refersto
individuals whose cultural heritage traces back
to a Spanish-speaking country with a history of
Spanish-American colonization [Harry, 1992].
Many other labels have been used to denote
this population, such as Latino, Spanish, and
Latin. Currently, there is no consensus among
social scientists as to the most acceptable term to

use [Marin & Marin, 1991; Soriano, 1991]. In the
early 1970s, the federal government adopted the
term Higpanic, which has subsequently been
designated as the official term for use by the U.S.
Bureau of the Census and in al federal publications
[Galegos, 1991; Walker, 1987]. For condstency,
Higpanic is the term used throughout this article.)
Ininitially planning this study, our intention had
been to include participants from the three
racial/ethnic groups of Hispanic, African
American, and EuroAmerican. In discussing
participant selection with our Participatory
Action Research Committee (described in the
next section), we were strongly encouraged,
particularly by two members of this committee
who are not Euro-American, to focus solely on one
cultural group rather than three. Their rationale
was that they believed it would be important to
understand more about friendships from specific
cultural traditions. Their recommendation was to
focus on Hispanic children and youth. We
concurred with this recommendation concerning
cultural depth for several reasons. First, the
Hispanic population is one of the fastest
growing racial/ ethnic groups in the United
States (Gutiérrez, 1995). In fact, it is projected
to be the largest culturally diverse population by
2010, comprising approximately 24% of the
total U.S. population (U.S. Bureau of the
Census, 1995). Second, much of what we know
in the disability field is known primarily from a
Euro-American perspective. Although we have
not conducted a "cultural analysis' of recent
research on social relationships, we have
analyzed the ethnic composition of participants
in research published on family topics during
1998 in the early childhood field in four leading
journals (Journal of Early I ntervention, Topicsin
Early Childhood Special Education, Infant-
Toddler Intervention: The Transdisciplinary
Journal, and Infants and Young Children). Of
the 11 empirical articles that had the terms
parent, family, mother, father, or primary
caregiver in the title, Hispanic family members
were represented in only 5% of the research
samples. This is in contrast to the fact that
Hispanic students represent 12% of the total
population and 28% of the population of students
identified as having menta retardation
(combining mild and moderate identification)
(U.S. Department of Education, 1993). Third,
we chose to focus on Hispanic children and
youth because of the emphasis on positive
interpersonal  relationships in  the Hispanic
culture. For example, a strong Hispanic cultural
value is personalism, which places great impor-
tance on interpersonal relationships (Soriano,
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1991), and simpatica, which emphasizes harmony
in interpersona relationships (Marin & Marin,
1991). In light of these Hispanic cultural values,
we anticipated that there may be lessons to learn
from successful Higpanic friendships that would be
helpful for people with diverse cultural values
who may be less inclined to give high priority
to interpersonal relationships. In providing this
rationale, we want to point out, however, that we
recognize that there is extreme variability within
the Hispanic population in light of many factors,
including national origin, level of acculturation,
language proficiency, and socioeconomic status.

The four research questions addressed in this
paper are: (a) What do children with and those
without a disability who experience a successful
friendship do to give support to each other and
to receive support from each other? (b) To what
extent is there reciprocity in the ways that
children/youth with and those without a
disability give support to each other and receive
support from each other? (c) How is friendship
depth among children with and those without a
disability characterized? (d) In what ways do
Hispanic cultural values influence the friendships
of children with and those without a disability?

M ethod

In initially undertaking this study, we es
tablished a Participatory Action Research Com-
mittee to advise us in the specification of
relevant questions and the implementation of
research to increase the likelihood that the in-
tended beneficiaries of the research-children
with and those without a disability, parents,
teachers, and researchers-would, indeed, gain
from the findings (Hoshmand & Polkinghorne,
1992; Lather, 1986; Meyer et al., 1998;
Turnbull, Friesen, & Ramfrez, 1998). This com-
mittee was comprised of one adult with a dis-
ability, four parents, two teachers, and two
researchers.

We used individual and group interviews for
data collection. In-depth interviews enabled
inductive inquiry that allowed us to generate
recommendations for future research and inter-
vention on friendship facilitation.

Participants

Given that our goal was to take a strengths
perspective (Saleebey, 1992) to enhance our
understanding of the successful friendships of
Hispanic children with mild, moderate, or severe
disabilities, we used purposive and extreme case
sampling to select participants whose friend-
ships met specified criteria associated  with

success. The purposive sampling (the selec-
tion of areduced number of respondents to repre-
sent the target group's diverse characteristics
[Bogdan & Biklen, 1998; Lincoln & Guba,
1995]) involved seeking children characterized by
diversity across geographical residence, age, type
of disability, and nature of disability. The
extreme case sampling (choosing participants
who demonstrate special or unusual situations
that might be especially instructive [Patton,
1990]) involved the selection of children with a
disability who were known to have a successful
friendship with a peer who did not have a
disability. Although there are alternative inter-
pretations of what constitutes a successful
friendship, we set the following criteria as the
basis for identifying children based on areview of
the friendship and social support literature
related to children without disabilities (Belle,
1989): (a) the two children's ages are within
18 months of each other; (b) they both initiate
contact and activities with each other; (c) they
share experiences in at least two settings (i.e.,
school playground and neighborhood); and (d)
they have known each other for a minimum of 6
months.

Given the exploratory nature of this study,
we selected 11 Hispanic children who repre-
sented variation in age (i.e., 6 to 19), disability
classification (i.e., mental retardation, autism,
and emotional/behavioral disorders), geo-
graphic location (i.e., rural, suburban, and urban),
and Hispanic subgroup classfication (i.e.,
Mexican and Puerto Rican). In terms of His-
panic subgroup classification, 9 of the children
and youth were Mexican and 2 were Puerto
Rican. We selected 12 friends (one youth with a
disability had 2 close friends who were equally the
focus of interviews).

Because of our interest in varied geographic
locations, we established four community re-
search sites in (a) Texas, (b) California, (c)
Kansas, and (d) Connecticut. Given the dis-
tance and money required for travel to these
sites, we determined that it would be feasible for
us to go only one time and, thus, have one
interview with each participant. Rather than
being able to arrange for repeated interviews, we
sought to provide a thick description (Maxwell,
1996) of each child's friendship by interviewing
the child with a disability and the parent(s) of
the child with a disability in all circumstances.
When possible, we also interviewed the siblings
of the person with disability, parent(s) of the
friend without a disability, a teacher of both the
child with a disability and the friend without a
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disability. Table 1 identifies the 56 respon-
dents—children, parents, siblings, and teachers-
who participated in this study.

Locating participants was a major challenge.
One of the specific aspects that made it challeng-
ing was that many children with disabilities were
reported not to have successful friendships. In
addition to this challenge, finding digible
individuals also involved a lengthy process of

Tablel
Characterigicsof Respondents

participant identification, given that we had not
previously worked in the communities and needed
to establish a trusting relationship with at least one
Higpanic community leader as an entry strategy into
the community in order to eventually identify study
participants.

We identified a Hispanic community leader
most were indigenous parent leaders) within each
of the four targeted communities) to serve as a

Child Age Ethnicity® _Disability” Friend

Ethnicity of

Age Friend® Other respondents

H-M Autism
MR, CP,
epilepsy
MR

Fernie 5

Angelica 7 H-M Cindy

Phyllis 8 H-M MR Jordan

Amanda 9 H-M LD Randy

Marisol 10 H-M MR Valeria

Meili 11 H-PR MR, CP

Danny 12 H-M MR Jason

Yolanda

Angel 13 Hearing Daniel
Impairment
MR, EBD
Edgar 18 H- EBD, LD
Saul

Adrian

Roxy 19

M
-M MR, CP
Roxela 19 M

MR, CP

Rolando

Carolyn

Armando

7 H-M Vicky (Fernie's mother)
Teresa (Rolando's mother)
Pat (Fernie's teacher)

Terry (both children's teacher)
Armando (Angelica's father)
Norma (Angelica's mother)
Consuelo (Angelica's sister)
Frank (Cindy's father) Concepclén
(Cindy's mother)

Gabriele (Angelica's teacher)
Phyllis (Phyllis' mother)
Kendall (Jordan's mother)
Kathy (Amanda's mother)
Brenda (Randy's mother)
Jose (Marisol's father)

Adela (Marisol's mother)
Lorna (Meill's mother)

Agnes (Carolyn's mother)

Alfredo (Danny's father)
Carmen (Danny's mother)
Lits, 10 (Danny's sister)
Claudia (Danny's sister)
Michael (Danny's teacher)
Charles (Danny's teacher)
Lee (Jason's mother) Leah
(Jason's sister) Yolanda
(Yolanda's grandmother) Lits,
6 (Danny's neighbor)

Ester (Angel's mother)

Luis (Angel's tutor)

7 E-A

10 E-A

11 B

11 A-A
11 H

18 H-PR

16 H-PR Maria (Edgar's mother)
Larva (Edgar's teacher)
Marta (Twin's mother)
Fernando (Roxy's teacher)
Irma (Roxela's teacher and

Adrian's mother)

18
18

#H-M = Hispanic (Mexican); H-PR = Hispanic (Puerto Rican); E-A = Euro-American; A-A = African American; B = Black
gCaribbean). °CP = cerebral palsy, MR = mental retardation, LD = learning disability, EBD = emotional and behavioral disorders.

Not Interviewed.
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research site coordinator. These site coordinators
assisted us in (&) identifying and prioritizing
Hispanic children with disabilities who met the
study's friendship criteria; (b) contacting the
children and their parents to explain the purpose
of the study and obtain their consent; (c) assisting
the parents in inviting their child's teacher and
their child's friend who did not have a disability
to participate; (d) contacting the teacher, the
friend without a disability, and the parents of the
friend to explain the study and ask them to
participate; (e) making logistical arrangements
for a comfortable and convenient location for the
interviews, (f) scheduling the interviews; (g)
arranging for transportation, child care, and
refreshments; (h) facilitating the completion of
consent and demographic forms; and (i) being
present at the interviews to reassure the children,
parents, and teachers and to handle any
unexpected issues. Each site coordinator was
paid $150 to carry out thisrole.

Because the site coordinators were actively
involved in the Hispanic community, they knew
many families across different neighborhoods
and schools who had children with disabilities.
They were able to recommend families whose
children met the criteria and to contact other
families and professionals to attain their nomi-
nations. By networking with the site coordina
tors, we were able to engage in a reflective
process that helped them prioritize the particular
children with a disability and their friends who
would be most appropriate to include from their
geographical setting.

Based on areview of the friendship literature
and the comments of the Participatory Action
Research Committee, we developed a semi-
structured interview guide to provide genera
direction for the individual and group interviews
(Creswell, 1994; Krueger, 1998). Consistent with
the literature reviewed in the introduction, the
interview guide included questions focused on
relationship domains (i.e.,, emotional support,
informational  support, instrumental support,
companionship, and affection), reciprocity within
relationship domains, relationship depth, and the
role of Hispanic culture in influencing
friendships. We adapted this interview guide for
the level of reading comprehension of each child
as well as for the adults. We also adapted it in an
iterative way, as issues were identified by
participants in early interviews which helped
shape questions for later interviews. Participants
were also encouraged to identify and elaborate

upon factors and barriers that influence the
development and maintainence of friendships.
Although these topics provided the overal
paramaters for the interviews, the participants
determined the sequence and course of the
conversations in terms of issues that were most
important to them. They were given the choice of
having the interview in English or Spanish; 9 of
the 56 respondents chose Spanish. Four
interviewers conducted the interviews, one of
whom was fluent in Spanish. Participants selected
whether they would prefer to have the interviews
individually or in a group. In most situations, the
child with a disability and the friend had the
interview together (they typically reported feeling
more comfortable being interviewed together
rather than individually), whereas parents and
teachers typically had separate interviews. All
interviews were audio-recorded and fully
transcribed. The interviews were designed to
provide an informal exchange (Taylor & Bogdan,
1998, p. 77). The support of the site coordinator
gave reassurance to families who were meeting
us for the first time. The children received a
$5.00 McDonald's coupon; in two of the sites, the
adults received a $10.00 check; in one site, a
$15.00 grocery coupon; and

in another site, a $25.00 grocery coupon. (The
site coordinators in each community recom-
mended the appropriate renumeration.) In
addition, all participants received a free sub-
scription to a family and disability newd etter and
acopy of the study's results.

Data Analysis

The goals of data analysis were to (a) orga-
nize and reduce the raw data; (b) generate cat-
egories, subcategories, and codes, and (c)
interpret patterns and themes. In terms of or-
ganizing and reducing the raw data, the tran-
scripts generated 32,088 lines of text that were
divided into 29 categories. Two researchers read
and re-read all transcripts to become thoroughly
familiar with the data and to mark relevant pas-
sages. These passages were organized according
to themes and provided the basis for category
generation (Berg, 1998; Merriam, 1998). A third
researcher read a portion of the transcripts for the
purpose of confirming credibility (discussed in
the next section).

In the second step we generated categories,
subcategories, and codes by (a) developing a
preliminary list of categories, (b) discussing and
refining the similarities and differences between
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categories, (c) designating a code consistent
with each category, and (d) locating passage
categories within the transcript and marking
them with the designated code. A research as-
sistant entered all data using Ethnograph, a
computer software program that is a qualitative
data management tool (Seidel, Friese, &
Leonard, 1995). The first and second authors
(a) reviewed the categories as sorted by
Ethnograph and (b) specified subcategories using
the same process as the category determination.

Finaly, the team interpreted patterns and
themes by (a) discussing the meaning of each
category and subcategory and seeking the con-
sistencies, inconsistencies, and key quotes as-
sociated with each; (b) searching for possible
explanations and interpretations; (c) tying pos-
sible explanations to the literature; (d) sharing
the findings with participants (this is the member
check, which will be discussed later) and the
Participatory Action Research Committee (this
is the dakeholder check, which will aso be
discussed later), and (€) clarifying interpretations
through the process of writing the results.

We ensured credibility (accuracy of the in-
formation) by using multiple respondents, mul-
tiple researchers, and member/stakeholder
checks. The number of multiple respondents for
each friendship set ranged from 4 to 13 respon-
dents. This provided a breadth of information
that helped to counteract the logistical and fiscal
impracticality of conducting repeated interviews
with the same respondent in four diverse
geographical settings. Multiple researchers pro-
vided a system of checks and balances for data
collection by classifying the passages into cat-
egories/subcategories and coding the transcripts.

We conducted a member check by sending a
copy of this article and a feedback question-
naire to 4 parents and 1 youth-2 respondents
from one research site and 1 respondent from
each of the other three sites. The 2 respondents
indicated that they did not disagree with any-
thing in the article, and they did not believe
that important points were left out. The stake-
holder check involved sending a copy of the
paper to the nine members of the Participatory
Action Research Committee, with a specific
request for feedback from five of them. The re-
spondents approved the content of the article
and requested further details, especialy in terms of
disability identification (disability identification
was subsequently added to Table 1).

Limitations of the Study

In this study we explored the nature of sup-
port that children with and those without a dis-
ability provide to each other through their
friendship experiences, the extent of reciprocity,
the characterization of friendship depth, and the
impact of Hispanic cultural values. Given the
exploratory nature of research on friendships
between children with and those without a
disability, the use of quaitative inquiry is par-
ticularly appropriate in providing a thick de-
scription of data related to the research
guestions. As is the case with qualitative in-
quiry, generaizations from these findings to all
Hispanic families or to al families, regardliess of
culture, are highly inappropriate to make.

For data collection, we relied on a one-time
interview. Although we would have preferred to
repeat interviews, the funding for our study made
such extensive travel prohibitive. We chose to
collect information from participants in four
locations in the United States rather than to
select families within driving distance whom we
could interview repeatedly. We attempted to
compensate for this lack of depth in repeated
interviews by having breadth in interviews in
terms of getting the perspectives of a number of
different people (i.e., child with and without a
disability, parents, siblings, teachers) related to
each of the friendships.

Ancther limitation was the difficulty we
experienced in defining friendship and in being
confident about exactly what constitutes a suc-
cessful friendship. Although we relied on the
socia relationships literature related to children
and youth without disabilities (Belle, 1989) in
specifying criteria, we believe that future re-
searchers need to operationdize definitions and
validate quality indicators related to successful
friendship within and across diverse cultural
contexts.

An unanticipated consequence is that the
present study includes friendship sets that did
not meet our original friendship criteria related to
(a) the friend not having a disability and (b) the
age difference being within 18 months, as we
discuss later in this section. Interestingly, some
of those friendships that did not meet our original
criteria represent some of the more intimate
friendships. As we discuss in the next section,
we think the "violation" of this study's participant
criteria worked to our advantage because it
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caused us to consider the limitations of our own
beliefs about the criteria for successful friendships.

Another limitation was that we did not
collect demographic information on the severity
of each child's disability. We regret that we
cannot more definitively describe the nature and
extent of disability, athough we noted quite smilar
friendship issues when we compared the child with the
least severe disability with the child with the most
severe disability. We recommend that future
researchers definitively clarify the impact of the
nature of the disability on relationship domains and
friendship depth.

Likewise, we did not collect adequate in-
formation on the family's socioeconomic level or
level of acculturation. We acknowledge that these
are critically important variables to explore in
relation to successful friendships, and we
recommend that future researchers take these
variables into account.

Our origina intention was to have approxi-
mately one half of the Hispanic children with
disabilities from Mexico as their country of origin,
one fourth from Puerto Rico, and one fourth from
Cuba; however, we were unsuccessful in obtaining
this degree of Hispanic diversity. We had
originally planned to obtain a Cuban population in
the Miami area, but fiscal and logistical barriers
prevented that from occurring. We also were not
able to locate as many Puerto Rican childrenin
the Hartford area as we had hoped. The result
was that the overwhelming majority of
participants are from Mexico. Thus, we are unable
to make any speculations about various
subgroups of Hispanic populations in regard to
successful friendships.

Although we conducted some interviews in
Spanish, transcribed the interviews in Spanish,
and then translated them into English, we did
not re-translate these transcripts to assure reli-
ability in translation. The translator, however,
had extensive experience in translations and
consistently received highly favorable feedback on
the quality of her translations.

A final methodological limitation is that we
did not have a professional peer conduct a
confirmatory analysis of our anaytic process and
procedures, however, multiple researchers coded the
data, and we conducted member and stakeholder
checks. In light of the exploratory nature and
the aforemented limitations of this study, we
highlight findings in the next section.

FINDINGS
In presenting the findings, we integrate the
data on relationship domains and friendship

depth into the presentation of afriendship support
conceptual framework. We then report data on the
specific influence of Hispanic cultural values on
friendships.

Figure 1 summarizes the findings of this
study related to relationship domains and depth of
friendship. We developed this conceptual
framework after we andyzed the data as we were in
the process of attempting to synthesize it. In
addition to using the grounded data in devel-
oping the framework, we considered findings
from the literature reviewed in our introductory
section related to relationship domains and
relationship depth. Although researchers have
generally focused on five domains (i.e.,, emo-
tional support, informational support, instru-
mental support, companionship, and affection) in
the social relationship literature, the data from
our study suggested extreme difficulty in
distinguishing informational and instrumental
support as well as emotional support and affec-
tion. Thus, in Figure 1, we included three rather
than five relationship domains. The propor-
tional sizes of the domains and of the giving
and receiving components within each domain in
Figure 1 present the proportional coding of

Instrumental
Support
(18%)

Figure 1. Friendship support conceptual framework.

respondents comments that pertain to each
domain to each aspect of reciprocity.

We were also intrigued by the research of
Hays (1984), who described three levels of
friendship depth; however, the concept of rela-
tionship depth typically has not characterized the
friendship literature for children without disabil-
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ities. Although there are a number of discussions
in the disability literature about the distinction
between helping and friendship, there has not
been a clear explication of the processin friend-
ships evolving from an initial acquaintance to a
more intimate level. Thus, Figure 1 illustrates the
juxtaposition of relationship domains (i.e., instru-
mental support, emotional support, and company-
ionship), reciprocity (i.e., giving and receiving
support within each domain), and relationship
depth (i.e., acquaintance, casual, and intimate).

Friendship Support Conceptual Framework

We present the findings, consistent with
Figure 1, by addressing (a) companionship, (b)
instrumental support, (c) emotional support, and
(d) depth of friendship. Within the relationship
domains of ingtrumental and emotional support,
we address the support that children with a
disability give to and receive from friends. (The
order of subcategories within each of the
categories of companionship, instrumental support,
and emotional support is consistent with the
order of frequency with which participants
describe them.

Companionship

We categorized the comments on compan-
ionship into the following six subcategories: (a)
engaging in sports and physical activities, (b)
visiting and talking, (c) going places, (d) playing,
(e) engaging in artistic expression, and (f)
participating in school and community activities.
An example of a quote illustrating the com-
panionship subcategory of going places is as
follows:

| take her to the park ... with her friends <0 she can havea
goad time Weday hef an hour or an hour until they gt tired.
Then, | take them to McDondd's on the way home. (parent
of childwith dissbility)

All friendships included at |east three com-
panionship subcategories.

Figure 1 illustrates that the companionship
relationship domain received substantially more
comments (56%) than did the other two do-
mains-approximately three times more than
instrumental support and two times more than
emotional support. There was a much more even
distribution of comments across all 11 friendship
sets in this category as contrasted to the
instrumental and emotional support categories. In
the relationship domains of instrumental support
and emotional support, it was obvious from
comments that one of the children in the

friendship dyad was giving support and the
other was receiving it. In contrast, the comments
on companionship could not be analyzed in terms
of the giving and receiving of support; rather, the
emphasis was on having fun together.

Instrumental Support

In terms of instrumental support, 18% of
the comments could be classified into this area,
with 15% of all comments focusing on the in-
strumental support that the child with a dis-
ability receives from his or her friend and 3% of
the comments focusing on the instrumental
support that the child with a disability gives to
the friend (see Figure 1). Approximately one
third of the instrumental support comments fo-
cused on one adolescent, indicating a very sub-
stantial amount of instrumental support that
he received from his friends without a disability.

Instrumental support received by child with
disability from friend. We categorized the com-
ments on instrumental support received by the
child with a disability into four subcategories:
(@) providing information, (b) providing assis-
tance with school tasks, (c¢) providing practica
help, and (d) providing advocacy.

Providing information. The most frequently
mentioned subcategory was providing information.
Comments indicated that the majority of friends
without a disability provided information to the
child with a disability on (a) what to do (i.e., eat
chili chips, take books to class, state preferences,
and wait for turn), and (b) how to do things (i.e.,
play basketball, swim, ride a bike, tie a shoelace).
The following passage provides an example of
providing information when suggestions were
made about both what to do and how to do it:

We be walking and he see a girl by herself, and |
belikewhy dont you go tak to her. An he belike no. Some-
timeshetdl | dont know what to say, and I'l likejust say
the firg thing that comes to your mind.... I'll be like
wel, you may never see her agan, maybe she be with
someone else. The way | seeit in life you gottateke
chances You got to go with what you fed ingde (friend
without disshility)

Providing assstance with school tasks. Com-
ments pertaining to approximately half of the
students concerned assistance they received with
school tasks from their friend. Examples of school
tasks with which they received assistance included
reading, math, writing, paying attention in class,
and completing homework. There was not a
strong emphasis, however, on the role of friends
being tutors. The academic help was described as
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being more incidental and intermittent, as con-
trasted to regularly scheduled tutoring.

Providing practical help. This subcategory
involved the friend actually doing something for
the child/youth with a disability, and comments
indicated that the majority of friends provided
practical help. The practical help themes
included (@) assistance with orientation to school
building and with mobility, (b) assistance with
social interaction, and (c) general assistance.

Providing advocacy. Providing advocacy refers
to friends standing up for the children/youth with a
disability in helping to defend their rights for
respect and participation in the school. Only one
student with a disability, Danny, received this
type of assistance; he received a substantial amount
as indicated by the pervasive way in which
providing advocacy was addressed in all
related interviews. Interestingly, Danny was the
only student with a circle of friends, and his
advocacy appeared to be directly related to the
circle. Asillustrated by the following quote:

When we werein fifth grade ... the prindipd, she didnt give
Danny the rights that other kids hed and one day when we
met here for the medting we dl dedided to go and sand-up
for Danny. So we went to Miss[prindpd] and wetold her
thet, Why can't Danny have the rights that other kids are
getting? (friend without disahility)

Instrumental support given by child with
disability to friend. Only 3% of the comments
related to instrumental support were ones in
which the child with the disability was giving
support to the friend. The two subcategories of
instrumental support given by the child with a
disability to the friend include (a) providing
assistance with school tasks and (b) providing
information. As contrasted to the four categories
of instrumental support received by the child with a
disability from the friend, children with a disabil-
ity did not give support to their friend in the
subcategories of providing practicd help and
providing advocacy.

Approximately half of the children with a
disability made a comment related to the provision
of instrumental support for friends. The most
instrumental support was provided by the older
students with a disability who were especially
verbal.

Providing assistance with school tasks. This
was the most frequent subcategory mentioned.
Examples of school tasksinclude assistance with
coloring within the lines, handwriting, and or-
ganizing extracurricular activities.

Jordan'skind of dow.... Hesin kindergarten, but hedidn't

go to preschooal.... Jordan didn't stay in the linesgood.
She[Pryllig sad, " Jordan, youre supposeto Say inthe
lines" (parent of friend without disebility)

Providing information. All of the comments
in this category related to Angel and Daniel's
friendship. Angel was primarily providing
Daniel information related to his hobbies.

Emotional Support

As illustrated in Figure 1, the emotional
support category received approximately one
fourth (26%) of the comments related to the
domains of friendship. Unlike instrumenta sup-
port, children with a disability gave the same
amount of emotional support to their friend
(13%) asthey received from their friends (13%).

Emotional Support Received by Child With
Disability From Friend. Emotional support re-
ceived by the child with a disability included
the following three subcategories. (a) attending
to feelings, (b) expressing affection and caring, and
(c) enhancing self-esteem. As reflected in Figure
1, the comments describing the amount of
emotional support received by the child with a
disability was smaler than the number of
comments describing the amount of instrumental
support received. The two children with
disabilities to whom the most emotional
support comments were attributed were both
females, ages 7 and 9; furthermore, both of their
friends were female.

Attending to feelings. Often this category
related to comforting the child with a disability
in terms of asking them about problems, re-
minding them of their friendships, and showing
allegiance when they are teased. Sometimes it
also involved being able to intuit feelings from
nonverbal expressions when feelings were not
directly verbally shared.

Expressing affection and caring. Friends
expressed affection and caring in both physical
and verba ways. Comments related to affection
occurred for 4 of the children with a disability.
In three out of four of these situations, the in-
dividual with a disability was female.

Enhancing sdlf-esteem. This category, related
to interactions that help to increase positive
feelings toward self, was the least frequently
addressed. One of the few illustrative quotesis
as follows: "He sees Fernie as equal to any child
in that he can learn as any other child. In other
words, he gives him support and trust" (parent
of child with disability).

Emotional Support Given by Child With a
Disability to Friend. Children with a disability
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gave emotional support to their friend in the same
three subcategories in which they received it.

Attending to feelings. This category included
comments related to providing comfort (i.e.,
asking about problems, showing allegiance
when friend is teased) and understanding
when the friend is in a bad mood (i.e., “Like
when I'm in a bad mood or something [he] just
comes and pats me on the back and says you're
my best friend.")

Expressing affection and caring. Hugs,
being nice, being tender, and having somebody to
love were all described as ways of expressing
affection and caring.

Enhancing self-esteem. There were more
comments related to how children/youth with
a disability enhance the self-esteem of their
friends rather than vice versa. Several of these
relate to how Angel provides a boost to Daniel's
self-esteem.

Depth of Friendship

As depicted in Figure 1, our conceptual
framework has three concentric circles repre-
senting three levels of depth-acquaintance,
casual, and intimate. We would not character-
ize any of the friendships investigated in this
study as being at the acquaintance level, which
is not surprising given the criteria that we had
for identifying successful friendship. Of the 11
friendship sets, we would classify 5 of them as
casual and 6 as intimate. Although it is ex-
tremely difficult to establish operational crite-
ria to separate these levels, we designated the
intimate level when friendships were charac-
terized by comments indicating (a) an inten-
sity of emotion-al support and/or (b) overt
affirmations of closeness. The following are
three quotes illustrat-ing intimate friendships.

Since the first day | saw Malli, | redly liked her. And
I've been coming sometimes, and we redly got to know
each other and then now, its like we're family.
(friend without disability)

A friendis someonewhowill dwaysbetherewhenyou
need them [He will talk to you whenyou nesd hdp
and when you don't need help. [He] will be there even
when you've been-excuse my language-such an ass
that nobody wants to be there, but your friend is
there.... | love Angel like a brother. | love my other
friends, but from dl thefriendsthat | have, he's been the
only one thet | can look a& and say, "We did dl this
together, and werre going to stick together.... Because |
know oneday | might end up getting married and have my
own life and quff, but that doent mean I'll stop — if

you're [Angd] ill around I'll dways work for you.
No matter if I'mafew milesavay, | could bein Horida
... but I'm going to 4ill take some time off and work for
you and guff. Because not only youre my friend, | fed
youre part of my family.... you're dways there, and
I'm there for you and youre there for me. (friend
without disability)

I know, like last year, | sa in on one of his Circle
Friends, and it wasincredible. Here are these dementary
sudents having some serious heart-to-heart taks.
(teacher)

In the friendships we identified as being at
the casua level, comments suggesting this level
of intimacy were not included.

Influence of Hispanic Culture

We asked all of the parents and teachers
we interviewed to describe how the families'
Hispanic culture influenced the nature of the
friendship between the child with a disability
and the friend without a disability, as well as
the roles of the parents and teachers as friend-
ship facilitators. Based on comments, we iden-
tified benefits and drawbacks. We want to
acknowledge the broad diversity within the
Hispanic culture and the impossibility of iden-
tifying these benefits and drawbacks to all
Hispanic children and their families. We under-
score, again, the inappropriateness of generali-
zations.

Friendship Benefit of Hispanic Culture

When specifically asked whether and how
their Hispanic cultural values and traditions
influenced their child's friendships, 4 of the
parents of children with a disability strongly
emphasized the broad network of social relation-
ships provided by their relatives, in general, and
cousins, in particular. Three additional families
casually mentioned relatives, and 3 families did
not mention the relatives as being a friend-
ship resource (i.e., in one instance, the relatives
were in Puerto Rico and the distance prevented
them from playing an active role in the child's
life).

Of the 4 families who discussed (with fervor)
the relatives (especially cousins) as a rich
reservoir of friendship support, there was a ma-
jor theme of a "ready-made" social network for
the child. Marisol's mother particularly empha-
sized the network of cousins:

| invite dl her coudins and her friends who live on our
same dreet... [my husband's| four brothers and Sgters
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[and their children live in the same neighborhood]....
All her cousnsliveacrossthe street.

Marisol's social network, therefore, con-
sisted primarily of her cousins, who are her
friends as well. Her mother described how the
roles of friends and cousins interact:

They have a beautiful rdaionship even though Maisol
hes some problemsand Vaeaiaisanormd kid. A friendship
beyond their relaionship as cousins. When they are
playing, they arejud friends.

Angelica's father described "her little circle of
cousins, they're basically the same age, they are
growing up together." He explained that it was
important for him to talk with the cousins
about Angelica's special needs, so that they
would feel more comfortable including her.

In addition to support from cousins, Phyllis
mother described how the broader network of
relatives support:

I've got sisters-I've got a lot of sisters and brothers
that whenever | needed help, need beby-dtter, they are
adways there. They were dways s0 positive about ev-
erything. They are more podtive than | am. She's got
wonderful Godparents that are Higpanic that take her
whenever | need-my husband and | nead to get away.
Our religion, we are Catholic. They say that Phyllis
was a Godsend-our religion is real strong and so to
them it's alittle angd that was sent to us and the whole
family loves her, and my sders have taked to their sons
and daughters and they explained to them and to wetch
and take care of Phyllis. If you ever see anything or
anybody migregting, and some of them, like | sad are
younger and they'll come and tell usif Phyllisis out of
the yard or whatever. So they dl know that Phyllis is
pecid and they al take care of her-everybody takes
careof her and they dl love her. Becausel comefromabig
family. I've had so much help with her.

Friendship Drawback of Hispanic Culture
Angelica's father, who commented that she
had "her little circle of cousins," aso went onto
reflect on how getting together with the
multi-generational family every Sunday after-
noon prevents time and energy for
connecting with friends and neighbors. He
stated, "I think that's one of our values that we
have that | think might get in the way of just
letting the kids out the front door and go play in
the neighborhood." Thus, for many Hispanic
families the cousins and other relatives provide
a ready context for friendships to flourish, yet
there can be "opportunity costs' for establishing

friends who are not relatives.

Two of the parents of the younger females
particularly stressed that their cultural values
encourage them to be overprotective of their
daughters as contrasted to Euro-American
child-rearing practices. Phyllis's mother stated
that her tendency to be overprotective caused
her to keep her daughter in the house or in
the yard and not allow her to cross the street to
play with a friend or especially to go down the
street several houses to play with neighbor-
hood children. "I'm talking about my family,
we are very overprotective, strict, more strict
I think with our children.”

Discussion

In our discussion we focus on (@) friend-
ship criteria, (b) friendship support model, and
(c) the role of Hispanic culture.

Friendship Criteria

We gained insight in this study about our
original criteria that the friend should be some-
one without a disability whose age is within 18
months of the child with a disability. We
discuss our unexpected findings, which are an

important component in grounded
research, related to (a) presence of a
disability, (b) proximity in age, and (c)

relatives as a ready-made friendship network.

Presence of a Disability.

There is an emphasis, particularly in the
severe disability literature, that it is desirable
for children with severe disabilities to have
friends who do not have a disability
(Grenot-Scheyer, 1994; Kishi & Meyer,
1994; Salisbury et al., 1995; Staub, 1998).
This trend is consistent with inclusive
education, whose proponents emphasize social
relationships among children and youth with
disabilities and their classmates who do not
have disabilities. In defining friendship, we
were particularly interested in studying
friendships of children with a disability and
their friends who do not have a disability.

Four of the friendship sets did not meet this
criteria (much to our chagrin because we had
understood in advance that they did meet the
criteria). In one instance, the friend had a mild
speech impairment; and in three instances the
friend had been identified as having a
learning disability (in one of these situations,
the student also had a health impairment). The
disabilities had been invisible to the community
research site coordinator. Furthermore, the presence
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of these disabilities was a non-issue within the
friendship. In one friendship set, the friend who
had been identified as not having a disability
revealed during the interview that in the week
intervening between initidly agreeing to
participate and the interview taking place, she had
been identified as having a learning disability.
This experience caused us to reflect on the
changing status of children (i.e., not identified as
having a disabil-ity last week but identified as
having a disability this week) and the illusiveness
of the criteria of not having a disability, in some
situations.

It was obvious to us that whether or not
someone has a disability did not appear nearly as
much to be an issue for children and youth asit
was for usand other professionals in the field of
severe disability who advocate for inclusive
education. We believe that this issue warrants
further invegtigation to ensure that the adult-
initiated facilitation of friendships for children
with disabilities does not unintentionally
stigmatize potential friends who happen to have a
disability. Perhaps, in an effort to ensure that "all
children belong" in inclusive classsrooms, there
may be unintended negative consequences of
discouraging friendships between two children,
both of whom have a disability. Interestingly, in
the stakeholder review, the one adult with a
disability who participated (who adso is a strong
advocate for inclusive education) identified this
point as the basis of what she liked best about
the article. She commented: "[this point] is so
true-we could do a whole article on that issue."

Proximity in age. A permeating theme of the
literature on inclusive education is the impor-
tance of age-appropriate placement (Sailor,
1991). After strongly emphasizing the impor-
tance of the age criteria to the research site
coordinator in Hartford, we were surprised to
learn, when Angel and Daniel arrived for the
interview, that they differed in age by 5 years.
Rather than disqualify them, we proceeded with the
interview. Perhaps of all of the friendships we
explored, it was this one that had the genuine
chemistry of connection.

In terms of support, Daniel and Angel gave
each other more emotional support than any of the
other friendship sets. Also, there was more
instrumental support coming from Angel (a
youth with a disability) to Daniel (friend without a
disability) than in any other friendship. They were
the only ones we interviewed that gave future
projections of their friendship that extended into
adulthood.

Learning about the incredible bond that
these two young people had with each other
causes us to be interested in future research
on the benefits and drawbacks of cross-age friend-
ships versus same-age friendships and to be not
only open, but also eager, to explore a broader
range of friendship possibilities.

Relatives as friends. Although not stated in
our criteria, it had not occurred to us that the
friend might be arelative (i.e., cousin). If the fact
that the children might be related had occurred
to us, we probably would have added another
criteria stating that the children would not be
relatives. Perhaps it is a permeating EuroAmerican
perspective about friendship to assume that
friends would be unrelated. Our beliefs were
enriched and broadened by consdering the
possibility for friendships that exist in extended
family networks. We address this point more
completely later in this section when we
discuss the cultural strengths and resources that
these Hispanic children brought to their
friendships.

Friendship Support Conceptual Framework

The friendship support conceptual frame-
work (Figure 1) has potential heuristic value in
guiding research and facilitation related to
friendships. In terms of research, we believe that a
useful next step would be for Participatory Action
Research teams (Meyer et al., 1998; Santelli,
Singer, DiVenere, Ginsberg, & Powers, 1998;
Turnbull et a., 1998) to be used as an approach
to further study the nature and depth of
friendship. In such an approach, researchers,
children with disabilities, children without
disabilities, parents, and teachers might work
together to facilitate friendships on a longitudinal
basis and to document both the facilitation
process and outcomes. Facilitation might con-
centrate on depth (i.e., children with a disability
starting at the level of having acquaintances;
moving from the level of acquaintances to casua
friendships; and finaly moving from casua
friendships to intimate friendships). This
friendship development might be enhanced
across relationship domains (i.e., the nature and
extent of companionship, instrumental support,
and emotional support) that is reciprocally
provided. Hays (1984) research suggests that
successful friendship sets have particular patterns
both in the nature of the support provided and in
the timing of support leading to a level of
intimacy as contrasted to relationships that do not
progress in friendship intensity. His work of
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longitudinally and proactively following rela-
tionships provides a model for the research we
suggest for the disability field, with the addition
of 'intervention aimed at the facilitation of shared
companionship and reciprocal instrumental and
emotional support.

One facilitation application of Hays'
(1984) work might be to have Making Action
Plans (MAPS) and other personal futures planning
groups (Falvey, Forest, Pearpoint, &
Rosenberg, 1994; Mount & Zwernik, 1988;
Smull & Harrison, 1992; Turnbull & Turnbull,
1996) creatively brainstorm to identify what the
child with a disability might give and what that
child might receive to enhance companionship,
instrumental support, and emotional support, as
illustrated in Table 2. These recommendations
would need to be based on the child's strengths,
preferences, interests, and resources. After
developing a plan for types of support that might be
exchanged, the group could develop a facilitation
plan outlining the supports, resources, and
instruction that would be provided to the child
with a disability and the friend in being able to
fully actualize the experience of reciprocal
friendship.

Table 2
Enhancement of Friendship Support for Meili

other papers, we focus on the role of parents
(Turnbull, Pereira, & BlueBanning, 1999) and
teachers (Turnbull, Pereira, & Blue-Banning,
1999) as friendship facilitators based on other
data collected in this same study. Ultimately, our
vision is that children with disabilities will have
opportunities to increase the quantity and quality
of friendships with a wide range of others,
including those with and without disability, those
a similar and different ages, and those who are
relatives and non-relatives.

Role of Hispanic Culture

A key Hispanic value is familism, which
emphasizes the interdependence of extended
families (Anderson, 1989; Zuniga, 1998).
Familism results in a network of support, sense of
belonging, and emotional security that comes from
the extended family. Given the importance of a
strengths orientation to cultural diversity, special
educators can recognize the relatives of many
Hispanic families as being valuable con-
tributors to the quantity and quality of friend-
ships (Harry, 1998).

Some of the families and teachers in this
study emphasized the benefit of having a broad

Friendship reciprocity

Instrumental support

Emotional support

What might Meili give?

What might Meili receive?

If McDonald's is especially crowded,
Meili could sit at atable and
"reserve" it while Carolyn orders.

Meili might learn to gather paper on
table and throw it away.

Carolyn might assist Meili with
eating. Carolyn might assist Meilie
with placing her order and paying.

Someone might assist Meili in taking
a photograph of Carolyn and herself
at McDonald's that she could frame
and give to Carolyn as a gift.

Meili might throw a kissto Carolyn
when they get home and Carolyn is
leaving.

Carolyn might express to Meili how
much she enjoys being with her at
McDonald's.

Carolyn might give Meili ahug to
greet her and another when she
leaves.

Our recommendation is that Participatory
Action Research teams work to develop and
implement facilitation support consistent with the
friendship support conceptual framework. This
friendship facilitation research and intervention
should continue to focus on Hispanic children and
youth as well as children and youth from other
ethnic groups. Furthermore, special emphasis
needs to be addressed to the impact of gender, age,
and socioeconomic status. The goal of the
research and intervention would be to illuminate
the process of reciprocal friendship support in a
way that leads to mutually satisfying friendships. In

network of relatives, particularly cousins, for
ongoing and regular social participation. We
recommend that in future research, investigators
focus on the availahility of cousins as friends and
friendship facilitators for Hispanic children with
disabilities whose relatives are natural resources
for socia support. Not only could cousins provide
companionship, instrumental support, and emo-
tional support, but they might aso be facilitators of
relationships within their own friendship network
and with other potential friends in the
neighborhood and school. To further extend the
concept, there might be literal meaning put into
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Angelica's father's comment that she had "her
little circle of cousins." Although he was not
using this phrase literally to imply the structure
for friendship facilitation that is present in the
circle of friends approach (Falvey et al., 1994), a
circle of cousins might be a valuable variation of
the circle of friends approach.

During the member check, a mother
pointed out the struggle of reducing time spent
with family to promote friendship with peers.
Furthermore, she indicated that Hispanics are
interested in having friends, which she ex-
pressed is contrary to the stereotypical images
that some Euro-American professionals have.
Because of the intensity of interactions with the
relatives, she explained that some Hispanics
may be less proactive in initiating friendships in
settings such as school.

Several parents discussed overprotective-ness
as a barrier that prevented them from giving their
children sufficient freedom to explore friendships
(in the situations of the families in this study,
overprotectiveness was not raised as an issue in
ensuring the safety of children in neighborhoods
where there are potential and actual threats to
their safety. We acknowledge that in some
stuations what several parents and professionals
might perceive to be overprotectiveness may
involve necessary safety precautions). At least
for one family in this study, overprotectiveness
served as potential cultural strength. Angelica's
father described himself as overprotective, with
the result being that he often accompanied his
daughters to parties and community events. The
result of his accompaniment is that he served as a
facilitator in these settings. For example, he went
along with Angelica to catechism classes and
supported the teacher in knowing how to
appropriately include her. Thus, a potentialy
useful area of inquiry would be to investigate
how protective, even overprotective parental
strategies, could actually be turned into parental
friendship and inclusion facilitation. Another
important area of future inquiry, as recommended
through the member check, is investigating the
impact of the level of acculturation and the
geographical location of the family in terms of
parental interest in friendship and inclusion
facilitation.

Conclusion: Toward
Under standing Friendships

We particularly want to underscore the
emphasis in the friendships on companionship and
emotional support as contrasted to instrumental
support, indicating that these friendships were not

solely about "help.” The nature of the friendships
enabled us to revise our own values and become
more informed through appreciating and
respecting Hispanic culture and individual
choices. Finally, consistent with a Participatory
Action Research approach, we particularly
appreciate the guidance of the Participatory Action
Research committee in focusing solely on
Hispanic children and their families. By
having a more intense cultural immersion, we
believe we profited from the strengths and
resources related to personal relationships that
the Hispanic culture has to share with other
cultures.

We hope that the friendship support con-
ceptual framework (Figure 1) provided in this
sudy will be useful to the field in Smultaneoudy
considering relationship domains, the extent of
reciprocity within relationship domains, and the
depth of friendship. By conceptualizing an
approach for friendship facilitation from the
earliest years, we hope that there will be a
lifespan emphasis on enhancing friendships as a
key aspect of increasing quality of life for in-
dividuals with disabilities and their families
(Schalock, 1997).

"Of all the things that wisdom provides to make
life entirely happy, much the greatest is the
possession of friendship." —Epicurus
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