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There are many ways to build an inclusive classroom, a classroom where 
all learners feel safe and where all learners are engaged in learning. So 
far in this book: in chapter 4, teaching with the end in mind and strategic 
teaching are presented as the structures that support learning for all stu-
dents; in chapters 5 and 6, choice is a key element. Another approach that 
is gaining credibility among teachers is project-based learning.

In project-based learning, student learning is guided by an overarch-
ing question or problem. These are real-world questions and problems, 
those that engage students in authentic exploration and in-depth study. 
Because students are searching for real answers to real questions and are 
expected to share their results with real audiences, the learning tends 
to be highly motivational, personal, and deeply engaging. Students lead 
the learning while teachers work as guides on the side, coaching, advis-
ing, supporting, and encouraging. That we adapt to meet the needs of 
individual students is a given. Most projects extend over a significant 
time period and are often collaborative.

In-depth learning is one critical aspect of project-based learning, but of 
equal importance is the collaborative, team-based nature of the explora-
tion. Student relationships are strengthened as students work together, 
whether exploring team questions or individual ones. The classroom 
truly becomes a learning community, where all participants are engaged 
in powerful learning, supporting one another in their search for answers. 
The teachers’ role is to build and maintain the environment that allows 
this to happen. Kim Schonert-Reichl calls this pedagogical caring. Her 
research clearly supports the critical nature of working together to create 
caring and supportive environments that foster belonging and school 
success for all students. As students enter the intermediate grades and 
middle school, more is expected of them academically and they tend to 
feel less sense of belonging. Connectedness matters. It makes a difference 
in learning. (Schonert-Reichl, 2008) 

A supportive and caring environment is important to Kim Ondrik, a 
Grade 6/7 teacher. She strives to have all her students become resilient, 
caring, competent, independent, and interdependent people. Learning in 
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“People are like trees, and groups 
of people are like the forests.
While the forests are composed of 
many different kinds of trees,
these trees intertwine their roots so 
strongly that it is impossible for the 
strongest winds which blow on our 
islands to uproot the forest,
for each tree strengthens its neigh-
bor, and their roots are inextricably 
intertwined.
In the same way the people of our 
Islands,
composed of members of Nations 
and races from all over the world,
are beginning to intertwine their 
roots so strongly that no troubles 
will affect them.
Just as one tree standing alone 
would soon be destroyed by the 
first strong wind which came 
along,
so it is impossible for any person, 
any family, or any community to 
stand alone against the troubles of 
this world.”

— Chief Skidegate, Lewis Collinson, 
March 1966
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Kim’s class unfolds as projects. It is messy. It is exciting. It is involving. It 
includes and enhances all learners. This chapter is Kim’s story.

Growing a Community 

Our classroom, called the O-zone, is an animated, organic, and naturally 
messy Grade 6/7 forest of interconnected learners. The variety of trees 
is staggering and quite beautiful. Some have been well-nourished; their 
roots go deep and reach from home to school; they stand majestic and 
tall. Others find they must uproot at the end of each school day and then 
re-root each morning; long weekends and holidays restrict their growth 
in significant ways. These trees have not yet reached the maturity they 
were made for and long for. Some live in rich humus that stimulates con-
tinuous growth. Some haven’t enjoyed the warmth of the sun in a while, 
and it’s difficult to thrive when others have grown taller and blocked 
the sky from view. Some have adapted to their environments, finding 
strategies that support growth. Some have branches that are numerous, 
but roots that are few — the slightest wind that comes uproots them and 
turns them upside-down. The trees vary widely in growth. 

When visitors step into our forest, they usually comment on the col-
lection of words, images, and artifacts we have hanging all over the 
classroom. We explain that the O-zone is a community and, like any com-
munity, it needs these things to help tell our story. It’s a scrapbook of 
sorts: each object or idea is deeply rooted in experiences the O-zone has 
engaged in over the last five years. Visitors wonder why we would want 
to recycle memories. As a teacher, I may find the clutter unbearable at 
times, but honoring a culture and nurturing a developing forest is messy 
roll-up-your-sleeves business. What I know for sure is that, like trees, 
children need warmth and connection in order to grow.

In the past five years, I have learned that people talk about build-
ing a community as if it’s home construction: the contractor (teacher) 
receives plans from an architect (professional development sources) and 
then begins clearing the land, laying the foundation — as if community- 
building is a linear and controllable process. I have found that, instead 
of home construction, it is the organic metaphor of the forest that more 
accurately describes the process and the deeper purposes of community-
building in a classroom. If the goal of education is to promote growth 
and learning in each and every learner, then seeing each child as a unique 
plant requiring particular growing conditions is a critical (and challeng-
ing) belief to hold dear. What is common in each learner, however, is 
that focusing upon his or her deep root growth (rather than superficial 
understanding) will help to produce the kinds of obvious fruits of confi-
dence, success, and lifelong learning! 

So, in the O-zone, we (students and teachers with the support of 
parents, teaching assistants, and administrators) have established 
expectations. These seem to stimulate deep root growth as well as pro-
moting emotional safety for the tender saplings. They are revisited and 
 re-presented each fall as the new Grade 6 students join the old ones (the 

“If adults provide tasks for children 
that are perceived to be interesting 
and worthwhile and they believe 
that they can accomplish, children 
are more likely to develop a sense 
of their competency. If they are 
not provided with opportunities 
to learn skills in supportive and 
caring contexts, they can then 
develop a sense of inferiority and 
incompetence.”

— Kim Schonert-Reichl

“I’ve noticed that when classes are 
communities, if a student (or the 
teacher) is stuck and having a hard 
time coping, we have each other 
to lean on and get us out of the 
‘mud.’ Like when my friend had 
his iPod stolen, our whole class 
had a talking circle meeting and we 
all pitched in and helped buy him 
a new iPod, or when we proved 
other adults wrong when we 
showed that a student with autism 
can become an excellent problem-
solver and can do everything we 
can do without a CEA’s support. 
As a community we can accom-
plish anything because we’re stron-
ger together than we are apart.” 

— Charis, age 12
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present Grade 7 students) and have always been found to be meaningful. 
Frankly, they just make sense to the kids, and I constantly refer to them 
in our day-to-day interactions.

Expectations of the O-zone Community 

 1. Community first, individual second.
 2. Fairness isn’t sameness.
 3. We need to voice problems as they happen.
 4. Talking circles are the way we solve problems.
 5. We all learn in different ways.
 6. We need to be presented information in different ways.
 7. We need to show what we know in different ways.
 8. We need to celebrate!
 9. We can eat healthy food whenever we need to.
10. We can leave if frustrated.

In September, I focus the children on us, the O-zone. We explore what 
expectations mean and the value of community in the learning and 
growing of individuals. We discuss what a democratic classroom looks 
like: How does the role of an authority figure fit? What do I do if I am 
a minority voice? We uncover who we are as individuals: strengths, tal-
ents, personality, quirks, natural roles, areas of special or unique needs, 
the variety of individual experiences. We learn how to problem-solve 
using a model of restorative justice: accepting there is a problem; owning 
your part of the problem; hearing the others’ points of view; understand-
ing the roots of the issue; apologizing from your heart and forgiving 
(being willing to “blow the problem away” and not bring it up again). In 
October we start to move beyond building relationships and serving the 
community: mentoring with our buddy classes; exploring the wetland 
habitat behind our school; leading community events like Rivers Day; 
and volunteering at the food bank.

A Project-Learning Approach 

The most effective way I have found (so far) to uphold the expectations, 
build upon our values, and reawaken the natural curiosity in learning 
in these “tweenagers” has been to focus on project learning. Of course, 
there are many lessons I prepare and offer to the students throughout the 
week that infuse meaning and deepen their understanding of a variety 
of learning processes and content. These intertwine with the projects in 
progress or provide the stimulus from which new projects emerge. From 
time to time, I give formative or summative assessments that push me 
past my perceptions of where individuals are at any given time. These 
inform my interactions with learners, and provide data for end-of-term 
reports to parents as well. 

In project learning, students explore real-world issues, challenges, and 
questions, while at the same time developing cross-curriculum skills as 
they work in small collaborative groups and sometimes independently. 

“The community feel of our class 
lets me be relaxed and I don’t like 
being in a tense classroom. I think 
when I’m relaxed I grow and learn 
way better. In a community-first 
class you can trust everyone. In an 
individual-first class you basically 
only trust your teacher. When you 
trust everyone, it makes things a 
lot easier. We are all teachers in our 
class.”

—Anthony, age 12
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Projects inspire students to be actively engaged in their learning. The 
public presentation at the end of the process creates accountability 
and positive stress. The questions, comments, feedback, and concerns 
requested after each presentation create a purpose and reason to put in 
a strong effort. Consequently, students tend to understand the themes, 
concepts, or ideas in a deep way. A student named Justine once told me, 
“I have grown into a community girl by getting feedback and accepting 
it. Accepting it helps me understand and that helps me be a better person. 
Embrace feedback and care about it, accept it. Don’t push it away.” All 
students are active participants in learning. On page 72 is an overview of 
The O-Zone Process for Creating Powerful Projects that is posted in our 
classroom.

As the process unwinds, I use a checklist of learning outcomes across 
the curriculum to monitor what is being explored. I then teach those out-
comes necessary to enhance or deepen understanding for the learners. 
This is sometimes done through individual consultation, peer mentor-
ing, or whole-class instruction. I must discern what would work best for 
this particular group of students. I have found that there is no procedure 
that works best for everyone all the time. 

An Example of Project Learning in the Classroom 

Day One 

Today, the forest of faces looks confused and slightly shaken.
“What do you mean that most of us are immigrants, Mrs. O?”
“Yeah, I was born at Vernon Jubilee Hospital.”
“Me too! That just doesn’t make any sense.”
“Well, yes, unless you have Aboriginal ancestors, your family was 

originally from somewhere else in the world,” I explain, enjoying the 
confusion and questioning. Something powerful is happening.

There is silence as the students ruminate on the message. Then Noah’s 
quiet voice, full of conviction, breaks the calm. “I propose we do a project 
on our family trees so we can find out where we’re from.” Many eyes 
glance at me. I smile and nod.

Noah stands. “All in favor? Great, it’s a majority!”
Although it’s only September, the O-zone’s “looping” philosophy has 

half the class returning for their Grade 7 year. Projects from previous 
years are displayed all over the walls, propped on all available shelving, 
as well as hanging from the ceiling tiles. This stimulates lively conversa-
tion on the first day of school as the “veterans” explain the process of cre-
ating a project with the “rookies.” I am always in awe of the language of 
these second-year students — they have become extremely metacogni-
tive and sound very adult. They are superb models for our new students.

“Projects help me learn because they are engaging,“ Levi volunteers. 
“Doing projects is more interesting than worksheets. With worksheets, 
you’re not being creative and expressing yourself. Worksheets have 
always shut me down.”
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“I think projects help kids a lot in learning because they give them a 
time to learn and be creative,” states Brianna with confidence.

“Yeah,” enthuses Cassy. “Projects are great for us kids to have a say 
in what we like and do. They have helped me in exploring different per-
spectives in life because it’s not just researching for information. We get 
to listen to other people talk about their projects. This makes me think 
and gives me deep memories.”

“Well,” says Brianna, “I think projects help me learn better than work-
sheets because with projects you’re getting your hands into the informa-
tion and fishing out the good stuff — sort of like with cranberries!”

There are some nods, some smiles, and some questioning looks from 
the students new to the process.

Sensing some confusion, Brianna continues. “Projects also give you 
the opportunity to work with other people and not just fill in the blanks 
and not really think for yourself. Also projects are really good for learn-
ing how to present ideas!” 

“Well, project learning helps me with my learning because learning 
with other people helps me learn more,” reflects Alexis. “On any project 
that we’re doing, there isn’t just one opinion. It has as many people’s 
opinions as are in your group. You can see that too during presentations 
because, by listening to others’ projects, you are basically piggy-backing 
on their research and learning.”

And so our geneology project begins. The students hungrily dive into 
Internet search, seeking answers to the deep question of “Where did I 
come from?” I don’t interfere. No tight reins today. The energy in the 
classroom is palpable. I have learned that I can use this time, when the 
students are thoroughly engaged, to observe individual work habits and 
social interaction, and to ask probing questions about the way each stu-
dent is approaching his or her learning. These moments of self-direction 
are a gift. I can serve and challenge every unique learner only as I come 
to know him or her well. As the process continues, much time is eaten 
up in helping struggling learners, facilitating deeper understandings, 
supporting the students in discovering materials for their presentations, 
and, for some, finding quiet places to work somewhere in the school.

“I’ll see you later, Mrs. O,” says Matthew. “It’s just too noisy in here. 
I can’t think!” I nod my head in agreement and suggest he look at the 
agenda to determine when he needs to return.

Day Two 

I remind the students of the O-zone project structure (page 72) and the 
particular expectations we have worked up for this family tree project 
(page 74). We have the process posted on the whiteboard with mag-
netic names so the students can move themselves along as they journey 
toward the presentation deadline. With this particular project we agree 
that it’s best to work individually. After all, no two of us have exactly the 
same ancestry.

We discuss the established criteria for project work and examine how 
we will be judged so we remember and can to refer to the expectations as 
we actively engage in the exploration. 
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F I R S T  C H A L L E N G E

proposed by Noah Lee   ~   Created by Kim Ondrik! 1

F I R S T  C H A L L E N G E

Where
have II come from ?

We have all ended up in Vernon for a variety of reasons.  

This challenge will help us to dig deeper & learn where we are rooted in history.

   " September 2010

Each project should demonstrate

as complete a family history as possible.

The Ozone Process of Creating an Excellent Project

Genealogy 

(from Greek: !"#"$, genea, "generation"; and %&!'(, logos, "knowledge") 

is the study of families and the tracing of their 
lineages and history. Genealogists use oral traditions, 

historical records, genetic analysis, and other records 
to obtain information about a family.   The results are 

displayed in many different ways:  models, drawings, 
books, posters, movies, keynotes, speeches, etc.



  75

Learning in Safe Schools, 2nd ed. by Faye Brownlie and Judith King. Copyright © 2011. Pembroke Publishers. All rights reserved. No reproduction without written permission from the publisher.

Nick, in Grade 7, asks if he can work with a partner. “I feel more suc-
cessful in a team,” he says.

“I don’t think that will work for this project, Nick,” I reply. “This is a 
very personal project. It’s about your ancestors. I’m comfortable, though, 
with you seeking feedback from others as you work on your project. 
What do you think?”

“Yeah, I guess so. It’s hard, though!” He stomps his foot and turns to 
find his laptop in the cart.

I smile and acknowledge the challenge of exploring a question; the 
challenge of standing in front of your peers and presenting what you 
were able to discover, sometimes tiny, sometimes huge, but always your 
own; tolerating the vulnerability you feel when receiving feedback about 
what you were able to create and present. Projects provide freedom, but 
at the same time require a personal responsibility that Nick knows from 
experience to be difficult.

Ongoing Research and Feedback 

Anticipating the first project presentations of the year (usually at the end 
of October or beginning of November) creates tension and anxiety in the 
O-zone. By the time each turn arrives, however, the peer audience lis-
tens deeply, findings are expressed and seeds of confidence are planted. 
Asking for “questions, comments, feedback, concerns” allows peers to 
appreciate each other’s personal voice and unique perspective: “I really 
like that you tried and didn’t give up. Even though you weren’t pre-
pared, you were brave to try.”

The exploration prompts new questions and connections. The stu-
dents are intrigued:

“Hey, there are Quibells in Quebec. I wonder if my ancestors 
were French?”
“Hey, I found a Russian Commander with the same last name as 
me. Do you think we’re related? Now this is COOL!”
About a week into the research, I invite a guest geneologist, Leanne 

Botterill, to visit and share her vocation with the children. She shows the 
students how she discovered her ancestry and includes copies of official 
documentation for them to peruse. It’s a challenge and requires magnify-
ing glasses.

“Wow, look how tiny and strange the printing is. I can barely read 
it!”
“What’s a census, Leanne?”
I follow Leanne’s lead and bring my own family’s documentation into 

the classroom for the students to look at: report cards, birth and death 
certificates, journals. Some pieces are formal and others, more casual. All, 
however, tell a story. Wesley brings in a family tree that a relative has 
created, beautifully presented on parchment. His great-grandfather was 
a founding member of Vancouver’s Chinatown. It makes Wesley feel 
important. His peers celebrate! Wesley is assembling pieces of where he 
has come from. His roots grow deeper. This research is helping him make 

“I have grown so much in this 
class. For example, I have been feel-
ing awkward in this class because 
I wasn’t used to it. But now, this 
learning that I thought was point-
less, will help me with individuals 
all through my life!”

— Madison, age 11
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sense of his life. For the first time in his life, he is proud to be of Chinese 
descent.

Pat, the beloved Classroom Educational Assistant (CEA) of the O-zone, 
brings in boxes of very old family photographs and piles of old docu-
ments. She is her family’s memory keeper. Pat decides to create her own 
project on where she has come from. There are many stories to tell, and 
some bring tears to her eyes. She inspires the children with her focus and 
passion. They come to her with questions.

This project brings to light the tragedy of residential schools for 
Aboriginal families. Several children cannot find any information about 
their native ancestry. There is disappointment expressed.

“This doesn’t make any sense. We were here on Turtle Island 
before the European people.”
The Internet frustrates these students, and the loss of culture and 

identity that many Aboriginal families experienced after contact leave 
them with very few stories to tell. I seize the opportunity to teach some 
Canadian history lessons. Questions are raised. Roots go deeper as they 
explore this injustice. I make a mental note to ensure further explora-
tion in another project — Rabbit-Proof Fence (Miramax, 2002) would be an 
amazing film to explore in this respect.

Preparing Presentations 

After weeks of research, both at school and at home with parents, grand-
parents, aunts, and uncles, the students are full of ideas and excitement. 
Each starts to organize his information and creates a vision for the very 
best way to “show what he/she knows” in a presentation. This is a cre-
ative and messy season. The more precise and conservative students 
find this part disconcerting. The more self-directed and creative students 
love it!

“What do you mean I have to show and tell?” 
“What do you mean I have to try to engage four senses?”
“I don’t think I’ll use a keynote. Remember last year how too 
many people used it and it became boring?”
“Do we have any plasticine? I love to build. I think I’ll actually 
make a tree!”
“Could I make a tree cake, Mrs. O? I know how engaged I am 
as a listener when I get to have something to eat after the 
presentation.”
From time to time, I pause the activity and remind the students of the 

process. We reflect on where we are and where we are going next. We dis-
cuss what’s going well and any frustrations that have arisen. I continue 
to ask questions and get the students to think more about what exactly 
they are asking or thinking about. I get them to explain their thinking 
and use “tell me more” questions to get them to go deeper. The learning 
is powerful, and implicit thinking is made explicit for all to wrestle with. 
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I have designed a log where I can make note of each student’s journey. At 
report card time, this is very valuable!

Presentation day is anticipated as the week begins. Friday is only five 
days away, so polishing the presentations needs to become the focus. 
Students begin to notice where others are in the process. For some, panic 
sets in.

Austin comes to me: “I’m not ready yet, Mrs. O. I don’t know what to 
do. I won’t be ready on Friday.”

“Sorry, Austin,” I reply, “but Friday is Presentation Day. You’ll need to 
present whatever you have prepared. Do the best you can. It’s all about 
trying...”

The days wind down and presentations are the next day. The smell of 
glue sticks melting is in the air. Words are crafted and rehearsed. Glitter 
flies. I circulate and ensure that each learner is engaged and preparing. 
There is a sense of ownership and responsibility. There is also very little 
square footage left in the classroom. Projects are everywhere! Some stu-
dents have last-minute requests:

“Mrs. O, can you please bring some treats for my presentation? 
I know that the audience will be more interested if I give them a 
little quiz with prizes at the end.”
“Can I present just after lunch? My family tree cake would be 
perfect then.”

Presentation Day 

Presentation day always begins with much anticipation. The deadline 
promotes and amplifies expectations of self, of others. Nervous energy 
energizes the O-zone and is heard in laughter as well as arguing. Stu-
dents take charge and begin a sign-up list on the whiteboard. The con-
fident and strong can’t wait to show off. Some don’t bother signing up, 
hoping no one will notice and they won’t have to present. (The rule is 
that if you need more time, you must negotiate with me and discuss a 
compromise prior to Presentation Day.) Still others are asking for a phone 
pass because needed props have been left behind at home. I stand back 
and smile. It’s deeply satisfying to see learners in charge of their learn-
ing. They find meaning in experience — learning through reflection and 
doing. “With this project,” says Andy, “I can see my work in motion and 
feel proud of it. It is always good to feel proud of your work. Finding 
facts on my own is better for my learning because if a teacher just tells 
me, then I will forget it in a week. I know where I came from now.”

Each presentation reveals its presenter: strengths, gifts, vulnerabilities, 
and areas of weakness.

•	Maddie	loves	to	have	great	Pow! in her presentations. She has a con-
nection to a local bakery and has negotiated to have them create a huge 
tree cake. Each leaf has the name of an ancestor in small, typed, care-
fully cut-out cards.

•	Charis	loves	to	build	and	is	an	extremely	precise	young	man.	He	has	
carefully cut out and constructed a three-dimensional tree with card-
board parts. It resembles a jigsaw puzzle. Hanging like a decoration 

“Tell me and I’ll forget; show me 
and I may remember; involve me 
and I’ll understand.” 

— Confucius
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from each branch is an individual from his family. At the base are 
actual bits of tree root that lead to signs of the countries of his origin.

•	Zack	 has	 drawn	 a	 huge	 tree	 on	 a	 double	 sheet	 of	 paper.	 With	 the	
support of his mom, he has pinned the names of his ancestors on the 
branches. He stands on the table to present and we are amazed at the 
size of his project!

Other students enjoy the telling part, making connections and telling 
the stories they have uncovered. Brianna brings precious family photo-
graphs we view as she tells.

Presentations took most of two days with a few short breaks. Quite a 
few parents joined us! 

Each presentation stimulates the audience in different ways, ways 
often I would not ever have anticipated. This excites me and provokes 
me to consider, once again, that children have a much larger capacity 
to learn from one another than we think. (So, why do I still believe that 
growth and learning in the classroom depend so heavily on what I do 
and say?) 

Assessment 

I document the students’ work with notes and photographs. This infor-
mation gathering helps me to create an ongoing assessment of the con-
cepts and ideas presented in the projects. The final summative assessment 
is given after the celebration. I also ask for peer feedback, both verbal and 
written, of each project. Pairs debate where on the rubric each presenta-
tion sits. Knowing they will be assessing each other encourages deep lis-
tening during the presentation and clarifying questions afterward. Those 
who didn’t pay close attention are challenged by their partners during 
this process. I absolutely treasure these moments of conversation, nego-
tiation, and sometimes irritation. The experience of peer assessment also 
helps the learners understand how they must use the rubric to support 
their opinions with evidence. 

Celebration 

A cultural potluck celebrates and completes our “Where did I come 
from?” challenge. Scones, pasta, and smoked salmon tickle our tastebuds. 

“Hey, Mrs. O,” calls Wesley over the lively party chatting. “I want to 
learn more about China now. Can we do our next project on a culture we 
are interested in?” 

“I don’t know, Wes. I had some other ideas. What do you think Levi?”
“Yeah, I am really interested in the world now. I want to keep learning 

more.”
“Me too,” chimes in Isaiah. “I want to learn how to hoop dance. I think 

my Dad will drum for me in my next presentation.”
“Wow,” I say. “That’s just about all I can say. WOW!”

“Our class is not judgmental and 
it’s positive. We care for each other 
and if we have problems we work 
them out. We also have talking 
circles if someone wants to share 
how they feel.”

— Isaiah, age 12
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A Parent’s Reflection

I have read that kids who feel they belong and are attached 
to just one significant adult are much less likely to join gangs, 
do drugs, or otherwise go off the rails as they make their way 
toward adulthood. 
 Working in a community gives my son, who has a communication 
challenge, a sense of belonging to the group. With that belonging 
comes a sense of responsibility to the group: responsibility to 
participate, to contribute, to make relevant comments, to be 
ready to present a project — just like anybody else. Rather 
than being set aside for his differences and told that he can’t, 
that he isn’t capable, the expectation is for him to perform as 
a member of the community. And he does. He steps up to the 
plate again and again and challenges himself. And, as he does, 
he recognizes his own growth and his own abilities. Inside the 
sanctity of the O-zone, he is safe to be himself. A safe school is 
a place where all kids can be part of the group and are given the 
ability to recognize their own talents. 
 Through project-based learning my son has gained self-
management skills that will serve him throughout his life — 
skills I wasn’t sure I would ever see him develop. Here is a kid 
who balks at the idea of homework, who went head-to-head with 
a teacher over math sheets, but who now voluntarily stays in at 
recess or lunch or after school to get his work done to be ready 
to present. Not doing homework. Nope. Just being responsible 
to himself and to the group. ... I give project-based community 
learning an “E” — for “Essential.”

— Diane Hutchinson, parent


