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Abstract

Contents differs from strategy teaching; they have different learning concerns. Content teaching is focused on engaging
students in learning activities through which to address and resolve tasks, but strategy teaching is focused on engaging
students in learning activities through which student learn to inform their concerns, understand advantages related to
content learning. Most teachers focus on the former exclusively but not the latter. Though content and strategy teaching
activities differ, many teachers do not differentiate them. Specifically, nothing in the teaching of content requires a
content teacher to also teach strategies or help students to understand how contents relates to students' concerns. Yet,
many teachers focus on teaching contents exclusively but also claim to consider and/or address students' interest; they
conflate content with strategy teaching [1]. The result is that many students fail to learn well. In this article, content
learning is identified as one of the ways a person addresses h/her concerns when a person must respond to the structures
of events and occurrences in experiences. The aim of this article is to identify phases of thinking intended to achieve
progress, explain the correspondence between phases of knowledge development activities of thinking and lessons, and
emphasize Dewey's views that the aim of classroom learning is not to foil but to improve out of classroom thinking.

Keywords: Students' Interest, Spontaneous Thinking, Deliberate Thinking, Phases of Thinking, Triggered Interest, Maintained
Interest, Sustained Interest, Personal Interest, Shared Interest, Formal Learning Activities, Informal Learning Activities

1. Introduction

Many student teachers do not learn much about students' interest
during their training. When student teachers become teachers,
they may want children to show interest in learning tasks and
learn effectively; however, many of these future teachers do
not learn about how to structure lessons to reflect and develop
students' interest. Dewey explained that many students fail
because teachers do not learn about students' interest or address
students’ interest when they teach; therefore, many students
do not learn to develop their interests from school instructions
[1]. Students do not learn to develop their interests from class-
room lessons. Many students would like to but teachers do not
deliberately structure lessons to help students learn about and
understand (1) connections between their concerns and lessons
(relationships between their in and out-of-school concerns), (2)
how to generate and apply resources and thus facilitate tasks,
(3) how to engage domain practices; develop strategies, and
formulas to simplify tasks, (4) how to develop one's personal
and unique capacities and skills, and (5) how to create a shared
experience, a foundation for a true democracy. Consequently,
many students do not learn through coordinated efforts, and
they perform below their potential.

In school, most teachers are concerned about specific subject-
matters even while students are thinking about the demands that
the structures of events and occurrences in their lives naturally
imposed upon them. Students are thinking about and distracted
by structures of events and occurrences in their lives, by their
concerns, but their teachers are thinking about how to help
students engage or learn contents of subject matters. Even when
teachers focus exclusively on content teaching, they teach pre-
digested concepts. Most teachers believe students simply need
head but not functional knowledge; they do not consider the
purpose for which students need content knowledge and/or how
students must be learning to more effectively acquire content
knowledge. Dewey explained that teachers focus exclusively on
content teaching and learning because they do not learn about
or understand students' interest [1]. Therefore, on one hand, the
natures and structures of the events and occurrences in students'
lives (the natures of their experiences) draw them to and dictate
their thinking about their concerns; but, on the other hand,
teachers are constantly working on students, emphasizing that
the one thing that matters most is knowledge of specific subject-
matters.

Dewey indicated that learning problems in our schools are mostly
because the term, interest, is a complex subject matter. Many
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teachers do not learn how to address students' interest or help
students to develop interest in learning. Teachers want to help
students to develop and show interest in learning tasks but the
issue is that they do not learn about students’ interest; therefore,
most teachers opt to focus exclusively on content teaching and
learning, but not on students’ interest. Many teachers do not
answer the question, what is interest? However, Dewey gave a
hint to understanding students' interest when he defined interest
as "influence of object upon personal advantage," indicating
a person must first have an object (of interest) to express an
interest [1]. Dewey indicated that initially, one must first obtain
an object as determined or undetermined; and, thus, to go on and
express a desire or an interest [ 1]. The initial activities of thinking
through which one obtains a determined or an undetermined
object is spontaneous, not deliberate, meaning that to obtain an
initial object as determined or undetermined, a person does not
think deliberately or express an interest. A person expresses an
interest when a person responds to an undetermined but not to a
determined object.

Specifically, a student does not respond to a determined or
an undetermined object in the same way; therefor effects of
determined or undetermined object upon students' efforts differ.
When a student represents an object as determined/certain,
student stops thinking about the object, and student no longer
seeks to develop knowledge of the object. Instead, the student
seeks to utilize an object as determined. Any further thinking
about a determined object is geared to securing or utilizing
but not to improving knowledge of the object. Accordingly, a
student with a determined object no longer seeks to improved
knowledge of object, achieve enhanced object; therefore, the
student is said to not extend h/her thinking beyond the object or
express interest. Contrarily, when student represents an initial
object as undetermined and/or uncertain (as having a possible
but uncertain advantage), the student does not terminates
thinking about the object. Instead, the student deliberately seeks
to obtain an improved knowledge of the object, student extends
h/her thinking beyond the initial object to clarify it, and the
student is said to express an interest. In other words, a student
expresses an interest when a student deliberately engages and
seeks to achieve an improved knowledge of an object and thus
to achieving progress (see Concepts of Interest and Learning, a
recent published book by M. Odudukudu).

Dewey indicated that many teachers do not learn to differentiate
between determined and undetermined objects, between an
object of desired (or a desired object) and an object of interest
(or an interesting object) [1]. Many teachers ascribe interest to
objects that some children determine and represent as fun or
pleasant and thus attractive, but not how children developed
and obtained such objects. Therefore, many teachers often
fail to deliberately structure lessons to address and/or develop
students' interest. For example, a teacher may believe that a child
is interested in video games despite the likelihood the child may
not know of a negative outcome of constantly playing video
games. The child had only been pre-empted (by a need for fun),
not by an understanding of h/her interest to consider, accept,
and represent video games as h/her object of interest, as the
object that deserve more attention or helps to achieve progress.

Thus, teachers develop wrong mind-sets and engage methods
contrary to students' interest and efforts, causing many students
to perform below their potentials [1].

2. Purpose of Research

In the classroom phases of learning activities are deliberate;
but in some cases, many teacher do not have justification for
or explain how the structures of their lesson address students'
thinking or facilitate development of students' interest and
efforts. The purpose of this article is to identify phases of thinking
and explain the correspondence between phases of knowledge
development activities of thinking and lessons. Classroom
learning is to improve out of classroom thinking.

3. Thinking and Learning

Dewey defined interest as influence of object upon personal
advantage [1]. In analyzing this definition, it is found that when
influenced by an object a person manifest one of two tendencies;
a person may represent an object of interest as uncertain and
thus engage in thinking to clarify the object, and one is said to
seek, determine, or understand an advantage of an object for
more improved self. Here, a person thinks; a person strives to
engage activities of the phases of thinking, and one is said to
express an interest. Otherwise, when influenced by an object, a
person would seek to secure a determined advantage or object;
here, a person would have determined and fixed attention upon
a predetermined advantage. Thus, no further change to the
object or advantage is possible, and one is said to express a
desire for the determined object [1]. In both cases, tendencies
a person expresses may appear as the same, but they differ. In
both interest or desire, a person is eager to engage a determined
objects. If one is hungry and determines that the food before h/
her is good enough to eat, the person would engage in consuming
it. Similarly, with doubt about the nutritional value of the food,
the person would seek to determine the value of the food, but
not to simply consuming it. In both cases, however, one readily
displays an action. Therefore, one may easily mistake one for the
other; one may easily mistake interest for a desire.

To further corroborate his definition of interest, Dewey pointed
out that etymology of the word interest indicates it has its origin
in the Latin word, inter-esse, meaning interest or to be in the
middle of events or problems [1]. Dewey indicated that one who
is amid problems would be seeking and thinking how to extricate
self from the problems; otherwise, a person would remain as one
with the problems [1]. Here, a situation and problem (object)
are used interchangeably; thus, person thinks, and the situation
is said to be one (object) of interest. Otherwise, one represents
a situation as determine, thus the situation is said to be one
(an object) of a desire. With thinking, a person displays h/her
human capacity to achieve progress; otherwise, one does not get
to the levels of seeking to represent an object differently from
its initial occurrence or extricate self from object/problem. “I
think therefore, I am,” was a popular phrase by Rene Descartes,
a 17th century French philosopher. However, many people do
not differentiate among various phases of thinking. Allison
and Panda, M.M. and Nath, R. showed that phases of thinking
activities differ [2,3]. Allison showed that, to represent an object
a person must (1) perceive, (2) analyze, and (3) synthesize an
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appearance [2]. Wittgenstein showed that to clarify knowledge
and achieve progress, a person must think (4) privately and (5)
publicly [4].

Allison explained that where there is an occurrence, a person
must represent the object of an occurrence, and a person achieves
this representation through three phases of thinking activities;
one must (1) perceive, become conscious of an appearance
(2) analyze, generate instances or identifying characterizes
of an appearance through which a person may determine
and represent an appearance as an object, and (3) synthesize,
determine relationships among instances of an appearance;
selects and combines related instances to characterize an
appearance and represent its object [5,6]. Quine explained that
one synthesizes elements of an appearance and represents an
object through confirmation and unification of the identifying
features or elements of an appearance [7]. Allison indicated that
thinking in phases (1) through (3) is spontaneous [5]. When an
object appears, a person does not ask questions or hesitate before
representing it. Only that in automatic representation, a person
does not go beyond the object of an appearance; therefore,
thinking does not help to achieve progress. For example, when
there is an expected occurrence, a person perceives, analyzes
and synthesizes (represents) an object of an occurrence.
Spontaneous thinking does not go beyond representing an object
of an occurrence or help in achieving progress.

4. Deliberate Thinking

To achieve progress, a person must think deliberately. In
deliberate thinking, a person is still thinking, but the thinking is
just not spontaneous. In deliberate thinking, a person does not
start thinking from an unexpected occurrence; rather, Dewey
indicated that a person models the automatic thinking processes;
a person substitutes a problem or an uncertain object for an
appearance in automatic thinking [1]. Specifically, deliberate
thinking has three main characteristics that differentiates it from
spontaneous thinking; (a) deliberate thinking is experimental
and iterative, and thus, scientific, (b) deliberate thinking is
intended to help achieve progress, not just to represent object
of an appearance, and (c) the first appearance of deliberate
thinking activity is the situational interest or thinking. It is
thinking independently of an appearance and guided by personal
or private rules [4,8,9]. The personal phase of deliberate
thinking is initiated because a person seeks to achieve progress
unavailable through spontaneous thinking. Another phase of
deliberate thinking is the consultative or public thinking phase
also identified by Wittgenstein [4]. Consultative thinking is
where a person engages and thinks with others. This phase of
thinking is initiated when a person finds that h/she is limited in
h/her unilateral efforts or cannot maintain progress because the
progress is opposed to other people's efforts. A person lives with
others in a social environment; if one carelessly or unilaterally
decides, engages, or achieves a goal, the results of a person's
unilateral decisions, engagements, or achievement may be
opposed to other people's achievements or efforts. This occurs
when there is no proper consultation among the people.

5. Phases of Thinking
In responding to an occurrence, a person thinks spontaneously,

seeking to represent an object of an appearance, and a person
engages three phases of thinking. A person (1) perceive, (2)
analyze, and (3) synthesize an occurrence to represent an object.
(4) To go beyond the spontaneous, represent ion of an object
of an appearance and achieve progress, a person must think
deliberately [8,9]. Finally, (5) one may think deliberately and
still come short of achieving an enduring progress. Dewey
indicated that to achieve an enduring progress, a person must
also think consultative [1]. In consultative thinking, one
would have engaged in and gone beyond the first four phases
of (spontaneous and personal) thinking activities. Thus, the
number of phases of thinking through which a person can
achieve an enduring progress are said to be five: (1) perceptive
phase, where a person becomes conscious of an appearance in
the mind Allison; (2) analytic phase, where a person generates
instances or identifying characterizes of an appearance through
which a person determines and represents an appearance as
an object, and (3) synthetic phase where a person determines
relationships among instances of an appearance to represent an
object, (4) personal (rules of thinking) phase, where a person
thinks deliberately and independently seeking to achieve an
individual personal progress, and (5) public (rules of thinking)
phase, where a person thinks deliberately seeking to achieve an
enduring progress, live in harmony with other people [5-7].

5.1. Connections Between Phases of Thinking and Lessons
Dewey, Allison, Millikan, and Wittgenstein indicated that
thinking and lesson activities are both knowledge development
activities [4-6,10]. They are intended to help achieve the
same goal; and, that is, to develop knowledge of one's object.
The difference is that spontaneous thinking are informal but
deliberate thinking activities are formal knowledge development
activities. For example, to represent an object, Allison explained
that a person (1) perceives, (2) analyzes, and (3) synthesizes
to represent an object of an appearance [5]. Here, however, a
person's object may fail to help the person achieve h/her goal
or progress; therefore, to achieve progress, a person seeks to
more fully clarify and/or understand the object(s). Thus, a
person does not merely rely on the initial object or situational
occurrence; instead, a person thinks deliberately. In deliberate
thinking, a person does not start thinking from an appearance;
instead, Allison, Dewey, and Wittgenstein, indicated that a
person must repeats or models the initial or spontaneous phases
of activities of thinking (the thinking activities and processes
through which one initially obtained or represented an object)
[1,5,11]. A person creates, becomes conscious, and substitutes a
problem (uncertainty) for an appearance to begin the activities
of thinking to address or resolve problems. With deliberate
thinking, a person engages in thinking to develop, and produce a
more comprehensive object.

6. Thinking and Lessons

Specifically, activities of phases of lessons are undiscovered
models of the activities of the phases of thinking; lessons are
intended to clarify the knowledge development activities of
thinking, to clarify knowledge and achieve progress. Dewey
explained that knowledge that students acquire when their
learning activities are structured to reflect their interest is more
complete and relevant to students than otherwise [1]. The
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activities of a lesson that correspond to students' interest are
activities related to students' concerns or thinking, activities
that students can access and engage. When student engages
activities, student thinks seeking to conserve but not waste
efforts; thus, student is said to express an interest. When student
engages activities of a phase of thinking, they expresses an
interest related to phase of thinking. During tasks, student
engages similar thinking and expresses similarly interest in the
phases of learning tasks. Interest in the phases of activities of
thinking correspond to interest in the activities of the phases of
lessons. Dewey indicated that interest expressed in response to
a lesson activities is a model of the interest expressed relative
to the activities of thinking [1]. Phases of lessons or interest
activities correspond to the following phases of thinking;
(1) Triggered Interest corresponds to the perceptive phase
of thinking or needs for an ideal condition of experience, (2)
Maintained Interest corresponds to the analytic thinking phase
or needs for tasks resources; (3) Sustained Interest corresponds
to the synthetic thinking phase or needs for guidance, (4) Shared
Interest corresponds to the shared thinking phase or needs
for cooperation; and (5) Personal Interest corresponds to the
personal phase of thinking, needs for one's uniqueness.

6.1. Correspondence Between Phases of Thinking and
Lessons

Activities of the phases of thinking just like the activities of the
phases of a lesson are intended to develop knowledge. Thinking
and lessons differ in that while thinking activities are informal,
lesson activities are formal and deliberately. However, phases
of lesson activities necessarily correspond to phases of thinking
activities if they must be effective in helping to clarify demands
of one's experiences. Thus, phases of activities of lessons are
said to correspond to or reflect phases of activities of thinking.
Dewey also emphasized that phases of lessons are not and should
not be considered arbitrary; the phases of activities of lessons are
models of the phases of activities of thinking intended to develop
and enhanced knowledge and achieve progress; they consist of
and demonstrate the same number of phases of activities [1].
A person expresses interest in the phases of thinking just as a
person does in phases of lessons to produce knowledge. Phases
of thinking correspond to and are reflected in phases of lessons.
Wittgenstein and Dewey indicated that activities of the phases
of a lesson are models of the activities of phases of thinking
[1,4]. Just as a person must demonstrate interest and engage
phases of thinking activities to achieve progress, a student must
demonstrate interest and engage phases of lesson activities to
achieve progress. In other words, phases of lesson relate to phases
of thinking activities, and they include (1) Triggered Interest, (2)
Maintained Interest, (3) Sustained Interest, (4) Shared Interest,
and (5) Personal Interest phases of lessons.

7. Perceptive Thinking

Allison explained that with perceptive thinking, a person thinks
and obtains an appearance that a person engages to develop and
represent as an object [5]. A person represents an object only
after perceiving an appearance. Also, perceptive thinking is
pure, not objective; one is unaware of an object in obtaining an
appearance. Imagine looking away from a present activity and
your eyes lighted upon a new object, say, a bug. Neuroscience

explained that the lenses in your eyes focus light photons of the
bug onto your retinas. The photosensitive retina cells respond
by sending the neural impulses to the brain. The brain processed
neural impulses or signals and forms an image of the bug in
one's mind. Allison corroborated these neuroscience views of
perception and pointed out more elaborately that before your
retinas respond to neural energies from the bug or send impulses
to your brain, they must first receive the impulses [5]. There must
first be a connection of impulse energies between the bug and the
eye to trigger a perception [12]. Allison and Dewey indicated
that during perception, a person does not obtain an image or
object directly; rather, a person must first obtain an appearance
to have a basis for representing an object [1,13]. After perceiving
or obtaining an appearance, a person must further engage in
empirical thinking; that is, think (analytically and synthetically)
to obtain the empirical form or object of an appearance before a
person represents an object of an appearance.

7.1. Triggered Interest and Perceptive Thinking

The Triggered Interest Phase of lessons corresponds to the
perceptive phase of thinking. In the perceptive phase of thinking,
a person obtains an appearance from events and occurrences
in h/her environment and begins the activities of representing
object of an appearance [1,5]. The perceptive phase of thinking
is where a person interacts with events and occurrences in h/her
environment to start the activities of thinking and representing
an object. Interactions between a person and occurrences must
occur in an ideal environment for a person to obtain appearance
and represent an object [7]. Only after a person perceives an
appearance can a person engage other phases of activities of
thinking, go on to represent an object [5]. Activities in the first
or triggered interest phase of lessons correspond to activities in
perceptive phase of thinking; just as a person must be connected
to the occurrences in his or her environment to perceive an
appearance, in the first or triggered interest phase of a lesson, a
student must understand connections between h/her experiences
and a lesson for students to properly engage in learning activities.

7.2. Correspondence Between Perception and Triggered
Interest Phase of Lessons

The phase of perceptive thinking is where a person begins the
activities of thinking to represent object of an appearance [5,14].
In the phase of perceptive thinking, there must be an effective
connection between thinking and an occurrence for a perception
to occur. Activities in the phase of perceptive thinking correspond
to or arereflected in activities of the first or triggered interest phase
of alesson; for, in the triggered interest phase of lessons, a person
is faced with disconnected and unrelated events and occurrence
in h/her environment and, to apprehend an appearance, a person
must be connected to an occurrence to perceive its appearance.
Similarly, in the first or triggered interest phase of lessons which
is a model of perceptive thinking, there must be an effective
connection between students' ongoing thinking about their
concerns and concepts of lessons for students to easily and/or
effectively connect with, engage, and grasp concepts of a lesson.
Dewey emphasized that lesson activities must be relevant to
students' concerns and/or experiences for them to easily engage
learning tasks [1]. Bara & Xhomara and Bechter and Dimmock
explained that when a teacher creates activities that help students
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to understand connections between their concerns and lessons,
students engage tasks more easily [15,16].

7.3. Central focus of the Triggered Interest Phase of Lessons
Darling-Hammond and Hébert indicated that activities in the
Triggered Interest phase of a lesson are intended to help students
understand connections between a lesson and students' concerns
[17,18]. Once a student can understand connections between
a lesson and h/her concerns, the student would easily engage
learning activities. With the triggered interest phase of a lesson,
a teacher's focus is to help students understand connections
between a lesson and their concerns. Teachers starts the lesson
by engaging students in discussing their objects of interest and
concerns, or helping students to identify strategies through
which students might easily understand connections between
their concerns and lesson. Thus, teachers help to align students'
experiences with a subject matter.

7.4. Direct and Indirect Benefits of Triggered Interest Phase
of Lessons

Direct Benefits: Students engage in discussing their concerns
focused to understand connections between their concerns and
concepts of lessons, and are thus enabled to more easily and
effectively eased engage learning activities. Students pay more
attention to tasks and learn more effectively when learning
activities are related to their experiences [18].

Indirect Benefits: Students who learned to understand
connections between their formal and informal experiences often
develop habits and/or capacities to identify connections among
their experiences. Students learn to tap into and reflect on their
experiences and thus generate resources for understanding and
engaging lesson activities [1,4]. And, students develop the habit
of reflecting on their experiences, knowing they are responsible
to initiate, develop, and determine what and how they learn.

8. Analytic Thinking

In the phase of perceptive thinking, a person’ produces an
appearance, not an object. In the course of seeking to obtain an
object of appearance, a person must engage with and maintain
the appearance. Here, a person analyzes an appearance,
generating elements or marking the instances that characterize
the appearance [14]. In analytic thinking, Allison explained that
a person must generate elements/instances characterizing an
appearance [5]. In analytic thinking, a person seeks the means
through which to characterize an appearance; and a person
generates elements based on what the person apprehends from
an appearance; a person identifies instances of an appearance
through which to characterize an appearance, Here, Quine,
Millikan, Normandin et al., and William indicated that in analytic
thinking, a person recalls elements from experiences where one
had identified comparable objects and to recognize the features
in a present appearance, and thus to say that the features are
of this or that object [6,7,19,20]. In analytic thinking, one is
focused on appearance and its characteristics; thinking is related
to and about an appearance and its characteristics.

8.1. Maintained Interest and Analytic Thinking
The second or maintained interest phase of lessons relates to the

phase of analytic thinking. In the phase of analytic thinking, a
person generates instances (thought elements) through which
a person characterizes an appearance to represent it as an
object [5]. Dewey indicated that just as a person must generate
elements of an appearance to represent its object, activities in
the maintained interest phase of a lessons involve the production
and application of resources to facilitate and maintain learning
activities [1]. Where teachers do not deliberately engage and
help students to generate learning resources, students may lack
the means to easily engage and address learning tasks. On the
other hand, when students can learn to engage and deliberately
generate learning resources, they learn to facilitate their efforts
[21]. With the Maintained Interest phase of lessons, students
start to learn about resources and how resources relate to lesson
tasks. Students learn to generate resources both in the classroom
and outside of the classroom. The maintained interest phase of
lessons is initiated when a teacher engages h/her students in
learning to develop and apply resources to learning tasks in the
classroom.

8.2. Correspondence Between Analytic Thinking and
Maintained Interest Phase of Lessons

The phase of analytic thinking is where a person generates
instances through which a person characterizes an appearance
[14]. In the analytic thinking, a person characterizes an
appearance and thus represent or obtain an object. Activities in
the phase of analytic thinking correspond to and/or are reflected
in activities of the Maintained Interest phase of a lesson. In the
phase of analytic thinking, a person is faced with an unfamiliar
occurrence (an appearance) and, to move on effectively, a
person must generate elements through which to characterize an
appearance (ie., facilitate the efforts). Similarly, in the second
or maintained interest phase of lessons which is a model of
analytic thinking, to move on effectively, students must produce
elements or resources through which to develop a lesson and
move forward.

8.3. Focus of the Maintained Interest Phase of a Lesson
Activities in the Maintained Interest phase of lessons are intended
to help students learn about how to generate and apply resources,
and address tasks more effectively. With the maintained interest
phase of lessons, a teacher's focus is to help students develop their
efforts in accessing and utilizing resources, and thus to persevere
with tasks. Teacher engages and gets students to understanding
how resources relate to and help facilitate learning activities.
In the maintained interest phase of a lesson, teacher explains
resources, engages students in learning to generate resources,
and students learn how to develop and apply resources, simplify
learning activities, and address learning issues. Students engage
task more easily when they can gain access to resources to
facilitate efforts, and students persevere with tasks [1].

8.4. Direct and Indirect Benefits of Maintained Interest
Phase of Lessons

Direct and Immediate Benefits: Students learn that challenges
or difficult tasks can always be simplified, and students learn
to develop resources to engage and address challenging/difficult
tasks. Students learn about the significance and functions of
resources, how relevant resources help to facilitate efforts, and
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they seek to develop and utilize resource to address and resolve
problems. Students learn to identifying or developing resources
before tasks help to simplify tasks and facilitate efforts. They
learn to look forward to engaging activities.

Indirect and/or Long-Term Benefits: Students who learned to
identify, develop, and apply resources and to address learning
issues in the classrooms will repeat the same process in real
situations. They develop increased capacities to more effectively
develop, identify, and apply resources and address problems in
their lives [1,4].

9. Synthetic Thinking

In the phase of synthetic thinking, a person produces the means
to determine or understand relationships among the elements
characterizing its object; a person determines relationships
among elements characterizing an appearance to identify or
represent the appearance as object. Here, a person determines
how and/ if the instances characterizing an appearance are
related in representing it as an object. In other words, to
represent an appearance as a specific object, its elements must
be related; unrelated elements are discarded [7]. Millikan and
Brown also indicated that a synthesis of an object is made
through confirmation and unification of the identifying features
or elements of an object [6,22]. This is effectively accomplished
when a person has an object in mind and a person must associate
certain related elements but not the other to represent an object.
In other words, with an object in mind, a person adopts and
applies certain rules in examining and determining the elements
that must or not be included, which elements are or not related
in represent an object of an appearance; thus, a person is said to
synthesize or represent an object of appearance.

9.1. Sustained Interest and Synthetic Thinking

The Sustained Interest Phase of lessons corresponds to the
synthetic phase of thinking. In the synthetic phase of thinking, a
person determines relationships among elements of appearance
to represent an object of appearance [5,23]. Activities in the
phase of synthetic thinking is where a person determines
relationships among elements or instances of an appearance and
thus to identify the object of appearance. Without determining
relationships among elements pointing to and characterizing
the object of appearance, a person does not represent an object
of appearance [5]. A person must determine and understand
relationships among the instances or characteristics of an
appearance generated in the phase of analytic thinking to
identify an object. Activities in the phase of synthetic thinking
correspond to activities in sustained interest phase of a lesson.
In the phase of synthetic thinking, a person is faced with
disparate instances of an appearance and a person seeks to
obtain a combination of instances characterizing an appearance
to obtain a more proximate object of appearance. Therefore, a
person must develop and apply certain strategies and formulas to
help determine relationships among the various instances of an
appearance. Similarly, in the sustained interest phase of lessons
(which is a model of synthetic thinking), to understand a lesson,
students must produce strategies and formulas through which to
and understand the lesson.

9.2. Correspondence Between Synthetic Thinking and
Sustained Interest Phase of Lessons

Allison explained that in synthetic thinking, a person determines
relationships among elements of an appearance to represent
an object of appearance [5]. Dewey indicated that as a person
determines how instances are related in characterizing and
representing an object of an appearance, in a corresponding
phase of a lesson, students learn how various concepts of
lessons are related to understanding the lesson; students must
understand the strategies and formulas that explain relationships
among concepts to understand the contents of lessons [1]. Where
a teacher can engage students in learning to derive formulas and
understand strategies of a subject matter, students learn contents
of a subject matter more easily, and they develop increased
familiarity with domain contents and sustain their interest.
Students develop capacities to address domain problems.

9.3. Focus of the Sustained Interest Phase of a Lesson
Activities in the sustained interest phase of a lesson are the
activities through which a student understands the object of a
lesson. In the sustained interest phase of lessons, students engage
in learning domain strategies and formulas (means) through
which to understand concepts of lessons. Just as activities in the
phase of synthetic thinking help to determine and understand
relationships among instances of an appearance to identify an
object, in a corresponding phase of a lesson, students must
understand domain strategies and formulas to understand
content of lesson. With sustained interest phase of a lesson,
teachers help students to grasp the substance and/or object of a
lesson. Students seek to understand concepts of a subject matter,
learn what domain experts do, and thus to easily assimilate into
a domain of practice.

In the sustained Interest Phase of a Lesson, the teacher helps
students to learn the contents of a lesson. Content teaching and
learning are about subject-matter activities where students just
learn to obtain and apply content knowledge to address and
resolve concerns, but not how to do so effectively. Activities in
the sustained interest phase of lessons are focused exclusively
on contents learning. With the sustained interest phase of
lessons, teachers are focused on helping students to understand
strategies and formulas through which to effectively engage,
address, and resolve tasks. Students develop content strategies
and formulas, learn how concepts are related, and students learn
more effectively. Specifically, strategy and content learning
activities differ [1,4].

9.4. Direct and Indirect Benefits of Sustained Interest Phase
of Lessons

Direct Benefits: students learn how formulas and strategies
help to simplify learning tasks. Students engage tasks with a
focus to develop and apply formulas and strategies to simplify
and facilitate tasks. However, student may focus exclusively
on accumulation of content knowledge, but not how to a
more effectively learn and accumulate contents knowledge,
accumulate content knowledge, but fail to develop interests and
thus the skills to re-engage content learning tasks, and develop
increased knowledge and familiarity with contents.
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Indirect Benefits: students develop increased understanding
of the subject matter and students are able to independently
create and engage learning activities for self. Students learn
to independently develop strategies and formulas for effective
learning. Students develop increased skills for effective content
learning, democracy [1].

10. Private/Personal Thinking

Wittgenstein differentiated between phases of personal and
shared thinking activities [4]. Tully emphasizing Wittgenstein's
views of private and public thinking explained that activities in
the phase of personal and consultative thinking are deliberate
and different from activities of initial phases of spontaneous
thinking identified by Allison [5,8]. They explained that Private
and personal thinking is because a person represents h/her object
as uncertain, undetermined or problematic. Wittgenstein pointed
out that a person thinks deliberately and privately because a
person represents h/her object or goal as undetermined, uncertain
or problematic, and a person seeks to understand and achieve
personal objects and goal [4]. In other words, a person thinks
deliberately and privately because a person seeks to more fully
clarify and understand h/her object, but not because a person
seeks to determine and represent an object of appearance, as one
does in spontaneous thinking. Specifically, deliberate and private
thinking arises when a person is dissatisfied with h/her situational
objects and thinks privately or personally and deliberately to
gain understanding and satisfaction. Unlike private and personal
thinking, a person does not think spontaneously; rather, thinking
is deliberate, a person models the initial phases of activities of
spontaneous thinking.

Wittgenstein explained that phase of personal thinking is where a
person engages in independent/private thinking; where a person
engages in thinking and/or learning activities, and develops
and apply h/her unique capacities/skills independent of others
[4]. With activities in the personal phase of thinking, a person
identifies and develops h/her skills and achievements through
which to communicate and share with others [4]. With awareness
of one's skills, a person is more encouraged to engage and
develop such skills. Activities in the phase of private thinking
correspond to activities in personal interest phase of a lesson.
In the Personal Interest phase of a lesson, teachers' focus is to
help students identify and develop their unique skills. Just as a
person thinks independently to develop one's personal skills, in a
corresponding phase of a lesson, students engage in independent
learning activities to develop their skills, and students learn to
develop their unique skills.

10.1. Correspondence Between Private Thinking and
Personal Interest of Phase of a Lesson

Wittgenstein indicated that the personal interest phase of
lessons is where students learn how to learn independently
[4]. Here, students learn to independently engage in learning
activities and develop their unique capacities through which to
effectively engage and share with others, achieve progress. In
private personal thinking, Panda & Nath indicated that students
interpret and develop their experiences based on their personal
preferences and theories [3]. Activities in the private phase of
thinking correspond to activities in the personal interest phase

of a lesson. With the personal interest phase of a lesson, a
person reflects on the challenges that a person faces when he/
she interacts with others. A person considers the social pressures
on h/her when in the outside world and seeks to adjust h/her
efforts, and a person develop h/her unique skills. Similarly, in the
personal interest phase of lessons (which is a model of private
thinking), to develop one's personal and unique skills, students
must engage in private learning activities where a person might
develop h/her personal and their unique skills.

10.2. Focus of Personal Interest Phase of a Lesson
Wittgenstein explained that in the personal interest phase of
lessons, students engage in independent learning activities and
develop their individual and unique approaches to learning
activities [4]. With the personal interest phase of a lesson,
students learn to more fully develop their individual and
personal approach to understanding how a lesson relates to
their personal interests or helps to achieve personal goals and
objectives; students engage in independent learning tasks,
seeking to understand and develop personal capacities through
which they might contribute to and help others Wittgenstein [4].
In the personal interest phases of lessons, a teacher's focus is
to help students engage in independent learning activities and
develop their unique capacities through which to engage others
and achieve progress.

Activities in the personal Interest Phase of a Lesson are intended
to engage students in learning to independently develop personal
capacities and contribute to others. With personal interest phase
of a lesson, teachers engage students to learn reflectively, to
reflect on, develop and become increasingly aware of their
uniqueness, skills, and strategies. In other words, with a focus on
independent learning, students learn to reflect on their capacities
and skills; students seek to develop and become aware of their
skills and capacities [24].

10.3. Direct and Indirect Benefits of Personal Interest Phase
of Lessons

Direct Benefits: Students learn to identify, recognize and
develop their unique individual capacities and achievements
through which they intend to communicate and share their
experiences with others [4]. Students engage in and become
aware of learning to develop their unique capacities. Students
look forward to engage in independent learning activities and
students develop their individual unique capacities [1].

Indirect Benefits: With a student's awareness of student's unique
capacities and achievements, a student is most absorbed to apply
self, thus, to further engage, develop, and discover h/her other
capacities; and a student is said to engage in learning how to
learn [1]. Students develop their individual and unique learning
skills and develop capacities to effectively contribute a domain
of practice or society. They learn how to learn [1].

11. Public/Consultative Thinking

Wittgenstein explained that one must (5) think deliberately/
consultative to develop shared efforts and achieve progress
[4]. Dewey agreed with Wittgenstein's view and accordingly
emphasized interest that a person demonstrates in the various
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phases of thinking activities [1]. Dewey indicated that a person
is unavoidably affects and is affected by others [1]. Therefore, a
person must develop capacities to consider or understand others
and effectively achieve h/her object. A capacity to engage others
in consultative thinking, to develop shared experience and efforts
cannot be achieved independently or in isolation. Students learn
to develop shared efforts and consultative thinking capacities
when they learn interactively; when teacher structures learning
activities and get students to interact with (1) one another, (2)
their teacher, and (3) their in- and out-of-school experiences.
Hither, students develop relationships among their experiences
and with one another without learning or understanding the
principles behind the needs to interact with others. Teachers
have often learned that the purpose of group learning is to learn
the contents effectively. Recently, however, some educators
who explain interactive teaching and learning activities are also
emphasizing group learning principles which teachers must
consider or understand to offer balanced lessons.

In consultative thinking, a person engages others to develop
shared efforts and experiences. Tully and Wittgenstein explained
that in public thinking, group members seek to more fully
understand one another [11,25]. People learn about what matter
to others or how to meet one another needs. In consultative/
public thinking, Wittgenstein explained that. people learn from
one another and develop shared knowledge and experiences
[11]. Dewey's agreed with Wittgenstein's views of consultative
thinking, and accordingly emphasized shared learning activity
as a way to effectively develop and achieve shared experience
and progress in a society [1,11]. Dewey indicated that a person
unavoidably affects and is affected by others; that to achieve
progress, a person must include others in h/her thinking to
develop cooperation, shared knowledge, and progress [1].

11.1. Correspondence Between Public Thinking and Shared
Interest of Phase of Lessons

In consultative/public thinking, a person engages with others to
develop shared progress. Here, a person engages others to more
fully understand h/her object, and a person is said to engage in
shared thinking activities. Wittgenstein indicated that shared
thinking activities are deliberate efforts to create an ideal or
progressive society [4]. It is the phase of thinking where people
engage one another to develop a democracy and achieve progress.
Without consultative and public thinking, people do not develop
shared activities or learn well from one another [1]. Activities
in the phase of public thinking correspond to the shared interest
phase of lessons. With the shared interest phase of thinking, a
person is faced with the challenges of how to more effectively
engage others and achieve enduring progress. A person must
engage other to develop a shared experience through which to
achieve shared experience and shared and enduring progress.
Similarly, in the shared interest phase of lessons which is a
model of consultative thinking, to achieve shared experience,
students must produce elements or resources through which to
develop a lesson and move forward.

11.2. Focus of the Shared Interest Phase of a Lesson
Just as in the phase of shared thinking, activities in the
consultative interest phase of a lesson are intended to engage

and include others in the shared learning activities of a lesson,
in shared experience. Activities in the shared interest phase of a
lesson are the activities through which students engage and learn
from and about one another. Dewey indicated that in the shared
interest phase of a lesson, students engage in group activities and
model democratic practices [1]. In other words, in the shared
interest phase of a lesson, students learn to engage and socialize
with one another; they learn from one another under the rules
that they learned to create for themselves. In the shared interest
phase of a lesson, the teacher explains and helps students to form
groups, develop group norms, and engage in group activities.
Teacher guides students as students learn to interact and share
their learning achievements with one another [26].

With shared interest phase of lessons, teachers explain and guide
students to engage in shared (group) activities. Students engage
in group activities based on group initiated and formulated rules;
students learn to understand, change, and/or comply with group
rules. Without the phase of shared interest activities, students
do not engage in learning to develop ideal social norms or
achieve shared experiences or enduring progress. People grow
in different directions and are often opposed to one another.

11.3. Direct and Indirect Benefits of Shared Interest Phase
of Lessons

Direct Benefits: Students who engage in shared learning
activities interact with one another under the same rules which
they learn to develop and develop for themselves. They learn
to comply with rules and laws in their interactions with others.
They learn how to value and accept one another [11].

Indirect Benefits: Students who learn and developed their
consultative thinking capacities will also develop increased
understanding of the needs for rules, laws, and shared activities.
They are inclined to be more involved in making the rules and
laws that guide their interactions with others. Students learn
more effectively from one another and achieve excellence [1].
They easily engage task and demonstrate increased interest when
they can positively relate to and interact with others [1,4,27-43].
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