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Abstract: A systematic model of education is based on the fact that education is closely linked to
socio-economic development of the country. Programs providing basic education are a fundamental tool in the
behavior changes in social and cultural areas of the country on its way to the ideal of a modern post-industrial
development. Many teachers in Russia, as in Europe and America, have abandoned the old “banking” approach
to education, providing for the primary (centering) role of the teacher in the educational process and began to
follow the principles of “pedagogy of cooperation”, which is based on a dialogue, as the most optimal form of
pedagogical communication between teacher and students. The new pedagogical paradigm is not about moving
from the instructional (“centering” and “closed”), person-alienated and unidirectional model of learning, in
which the teacher produces only enforceable regulatory content to all students without regard to their
personality and cognitive abilities, to the dialogue (“decentering” and “open”), personality-oriented model,
where the content of teaching the students is formed by their direct and active participation and interaction with
the teacher. Only in this case a situation of cooperation, a possibility of dialogue (decentering practice)
emerges. The creative capacity of language to generate meanings can be activated in the dialogue process only,
providing a surge of increasing meanings in the applied use, making the process of self-generation of meaning
open, which cannot be done through traditional forms of pedagogy.
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content of courses and workshops should be driven to an
appropriate form of innovative engineering education.
International quality requirements for the training of a
professional engineer are the basis for the design of
training programs for Bachelors and Masters in St.
Petersburg State University of Architecture and Civil
Engineering. Dialogic model of pedagogy contributes
directly to the implementation of the principles of
grade-rating system and contributes to adaptation of
technologies and students teaching systems to the new
international parameters.
The increasing relevance of the scientifictechnological revolution in higher education related to the
gradual reduction of class-lesson teaching and the
growing importance of training, based on the use of
task- and project-oriented experience as the primary

The intensively developing technology needs are
rapidly changing the nature of engineering education.
Not the individual engineers, “closed” in the traditional
engineering disciplines, but multi-disciplinary teams of
professionals with a wide intellectual range, possessing
core competencies at the world level, set the pace in the
industry. The interdisciplinary character of high
technologies that solve complex problems in both
traditional and new areas requires actualization of new
paradigms in educational activity - a dialogic model of
teaching.
On the other hand, a real integration of science,
technology and advanced industrial technologies in
Russian universities is the “spirit” of our time, so the
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method for effective training for professional activity
requires a change and abandonment of monocentric
pedagogical approaches, which is spoken by many
professionals-innovators not only in Russia, but also in
the West [1-7].

Generally, these requirements to educational standard
comply with the rules of the Bologna Declaration, which
proclaimed transition to the innovative engineering
education, science-intensive engineering and creating an
indissoluble chain “engineering education – science –
economy”. The Bologna process involves the creation of
a uniform quality assessment system, accreditation of
educational programs and specialists certification, namely:

MATERIALS AND METHODS
Criteria of the ABET and the Bologna Declaration for
registration as an international professional engineer are
used.
The study of the innovation process in the field of
pedagogy in the system of higher education requires the
use of the following methodological classification:

Introduction of comprehensible, comparable
qualifications in higher education.
Transition to the two-stage system of higher
education (bachelor-master).
Introduction of estimates of labor input (courses,
programs, academic load) in terms of credits and
reflection of the curriculum in the annex to the
diploma, a sample of which is designed by UNESCO.
Increasing the mobility of students, teachers and
administrative staff.
Providing the required quality of higher education,
mutual recognition of qualifications and relevant
documents in the field of higher education.
Ensuring the independence of universities [9-10].

Model of dialogue in education;
Dialogue as a form of co-creativity of teachers and
students;
Knowledge is actively constructed by the cognizer
and not acquired by a purely informative, passive
way;
Knowledge is not a “clean slate” (tabula rasa), which
reflects the cognizable world, but is used to organize
and structure the previously acquired experience;
Education is the ability to understand the other.

The above requirements for high-quality professional
engineering must be oriented in such pedagogical
approaches that make assimilation of knowledge by the
students will take place in the best way. They cannot be
implemented via conservative teaching methods that have
become traditional, which, for example, are described by
a Canadian expert on pedagogy M. Gigling:

The Main Part: As a result of training, graduates
should acquire the ability (we use the ABET criteria as
one of the most respected organizations in the world,
dealing with evaluation of educational programs in
engineering and technology):
To apply the scientific, mathematical and engineering
knowledge;
To plan and conduct an experiment, analyze and
interpret data;
To design systems, their components or processes in
accordance with the tasks;
To work in teams on interdisciplinary topics;
To formulate and solve engineering problems;
To be aware of professional and ethical
responsibilities;
To communicate effectively;
To demonstrate erudition, required for understanding
global and social impact of engineering solutions;
To understand the need for and be able to learn all
the time;
To demonstrate knowledge of contemporary issues;
To apply the skills and modern engineering
techniques required for engineering [8].

Knowledge is acquired systematically to acquire the
bundle of knowledge;
School is the main place of knowledge transfer in
various areas;
Memorization is the main process in learning;
Basic educational values are memory, understanding,
a desire to know, respect for authority;
Necessary and useful knowledge is in training
programs;
Logic of education is identical to the logic of training;
Knowledge is pre-arranged by the teacher [11].
In many ways, these methods are inconclusive
[12-14]. In the innovation educational process the teacher
needs to reject the monopoly on power and build relations
with students in the outline of equal partnership in
communication [15-16]. Inasmuch as in dialogue both
parties study, both parties ask questions, both reflect and
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both are involved in meanings creation, insofar the
teacher needs to facilitate communication between the
students and the exchange of views [17]. The case is
about the definite pedagogical content of dialogue, due to
which the teacher sets the semantic orientation of
communication, so to speak, confronts the students with
“the problem of the meaning” and thus creates a situation
of generation of new knowledge [18].
But how can it be done, if communication itself is
based on language, symbolizing any form of coercive
power. In the words of Roland Barthes, the language,
due to its very structure, contains the inherent fatal
attitude of alienation. Talking, or much less arguing, does
not mean to engage in communicative act, as it can often
be heard. The whole language is an entirely universally
valid form of coercion. This is a means to subjugate the
listener. According to Barthes, in each sign sleeps that
monster: a stereotype (En chaque signe dort ce monstre:
un stéréotype) [19, p. 504]. Thus, at the level of
methodological reflection, being within the paradigm of
classical rationality, we feel the pressure of traditional
norms that we ourselves have proposed and enshrined in
the language. We find ourselves in the situation of
hostages of stereotypical approaches in education.
However, we are not satisfied by repeating what has
already been said. The situation in the language is such
that a variety of points of view on ways of designation,
the diversity of the subject matters themselves, combined
with of the multiplicity of mechanisms of their
understanding make the number of these points of view
uncertain. In this case a dialogic approach for the
implementation of the meaning-generating vector in
training is required, because the dialogue is primarily
understanding, acceptance of ambiguity of meaning [20].
Only the dialogic approach is the assumption of
participation and acceptance of another’s words, i.e. it can
seriously approach it as a semantic position as to the
other point of view. Only with the internal dialogic
assumption my word is in close connection with another
person’s word, but at the same time it does not merge with
it and does not absorb it [21].
Personality is not something that begins in the heart
of the individual and is issued to the periphery for the
perception of other people. Personality arises at the
periphery of the individual, in the existential, rather than
cognitive (!) communication with other individuals. I am
aware of myself and become myself, only revealing myself
to another person, through another person and with the
help of another person. The very being of man is the
deepest communion. According to the existential

assumption of Mikhail Bakhtin, to be means to
communicate. To be means to be for another and through
the other, for oneself. “A person has no internal
sovereign territory, he is wholly and always on the
boundary; looking inside himself, he looks into the eyes
of another or with the eyes of another” [22, p. 287].
Not only a group, but the entire human community
can be considered polyphonic, because each person has
his own unique outlook, which should be taken into
account through dialogic interaction [23]. Thus there is an
infinite penetration of one person into the other and each
personality is formed as a common ideological foundation
of the communicating group, so that no participant in the
dialogue can determine the amount of their contribution
to the foundation. None of the participants in the dialogue
can claim a monopoly of their world view and thus of the
truth. The dialogue develops a special semantic
landscape, polyphonic choir, in which none of the parties
can claim even the knowledge of themselves [24].
According to Ernst von Glasersfeld, knowledge is
designing. It does not correspond to the objective world,
but is suitable for living in it. The world, in which we live,
is such as it is and it cannot be any other, because it is us
who create and design it [15].
In this case, the educational process becomes a
research program that aims to clarify how the mind can
construct a more or less reliable, regular world from the
empirical flow, as a result of its activity [25]. But it is
possible, if we feel equal another person’s consciousness
beside us and before us, endless and infinite like ours,
designing and recreating not the world of objects, but
these other people’s consciousnesses with their own
worlds. But other people’s consciousnesses cannot be
analyzed as things. You can only communicate with them
dialogically, talk to them. Von Glasersfeld’s viewpoint is
the inability to go beyond our own experience of
speaking: we need not the abandonment of ourselves and
our minds, but the extraordinary extension and alteration
of consciousness in a certain direction so that it could fit
the full-fledged other people’s consciousnesses [26].
According to Paulo Freire, the process of
understanding our place in the world should begin with
the capabilities of critical symbolization, that is, analysis
of the process itself. Since the moment of awareness of
the inadequacy of discourse we should inspire the
learning process, the first task of which is to give birth to
the realization that the above discourse is not the only
one. After that it is necessary to create the conditions for
actions, as it is impossible to act disorderly. Thus, we
need to structure the group, to explore the individual
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necessary qualities and understand which of them are
really urgent and which can be solved collectively.
Finally, find strategies for dealing with emerging
obstacles. This study of the group necessities (including
us as part of these groups) relies primarily on listening
dialogue, through which the diversity of experience in the
process of building and exchange of knowledge is always
taken into account. The teacher takes into account and
uses the flexibility in the learning process of thinking and
introduces students to the idea that “naming things and
doing the job can be done in different ways” [27].
Its activity is aimed at developing tolerance for
diversity of opinion. The point is not that the truth of
subject matters should always be disclosed only in the
excessive teaching horizon. When the teacher suggests
in advance that the student cannot see or understand
anything unembraceable to their minds, no dialogue with
the students can occur. Here we have the external
position that does not involve and does not account for
a possible response from the students themselves: they
don’t have the last word. In fact, the point of view of the
teacher should meet with the point of view of the students
in the same plane, at the same level [20]. Open and closed
questions, analysis and synthesis, etc contribute to the
development of a dialogue. The emerging positive
feedback allows the following:

crises, with the knowledge of the dispute, in which all
possible consciousness and positions are allowed. Due to
that the developing dialogue repeatedly creates points
coming into a dialogic contact with everything essential
and necessary for the education and culture and not
simply putting forward and meeting the innovation needs.
Consequently the gap between motivation and the
educational process of students is bridged: each another
person’s “truth” represented in any textbook or
instruction, in the words of the teacher or their fellow
students enters a dialogic outlook of all class members
[21].
We will briefly describe the structure of the dialogic
interaction “teacher-student” consisting of the following
specific actions of the teacher:
Entering a dialogic contact with the student (in the
case of the group – with everyone personally),
allowing “someone else’s” truth and questionanswer resistance;
Rejecting the expectations, that is, their own
egocentric monological position, forcing one
redundant outlook as the ultimate knowledge with
respect to each of the students;
Creating an agreement on the terms of joint activity
– empowering the students with the right to know
and understand each other’s “truth”;
Transferring the responsibility for the learning
process to the students (while avoiding the complete
object dialogue or a dialogue played out rhetorically);
Initiating the dialogic experiences and needs of
students (they “don't need millions, they just need to
get a thought straight”, let us remember
Dostoevsky);
Researching the points of conflict and turning them
into points of development to bring the dialogue of
the “opposing truths”;
Exposing and restructuring of the shared knowledge
when all the teaching material and the “points of
view” of the students are involved in the dialogue,
when the students answer the teacher’s questions,
ask new questions, provoke him, argue with him or
confirm his thoughts.

Forming search activity and motivation of each
student;
Developing the responsibility for the presence of a
“counterpoint” in communication, a convergence
point of all possible positions and meanings;
Developing reflexive processes that lead to the
student’s word in the same plane with a teacher’s
position and thereby engaging in dialogic relations;
Exploring those inherent limitations of the student,
their quests and controversies giving rise to the
points of contradiction and resistance and turning
them into development points (the points of dialogic
contact);
Restructuring
the
monological
knowledge,
transforming and developing it in a personal
dialogical experience of each student.
In practice, this means that the student learns to take
responsibility for the process of their education, that is,
they learn not only set their own goals and make
decisions, but also acquire skills not to have the last
word, to reflect the dialogic nature of the human mind in
their outlook. Thus, the teacher continuously connects
the personal meanings of a student, including their life

This structure of dialogic interaction is aimed at the
following:
Guaranteeing the rights of the student for questionresponse resistance, including non-response or
acknowledgment in incapacity to engage in the class
(any “truth” should be acceptable);
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Reliance on the real needs of the student in the
dialogue (based on the fact that human
consciousness in itself is dialogic);
Activating the search activity/motivation of the
student through dialogue;
Activating the reflective processes of the student on
the basis of self-awareness that exceptionally
increases the direct semantic importance of selfutterance, increases its internal resistance to any
external knowledge completion through the
monological assumption;
Motivating the student to create new cognitive
structures and, thus, to expand the ideological values
of the specialty that they study;
Including into this evaluation of the specialty the
idea of dialogue and incompleteness as the
constituent elements of continuous education in the
ever-changing world;
Transferring the responsibility to the students for
their spiritual life, in other words, other thoughts and
ideas - bad or indifferent from their monological
viewpoint, alien to their world view, should gain
acceptance, be not polemically denied and lose their
direct significance (“tertium non datur”) but get the
status of full-fledged ideas, with which they will have
to argue and engage in dialogue.

How do we ensure the readiness of students to
conduct classes in dialogic form, if the essence of the
educational process is not in the championship of the
ideological assumption of the teacher and not in the fact
that he is able to get them to accept new knowledge?
The study of any module in an engineering specialty
is based on the development of critical thinking of
students. It leads to the birth of new knowledge, a deeper
understanding of the problem. Application of a dialogic
learning in this case is based on the fact that both
teachers and students in the class are in constant search
of new knowledge and the new knowledge cannot be just
transferred to the students, but instead they emerge in the
situation of manifestation and mastering their ability of
ultimate selflessness [28].
We would illustrate this assumption with an example.
Students know the contents of various laws, documents,
technical regulations, building codes, codes of practice.
They can answer the questions of SNIP-2-11-77 or
SNIP-2-10-74. They know the main sections of these
documents. There is only one problem: they have never
read them. All this knowledge has been gleaned from the
textbook and from the teacher; knowing the documents,
he explained to students how and what is calculated.
When, instead of a textbook, the students have to study
documents SNIP-2-11-77 and SNIP-2-10-74, they have to
acquire new skills: read the text independently and form
their own opinions about it. But what happens, if the
student does not read specific texts so necessary for their
education?
According to the French philosopher Roland Barthes,
the issue should be put in a different perspective. “Every
text is eternally written here and now” (Tout texte est écrit
éternellement ici et maintenant) [29, p. 43]. The whole
world, the whole culture is presented as text, hypertext, in
which single texts of the preceding and contemporary
culture operate. The texts are endowed with a special
property – intertextuality – the ability to refer to each
other in a variety of quotations, allusions, references, etc.
Thus, each new text includes citations of previous texts,
the new text is written on top of the old one and is woven
into a common hypertext. The universal polyphony of
texts, ideas emerges, the essence of which lies in the
cultivation of thinking people. In light of this dialogic
paradigm, the work of the future expert engineer is
potentially dialogic: he possesses a kind of “knowledge”,
from which he consciously or unconsciously derives
quotes, mixes them, combines with an internal dispute

We can call the above functions the first order
functions, as in their unity they generate a second order
function:
Overcoming the monological powerlessness
(cognitive, learned, social), based on selfcenteredness;
Bridging the gap between motivation and activities
(negated alien thought does not gap the monological
outlook of the student, on the contrary, they
withdraw into their borders even more sharply and
more persistently);
Preventing or overcoming dependency and antisocial
behavior.
Second order functions give rise to the functions
of the following order – the third. This includes
socio-dialogic rehabilitation of the students, allowing
them to create a rightful consciousness of others next to
their own, as the process and the result of the dialogic
interaction [21].
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with himself and creates his own opinion. The intertext
(in this case this is everything a teacher shall use for the
study of special texts) is a “convergence space” of all
possible citations – individual phrases, paragraphs,
passages in various books and sources. The whole
culture of education consists of citations and every
student is immersed in this atmosphere like it or not.
Thus, even if they have never read any SNIP in their life,
they are still surrounded by various inherently dialogic
discourses (scientific, ideological, etc.), under the
influence of which their texts are created – their primary
knowledge about SNIP – the intersection of various
discourses, cultural meanings and types of writing.
Their education is not about reading one or more
documents (and thus understand how they can be
included in a special relation to the economy, requiring
more and more innovations), but about unraveling the
complex “tangle” of citations; detecting more and more
new meanings (activating awareness of their own
ignorance due to laziness), for every reading and
participating in the lesson involves the discovery of new
meanings and hence the activation of selflessness as a
basic capacity for intellectual development.
The teacher must agree that the student will receive
the credit without reading SNIP, for critical thinking can
only be critical when there is any possibility of reading
any literature on specific issues. This is the individual
nature of modern education, which declares that students
must have enough freedom to use their own heads and
think independently to solve the most complex questions.
According to the American philosopher and educator
John Dewey, only trying to find their own way out of a
difficult situation, the student really learns to think and
constitutes the capacity for selflessness, without which
the constant promotion of innovative technologies and
innovation is not possible [30]. Critical thinking of
students is not required to be completely original: they
have the right to take an idea or creeds of the other
person as their own. Consequently, the complexity of
teaching critical thinking and dialogic thinking is to help
students see the infinite variety of problems (citations)
around us, other consciousnesses and truths. The
important thing is that everyone decides for themselves
what and how they will read, to eventually gain
independence - the most important feature of critical
thinking [31, p. 41]. Of course, this does not negate the
fact that students must not only know, but should be able
to solve problems by using the methods of their
profession.
Thus, education, or the formation of the image of a
person is much more than just drilling the students to

make them competent in the SNIP or other special
documents. Education is not just a bank of accumulated
knowledge to reproduce and broadcast the existing
patterns of knowledge. In the course of a true learning an
individual has to exert an effort to force through to their
meaning, to their expression; to experience and construct
new knowledge through dialogic skill, achieving semantic
completeness through selflessness.
CONCLUSIONS
The participants of the educational process are,
first of all, the participants in the dialogue. They should
have the ability to reflect and self-criticize in regard to
their own reasoning, because the dialog allows both
teachers and students to become co-investigators, in
other words, the teaching attitude should meet the
internal dialogic resistance from students. The teacher
delegates the responsibility, “the final word” to the
students. He provides students with the freedom of
choice and does not impose a comprehensive and
all-knowing vision, in which everything has been seen,
shown and suggested in the last instance. Building a
learning process as a responsible attitude to their own
experience, the teacher provides an informed and
flexible division of responsibilities between themselves
and the students during the learning process. The
teacher’s outlook must dialogically intersect and collide
with the students’ outlook, his word should feel the
resistance of their possible word, which in its own way
(even illiterate and without proper scientific credibility),
from the point of view of their truth, would have covered
the same subject. Only in this case there is a situation of
cooperation, the possibility of dialogue (decentering
practice), where each element is related to something
other than itself, keeps the echo generated by the sound
of the preceding element and at the same time is
destroyed by the vibration of its own relation to the future
element [32, p. 13].
Thus, the dialogic interaction helps achieve the
following objectives, namely:
Promotes overcoming the egocentric monological
position of the teacher in respect of themselves and
students (students are only entitled to mistakes and
ignorance);
Activates search activity, research position and
creative approach, assuming the unity of other
people’s consciousnesses (the very concept of a
single truth does not imply a need for a unified
consciousness of the teacher);
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Restructures the reflexive processes of a teacher
(creativity is being thought and perceived as the
expression of a dialogue of a number of individual
consciousnesses dialogue, not a monological carrier
of knowledge);
Creates new cognitive structures and alters the
philosophical significance of the specialties of the
institution (first of all, not just one teacher is a
knowing, understanding, seeing person, but all those
who aspire to absolute selflessness and “think and
seek higher things” [33]).
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