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METHODOLOGICAL GUIDE 

Definition of serious games 

The term “Serious Game” (SG) was coined by Abt (1970), including both play and learn. 

Abt (1970) underlined as games can be played seriously or to have fun, considering serious games 

to be games explicitly and intentionally designed for educational purposes, and not those intended 

primarily for entertainment. This does not imply that serious games are not, or should not, be fun. 

The focus of SGs’ is thus not fun but the play of activities carefully developed to reach educational 

aims. 

Several years later, the concept of the SG was redefined by Sawyer (2002) with an updated 

definition of Serious Games based on the idea of connecting a serious purpose to knowledge and 

technologies from the video game industry. In the following years this definition was generally 

shared (Chen & Michael, 2005; Zyda, 2005) but the domain boundaries of the Serious Games field 

remained subject to debate (Djaouti, Alvarez, & Jesse, 2011). The SG industry brings together 

participants from a wide range of fields, such as Education, Defense, Advertising, Politics, etc. who 

do not always agree on what is and what is not a part of the Serious Games industry (Corti, 2007). 

Nevertheless, a common perspective join all professional fields: SG designers consider people’s 

interest in video games to take their attention for various aims that go beyond exclusive amusement 

(Djaouti et al., 2011). 

Therefore, SGs can be seen as (digital) games planned to impact cognition, skills, and 

behavior (Ravyse, Blignaut, Leendertz, & Woolner, 2017). During the years, SGs have become a 

trend, consistent to the perspective of using playful learning together with technology. Education 

stakeholders progressively recognize their value and SGs are supposed to significantly affect all 

levels of education (Johnson et al., 2016). Certainly, their field of application comprises a rather 

wide array of learning domains and scenarios (Feng, González, Amor, Lovreglio, & Cabrera-

Guerrero, 2018; Hersh & Leporini, 2018). Furthermore, many studies showed promising learning 

outcomes (de Freitas, 2018; Erhel & Jamet, 2019; Lamb, Annetta, Firestone, & Etopio, 2018). 
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Serious games (SGs), digital games with educational objectives, may be thus an alternative 

and effective way to transfer new knowledge to people (Catalano, Luccini, & Mortara, 2014). Such 

knowledge may refer to different application areas and periods from awareness to formal education, 

while players/learners include a very comprehensive target of users, from general public to pupils. 

Modern theories of effective learning underline that learning is most effective when it is active, 

experiential, situated, problem based and provide immediate feedback (Boyle, Connolly, & Hainey, 

2011). Games have the possibility to provide learning experiences with the characteristics to be 

experiential and situated in a specific context (Catalano et al., 2014). 
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Issue relative to the evaluation of the effectiveness of serious games 

Although serious games are recognized to serve as educational tools in many educational 

domains, there is a lack of reliable and repeatable methodologies that permit to verify their 

effectiveness (Serrano-Laguna, Manero, Freire, & Fernández-Manjón, 2018). Pre/post-game 

questionnaires and interviews are certainly the most widely used instruments for capturing pre-

existing knowledge, on the one hand, and what has been learnt during the game session, on the 

other hand (Catalano et al., 2014). Also, there is a lack of consensus regarding which factors have 

an impact on the effectiveness of SG (Fokides, Atsikpasi, Kaimara, & Deliyannis, 2019). 

There is still a debate on the factors contributing to the effectiveness of SG (All, Castellar, & 

Van Looy, 2015; Calderón & Ruiz, 2015; de Freitas, 2018; de Freitas & Ketelhut, 2014; Ravyse et 

al., 2017). In the literature several factors emerged in relation to the effectiveness of SG. Winn 

(2009) underlined the following factors: the learning content and an educational methodology 

together with storytelling/narrative, game mechanics, interface, and user experience. Calderón and 

Ruiz (2015) listed eighteen (subjective) factors such as: aesthetics and design, social impact, 

interface, player efficacy, motivation, behavior, attitude, emotions, satisfaction, enjoyment, 

engagement, acceptance, performance, playability, learnability, understandability, usefulness, and 

educational aspects. Others examined the importance of the scenario, learning-game integration, 

gameplay, interaction, feedback, challenge, fun, immersion, and game design (e.g., Faizan, Löffler, 

Heininger, Utesch, & Krcmar, 2019; Marsh, 2011). 

On the basis of a literature review relative to the factors that contribute to the effectiveness 

of SG, Fokides et al. (2019) proposed a model included eleven factors responsible for shaping the 

learning outcomes, belonging to four groups: (a) content, (b) technical features, (c) user state of 

mind, and (d) learning enabling features. (a) Factors related to content: subjective feedback quality; 

subjective feedback of the learning material; subjective learning goals clarity; subjective narration 

quality. (b) Factors related to technical features:  subjective ease of use/usability/playability; 

subjective audiovisual fidelity/aesthetics; subjective SG realism. (c) Factors related to users’ state 

of mind: presence/immersion; enjoyment. (d) Factors related to learning enabling features: 

subjective relevance to personal interests; motivation. 
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Fokides et al. (2019) empirically tested this model with a target group of 483 university 

students who played two serious games. The study provides the prototype of a rather complex 

model, accurately explaining the complex relationships between the substantial number of factors 

that were measured and their impact on user views regarding the subjective learning effectiveness 

of serious games. The final model fit statistics were very good, and 58.4% of the variance in 

subjective learning effectiveness was explained. The factor with the most significant impact was 

enjoyment, followed by subjective narration quality and realism. Furthermore motivation did not 

have any effect on subjective learning effectiveness, while subjective feedback quality was not 

included as a construct in the final model. 

Regarding the evaluation of the effectiveness of serious games, the coordinator of this 

project carried out an interesting experience in the evaluation of the serious game « l’Avenir 

s’imagine » (https://www.lavenirsimagine.com) (Maron, 2019). This work was conceived on the 

basis of the constructivist approach via qualitative methods as theorized by Mucchielli (1991) as 

regards the questionnaires and the interviews. User experience data was collected through surveys 

from the work of Lallemand and Gronier (2015). The study was conducted in a high school in 

Montpellier using experimental and control groups. The results derived from the analysis of the 

qualitative questions showed aspects of effectiveness of the applied serious game that is focused on 

the reduction of gender stereotypes in career choice. The participants in the experimental group in 

terms of “dream jobs” refer to more original jobs as those of the control group. In fact in the control 

group emerged aeronautics choices (pilot of plane, helicopter, hostess, NASA) or business choices 

(CEO, entrepreneur), while the experimental group evokes creative professions (fashion, artist), 

sport, finance ... The responses on the mix of professions are also more open in the experimental 

group. Regarding the question: “Are there jobs reserved for men and others for women?”, the 

answers were very different because in the control group emerged many YES and at the contrary 

the NO was characterizing the experimental group.  
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Games and Serious game in guidance practices 

The introduction of games in guidance practices underlines promising opportunities as 

emerged from a review of recent works dedicated to games in career guidance (Sushkova et al., 

2019). In 2001, Tvorozhnikova, Shiryaeva and Kostromina (2001) introduced games in career 

guidance training with primary school students with the aim to try to explain to children which 

characteristics and knowledge are necessary to work in a profession that interest them. Pryazhnikov 

(2007) highlighted that students perceived career guidance games as a natural form of work, even if 

these games take no more than 25-30% of the total number of hours of intervention. Nikitina (2012) 

stated that the specific form of the game method in career guidance contributes to create a more 

relaxed, friendly and natural rather than usual atmosphere of work with high school students. 

Semiletkina (2014) examined career guidance games in the context of interactive methods of work 

and recognized that this method permits young people to learn more about various fields of 

professional activity, in a playful way to learn the characteristics of specific professions. 

Lukoyanova (2015) proposed using methods with high potential, acceptable even when working 

with passive audiences: career-oriented games with a class, career-oriented game exercises and 

modeling of micro-situations. She suggested that the principal advantages of career guidance games 

are their visibility and emotional saturation. In the same direction, Ansted (2017) underlined the 

contribution of gamification in stimulating career development and career development motivation. 

Kaszkowiak (2019) suggested the potentiality of the games in the field of business for providing 

participants with skills useful to realize and managing their own business, with particular 

consideration to modern business and creativity in discovery ideas for entrepreneurship. 

With a specific focus on serious games, it is possible to underline that they could offer an 

added value in the guidance practices (Dunwell et al., 2013, 2014; Sushkova, Valeeva, & Davydov, 

2019). Digital technologies, and in particular games, could be applied to allow for some degree of 

experiential learning in advance (Dunwell et al., 2013). Furthermore, serious games could be able to 

stimulate a higher degree of engagement than more static resources such websites, in turn 

promoting intrinsic motivation amongst players to learn career skills (Sushkova et al., 2019). 

Serious games especially developed for guidance could permit to create a role-playing environment 

in which the player must balance their lifestyle choices against income requirements and job 

preferences, whereas revealing skills and professions by experiencing more formal learning 

resources (Dunwell et al., 2013, 2014). 
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The 2013 NMC Horizon Report (Johnson, 2013) states the viewpoint that games are 

effective tools for enhancing individual’s motivation and engagement by entailing them in an 

unforgettable learning experience. With serious games, concept scaffolding and simulation of real 

world experiences could permit the individual to resolve problems and increase their following 

performance (Ferreira, Palhares, & Silva, 2013). For example, a study on 264 students playing an 

online educational game (Huang, Huang, & Tschopp, 2010) showed an association between reward 

and motivation. Further studies (Schaffer, 2004) highlighted that games can support new 

approaches to learning by scaffolding players’ experiences in new worlds, permitting them to learn 

by trying to resolve problems inside the game. 

According to the European Commission’s Digital Agenda strategy, and policies to support 

pathways to employment, the possibility introducing by the use of digital games is established by 

the extensive adoption and use in the current century. Digital game audiences are increasing 

quickly, and games thus have the possibility to involve hard-to-reach groups. Already in 2013 

European Commission underlined that game-based approaches provide a special opportunity to 

engage and reach young people, with gaming almost ubiquitous among this population. 
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The New Scenario in the Twenty-First Century 

The world of work in the 21
st
 century is complex, being characterized by instability, 

insecurity and constant change (Blustein, Kenny, Di Fabio, & Guichard, 2019) and workers are 

called not only to make decisions about their careers but to deal with transitions much more 

frequently than in the past (Blustein et al., 2019). In this scenario, individuals are therefore 

recognized as having greater responsibility in outlining their professional and life paths (Guichard, 

2013), in an progressively liquid and scarcely predictable context (Bauman, 2000), this is why it is 

no longer possible to talk about career development but it is necessary to refer to career 

management (Savickas, 2011). In career management it is essential not only to decide but above all 

to be able to become. The close interrelation between work activities and aspects of personal life 

emerges as fundamental (Guichard, 2009), and therefore between career management and life 

management (Guichard, 2013). The goal for career counselors is to help people build their lives 

through work and relationships (Blustein, 2011; Di Fabio & Blustein, 2016), considered the main 

social contexts for the individual. Work is considered as an intrinsically relational act (Blustein, 

2011) in which every decision, experience and interaction with the world of work is understood, 

influenced and shaped by relationships. Therefore, the career project and the life project also 

represent intrinsically relational acts (Di Fabio, 2014). This is the framework of the new Positive 

Self and Relational Management model (PS&RM, Di Fabio & Kenny, 2016) which further 

highlights the value of individual, personal and relational resources, in a lifelong key. The PS&RM 

(Di Fabio & Kenny, 2016) focuses on “the development of individuals’ strengths, potentials, and 

varied talents from a lifespan perspective and the positive dialectic of the self in relationship” (Di 

Fabio & Kenny, 2016, p. 3). It is thus possible to make a subsequent transition to career and life 

management through self and relational management (Di Fabio, 2014) with particular attention to 

the construction of individual strengths to deal with the changes in the current labor market in an 

adaptive manner (Di Fabio & Kenny, 2015, 2016; Di Fabio, Kenny and Claudius, 2016; Di Fabio 

and Palazzeschi, 2012, 2015; Di Fabio & Saklofske, 2014a, 2014b, 2018) and in strengths based 

preventative perspectives (Di Fabio & Saklofske, 2019a, 2019b). 

In the 21
st
 century, career counseling interventions are based on the psychological narrative 

(Savickas, 2011) and are based on dialogic interaction to support individuals in designing 

themselves in facing the challenges of fluid society (Guichard, 2013) and a world of work 

constantly under construction (Di Fabio & Bernaud, 2018). The main objective of the narrative 



JSPO | Project Number: 2018-1-FR01-KA201-048216 

Modifie par SGA document de travail pour relecture24/01/2020 

 

 

9 

 

interventions is to facilitate the recognition of authentic meaning and purpose of life of clients (Di 

Fabio, 2014; Guichard, 2005, 2013; Savickas, 2005, 2011). Within this narrative perspective, the 

career counseling for the 21
st
 century is configured as a process in which professional and life paths 

are constructed through psychological narratives and stories represent tools to build one’s own 

identity through storied-self (Di Fabio & Bernaud, 2018; Guichard, 2009, 2016; Rehfuss, 2009; 

Rehfuss & Di Fabio, 2012; Savickas, 2011). 

The theoretical reference for guidance and career counseling interventions in the 21
st
 century 

is therefore the new taxonomy proposed by Guichard (2013) which distinguishes between: 

information intervention, guidance intervention, dialogue intervention. The information intervention 

aims to make individuals capable and able to collect significant and reliable information about the 

labor market. The guidance interventions focus on increasing the client’s employability, facilitating 

the construction of an adaptable vocational self-concept. Dialogue intervention presents, as well as 

strengthening employability, the purpose of helping individuals to build their own authentic 

personal meanings, facilitating them in the construction of their own lives and their own 

professional identity. 

The importance of reinforcing the abilities of individuals to design successful professional 

paths on one side and on the other side to manage their personal and work lives in an adaptive 

manner, building well-being, not simply hedonic well-being (Diener, Emmons, Larsen, & Griffin, 

1985; Watson, Clark, & Tellegen, 1988), that is to say in its affective component characterized by 

the prevalence of positive emotions on negative emotions and of a cognitive component of 

evaluation related to life satisfaction, but particularly eudaimonic well-being (Waterman et al ., 

2010), which is based on personal growth to achieve the full functioning of the person in terms of 

fulfillment, self-realization, authenticity, meaningfulness (Arnoux- Nicolas, 2019; Bernaud, 2015, 

2017; Bernaud, Arnoux-Nicolas, Lhotellier, Maricourt, & Sovet, 2019; Desrumaux, Jeoffrion, & 

Bernaud, 2019) for the benefit of both themselves and the community to which they belong (Di 

Fabio, 2014). 
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Accountability and Effectiveness of Postmodern Guidance and Career Counseling 

Narrative Interventions in the Twenty-First Century 

With reference to the economic crises that are characterizing the first decades of the 

21
st
 century and the scarcity of available resources, the need to refer to accountability 

principles in order to offer effective interventions without losing the limited economic 

resources available has also emerged for career counseling (Whiston, 1996, 2001). 

Accountability (Whiston, 2001) implies in particular an attention to the costs of services, to 

the effectiveness of the interventions and to the best practices supported by the research. 

The study of the effectiveness of interventions is a traditional research topic in the 

field of career counseling (Di Fabio, Bernaud, & Kenny, 2013; Oliver & Spokane; 1988). For 

verifying the effectiveness of the interventions traditionally Whiston (2008) suggests the use 

of different measures, using different perspectives. Traditionally, only quantitative tools have 

been used to verify the effectiveness of guidance and career counseling interventions (Di 

Fabio, Bernaud, & Kenny, 2013; Oliver & Spokane, 1988) but the current psychological 

dialogue interventions are intrinsically narrative and therefore required new qualitative tools 

to verify the effectiveness of interventions. In the literature this type of gap has been found to 

exist and the need to develop new qualitative tools to measure narrative change has been 

underlined since many years (Blustein, Kenna, Murphy, DeVoy, & DeWine, 2005) because 

traditional quantitative tools are not automatically able to measure qualitative changes in the 

Self narratives (Rehfuss & Di Fabio, 2012).  

It was thus necessary to realize qualitative tools specifically developed to identify 

changes in the individual’ narratives after narrative XXI century interventions. The first new 

qualitative tool available in the literature in this new perspective is the Future Career 

Autobiography (FCA; Rehfuss, 2009; Rehfuss & Di Fabio, 2012).  

FCA permits to analyze the change themes after intervention and is a usuful and 

original tool. Following this perspective, to improve and cope with some constraints as vague 

directions and lack of specificity (capacity to discern only broad change themes), the necessity 

emerged to create more refined tools to fully capture the depth and nuance of changes in the 

narrative of clients after career counseling interventions (Busacca & Rehfuss, 2016; Di Fabio, 



JSPO | Project Number: 2018-1-FR01-KA201-048216 

Modifie par SGA document de travail pour relecture24/01/2020 

 

 

11 

 

2015, 2016). Thus, other specific narrative tools were developed: the innovative Life 

Adaptability Quality Assessment (LAQuA; Di Fabio, 2015), the Career Counseling 

Innovative Outcomes (CCIO; Di Fabio, 2016b), the Qualitative SFIS Evaluation For Future 

(QuSFISEforFU; Di Fabio & McIlveen, 2018). The format of these tools includes narrative 

questions with different focus, administered before and after the interventions and analyzed 

with a specific coding system. 

In details the traditional FCA is based on narrative theory (McAdams, 1997; Rehfuss, 

2009): the narrative questions consist in a brief paragraph about where individual hopes to be 

in life and what hopes to be doing occupationally five years from the current moment 

(Rehfuss, 2009; Rehfuss & Di Fabio, 2012). The FCA’s coding system is based on eight 

themes of change identified by Rehfuss (2009). 

The LAQuA is focused on Career Construction (Savickas, 20..). It consists of 12 

questions with three questions corresponding to each of the four dimensions (Concern, 

Control, Curiosity, and Confidence) of the Career Adapt-Abilities Inventory-International 

Version 2.0 (Savickas & Porfeli, 2012). The coding system is based on 24 qualitative 

indicators also corresponding to each of the four dimensions (Concern, Control, Curiosity, and 

Confidence) of the Career Adapt-Abilities Inventory - International Version 2.0 (Savickas & 

Porfeli, 2012). 

The CCIO is based on narrative paradigm (Savickas, 2011). It includes seven 

questions, with the CCIO’s coding system inspired by the psychotherapeutic Innovative 

Moment Coding System (IMCS, Gonçalves, Ribeiro, Mendes, Matos, & Santos, 2011) and its 

application in career construction counseling (Cardoso, Silva, Gonçalves, & Duarte, 2014). It 

is characterized by five categories: Action; Reflection (type I and II); Protest (type I and type 

II); Reconceptualization; performing change. 

The QuSFISEforFU is focused on the Self-Construction Theory (Guichard, 2004, 

2005, 2008, 2009) and the Life Construction Theory (Guichard, 2012). It comprises six 

questions analyzed using the specific created QuSFISEforFU’s coding system. It includes nine 

categories: Category 1: From “Decisional disinterest” to “Decisional involvement in 

examining own SFIS to desing own life”; Category 2: From “Unawareness” to 
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“Identification” (SSIF, Aspired SIF, Core SIF)”; Category 3: From “Identification” to 

“Specification” (SSIF, Aspired SIF, Core SIF); Category 4: From “Rigidity” to “Openness 

about how to realize him/herself”; Category 5: From “Simple vision” to “Expert vision 

(Openness to complexity)” in constructing the new chapter of own life in terms of diverse 

paths, objectives, possibilities; Category 6: From “Openness to complexity” to “Acceptance of 

change”; Category 7: From “Acceptance of change” to think about “Challenges as 

opportunities”; Category 8: “From opportunities in challenges” to 

“Hardiness/Resilience/Think out of the box” about him/herself for the new chapter of own 

life; Category 9: “Rumination or absence of change in reading into him/herself and the 

situation”. 

In relation to the new paradigm of the 21
st
 century and to the characteristics of the 

current world of work, the processes of evaluation of the effectiveness ask for a complex and 

in depth framework. So, the new perspective requires both these specific qualitative tools and 

new updated quantitative tools to integrate the evaluation. The current quali+quanti 

perspective (Di Fabio & Maree, 2012, 2013) also introduces new quantitative instruments 

more congruent with the objectives of the new narrative interventions to evaluate the 

effectiveness of intervention. These quantitative measures have to detect aspects of increased 

self-awareness and reflexivity, authenticity and congruence with one’s authentic self, meaning 

and flourishing. The quali+quanti perspective (Di Fabio & Maree, 2012, 2013), permits to 

increase the validity of the evaluation of the effectiveness of the intervention. It underlines the 

passage from scores to stories (McMahon & Patton, 2002) and the subsequent transition from 

scores to scores and stories (Di Fabio & Maree, 2013c) in the evaluation of interventions in 

the 21
st
 century, based on specific qualitative tools used together to quantitative measures (Di 

Fabio, 2014b). This approach underlines the importance of a qualitative evaluation method 

with specific developed tools, which allows to highlight the individual and subjective nuances 

of the change after the interventions (Di Fabio & Maree, 2013; Rehfuss, 2009; Rehfuss & Di 

Fabio, 2012), also accompanied by a quantitative assessment method with new appropriate 

instruments to also anchor to a numerical score and comparability of the results (Maree, 

2012). 
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Methodological guidelines and experimentation in relation to the project JSPO  

(Jeux Sérieux et Pratiques d'Orientation - Serious Games and Guidance Practices) 

The JSPO (Jeux Sérious et Pratiques d'Orientation - Serious Games and Guidance 

Practices) project aims to give a contribution in understanding how to use at the best serious 

games encouraging the application of new effective devices based on the game, particularly 

for people who are more vulnerable to the risks of social and economic exclusion. The JSPO 

project considers the main advantages of using serious games in guidance practices. 

The partners will take advantage of the complementarity of their fields of action and 

expertise in a process of engineering, research and development of guidance intervention. 

This collaboration aims to promote best practices and make recommendations for the design 

of serious games for guidance practices. The project web portal will give visibility to 

resources and practices. It will encourage interactions between the professionals involved, 

users and designers of the service for a more pleasant and involving guidance process. 

The project includes: 

1. The development of a methodological guide for the selection, exploitation and evaluation 

of games and good practices in line with the objectives of the project. 

2. Experimentation through serious game practices in guidance intervention with groups of 

users (professionals and young people) in particular in the form of workshops, professional 

meetings. A transnational synthesis will account for this. 

3. The promotion of best practices in serious games for guidance in the form of a collection of 

best practices. 

4. The creation of a project web platform for collaboration between partners, participation of 

professionals involved in guidance to a transnational network of exchange of practices, 

consultation of games recommended in the form of a portal for young people. 

5. Exchanges between designers of serious games, professionals and users for a white booklet 

of design recommendations adapted to the target audiences. 
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In this framework, these guidelines will be the point of reference for each partner in 

terms of the structure of the intervention. In details for this project the partners are the 

following: 

ONISEP (Office national d’information sur les enseignements et les professions) in 

France is the coordinator of the JSPO project (It is a public administrative establishment, 

created in 1970, which reports to the Ministry of National Education and the Ministry of 

Higher Education, Research and Innovation);  

FASE (Formacion y Asesores en Seleccion y Empleo, SL) for Spain (a private training 

and consulting center officially recognized by public institutions as a training provider by the 

regional government and the employment office);  

AEVA (Associação para a Educação e Valorização da Região de Aveiro) for Portugal 

(is a non-profit organization for training and development);  

UNIVERISTY OF FLORENCE for Italy (is one of the largest research and higher 

education organizations in Italy);  

ASPIRE Igen Group Limited for United Kingdom (is the largest career guidance and 

training organization in Yorkshire, UK). 
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CONSTITUTION OF USER GROUPS 

Each partner chose a serious game in relation to the characteristics of the target they 

have. The serious games chosen by each partner will be described in the following paragraph. 

The efforts were to be able to define user groups as homogeneous as much as possible for a 

better comparability of results among countries. The chosen games will have to be evaluated 

using this shared protocol subsequently described. The table below summarized selected 

groups of participants and games chosen by each partner of this project. 

Games2Guide Ref. 2018-1-FR01-KA201-048216 

Summary table of participants and games 

Partners’ name Kind of participants Selected games Experimenta

l group 

Control 

group 

Age range 

FASE (Spain) NEET Playhost 

https://www.fase.net/playhost

/ 
 

30 15 16-20 
(until 22 if 

necessary) 

AEVA (Portugal Level 9 repeater 

(equivalent in 

France 3rd) who 

seek a professional 

orientation 

FUTURE Time Traveller 

http://future-time- 

traveller.eu/pt/future-time- 

traveller-3/ 

60 30 16-18 

UNIFI (Italy) High school 
students 

GEM 
http://www.gemgame.eu 

60 30 16-19 

ASPIRE (United 
Kindom) 

NEET Job Interview Game 30 15 16-19 

ONISEP (France) Collèges REP ou 

REP + Réseau 

Education 

Prioritaire 

« l’Avenir s’imagine » ! 

https://www.lavenirsimagine.

com 

60 30 13-14 

http://www.fase.net/playhost/
http://www.fase.net/playhost/
http://future-time-/
http://future-time-/
http://www.gemgame.eu/
http://www.lavenirsimagine.com/
http://www.lavenirsimagine.com/
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DESCRIPTION OF THE SELECTED SERIOUS GAMES FOR EACH PARTNER  

PARTNER SPAIN 

FASE (Spain) Playhost https://www.fase.net/playhost/ 

A vocational guidance game, created for a European project, named Playhost 

(https://www.fase.net/playhost/) was chosen by FASE. 

 

A young NEET, choosing the answers to multiples situations could discover if he has 

skills in 3 areas related to gastronomy: Hostal, Cafe / snack bar and Restaurant and so decide 

if he wants to train or look for work in this area/ sector. 

http://www.fase.net/playhost/
http://www.fase.net/playhost/
http://www.fase.net/playhost/
https://www.fase.net/playhost/
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Inside each area there are situations/questions for different departments of a Company: 

Human Resources, Customer Service, Marketing and Management, Supply Chain 

Management, Financial and Legal Issues. And for each company department, the NEET will 

be able to see his abilities by choosing different answers to the real-life situations proposed in 

the game. 
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PARTNER PORTUGAL 

 

AEVA (Portugal) FUTURE Time Traveller 

http://future-time-traveller.eu/pt/future-time-traveller-3/ 

 

FUTURE Time Traveller is a European project that aims to transform the career 

guidance of the Z-generation through an innovative game-based approach and prepare the 

new generation for the jobs of the future. 

FUTURE Time Traveller is a European innovation that combines career guidance 

around the jobs of the future with gamified learning in a 3D virtual world environment. 

Players participate in the game with their avatars, who teleport them to 2050 to discover how 

the world of work will change. During the game, missions and challenges help participants 

discover the jobs of the future and simultaneously develop various career skills. 

The players will have to complete seven missions in the game. Here's what they'll 

learn after completing each mission: 

 Mission 1 – Identify credible sources of information on new jobs; increase analytical 

skills in relation to the use of information. 

 Mission 2 – Acquire knowledge and understanding on labour market developments. 

 Mission 3 – Receive information on the skills needed for the future; become aware of 

trends in the labour market; internalize different perspectives. 

http://future-time-traveller.eu/pt/future-time-traveller-3/
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 Mission 4 – Gain awareness of the social challenges of digitisation; develop a positive 

attitude towards the future. 

 Mission 5 – Deepen critical thinking in the analysis of professional decisions. 

 Mission 6 – Support creative innovation and entrepreneurship; present career options to 

others; strengthen decision-making on career options through the collection of appropriate 

information; recognise career opportunities. 

 Mission 7 – Take responsibility and an active role in the opportunity to restructure 

your life; recognize the need for cooperation. 



JSPO | Project Number: 2018-1-FR01-KA201-048216 

Modifie par SGA document de travail pour relecture24/01/2020 

 

 

21 

 

PARTNER ITALY 

UNIFI (Italy) GEM Guidance and Entrepreneurship Mind-Sets through 

Games http://www.gemgame.eu 

GEM is an online game, which introduces users to the surrounding world, through the 

exploration of certain professions and the transversal entrepreneurial skills that all these 

professionals need to carry out their work successfully. It represents the result of the Erasmus 

Plus Project 2014-1-ES01-KA201-004926 (2014-2017) with the following partners: 

CASCAiD (www.cascaid.co.uk), Centro Studi Pluriversum (www.pluriversum.eu), Educaweb 

(www.educaweb.com), UPCNet (www.upcnet.es/es). GEM is available in three languages: 

Italian, English, and Spanish. 

The objective of the game is to explore the world of work. GEM guides students in a 

journey through different work scenarios: in each of them, they will dress the “clothes” of a 

professional dealing with different situations in which they will have to choose the behavior 

they consider most appropriate. This activity therefore allows both to begin the exploration of 

the external world and to stimulate self-awareness. 

It could be used both through a single mode and a classroom mode of administration. 

The necessary supports are computer, tablet or laptop connected to the internet. The access to 

the game is free inserting name of student, schools and nations. It is available a pdf guide for 

teachers. 

The students will need to open up an internet browser and head to 

http://www.gemgame.eu to access the GEM game. 

They will then be taken to the GEM home page, which is the following: 

http://www.gemgame.eu/
http://www.upcnet.es/es)
http://www.upcnet.es/es)
http://www.gemgame.eu/
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Students will need to insert their name, school and country and then click start. 

Students will then go to the next screen where they can choose one of 10 games to 

complete, each game is focused on a different professions. GEM includes ten professions to 

choose from scientist, chef, singer, tour guide, building architect, software developer, 

physiotherapist, engineer, air traffic controller and fashion designer. They should then choose 

which profession they want to examine by clicking on one of the icons. 

After they have clicked on an icon they will go through 10 different scenarios that 

someone in that job may experience, and they will be given 3 possible answers. Students will 

need to think about how they respond to the scenario, chose the fitting answer, and then click 

next. 

Once they have completed all 10 scenarios, Students will receive a certificate. The 

certificate reports a GEM score against seven different entrepreneurship skills; Teamwork, 

Taking Initiative, Creativity, Responsibility, Perseverance, Self-confidence and Problem 

Solving. 
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Students can print the certificate, or chose another career to examine. They can 

complete as many career games as they like. 

It is essential to specify to students that there are many different results in GEM and 

that their score can change if they choose different options for each situation. They can play 

GEM again if they would like, to observe how their score changes. 

A video is available at www.gemgame.eu/skills containing an example of each skill in 

real life that students can view before or after playing with GEM. There is also a video that 

students can view to introduce the GEM game to students available at 

www.gemgame.eu/skills. The video clarifies the different skills included in GEM and 

provides examples of those skills in real life. 

It is important to underline to the students that GEM is not a test, it is a game that 

students play to explore skills and professions in a fun and engaging way. It will allow 

students to improve awareness of skills that will help them prepare for their future. 

http://www.gemgame.eu/skills
http://www.gemgame.eu/skills
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PARTNER UNITED KINGDOM 

ASPIRE (United Kingdom) Job Interview Game 

https://www.careerswales.com/en/jobs-and-training/job-seeking/sell-yourself- 

well/interviews/ 

The Careers Wales Job Interview Game is a role-playing game that aims to help young 

people (16-19) in vocational or secondary education prepare for an interview. This is achieved 

by the player completing a series of tasks and minigames that promote learning by 

encouraging the player to think about the multiple forms of preparation they need to complete 

including what to wear, what to bring, how to act and the styles of answers to give. Feedback 

on the player’s choices is provided throughout the game, including why each type of answer 

to interview questions is or is not beneficial, thereby providing learning in an indirect and 

engaging way. 

The job interview game takes around ten minute to complete, is available in both 

English and Welsh and is divided into two main sections: before the interview and during the 

interview. 

1. The “before the interview” section is comprised of four tasks in the form of mini games 

that teach the player the multiple steps required for job interview preparation. These extend 

from calculating the route to the interview to thinking about what makes you right for the role 

and the sort of impression clothing and body language gives. A useful ‘before interview’ 

checklist is also provided. 

2. The “during the interview” section takes the form of an interview simulation where the 

player is asked questions with multiple choice answers. Feedback is provided on each answer 

which encourages the player to think about what they will say and the sorts of qualities and 

skills their answer implies. 

http://www.careerswales.com/en/jobs-and-training/job-seeking/sell-yourself-
http://www.careerswales.com/en/jobs-and-training/job-seeking/sell-yourself-
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PARTNER FRANCE 

ONISEP (France) « l’Avenir s’imagine » ! https://www.lavenirsimagine.com/ 

 

After 15 years of successful competitions, "L'avenir s’imagine !" is a system anchored 

in the practice of mediating guidance information and professional equality between women 

and men. It is designed for group or individual use. 

This game is hosted on a web platform allowing the player to participate in a game-

based experience by playing a serious (learning different knowledge related to guidance, the 

world of work, and awareness of how to get informed) game (incarnating an avatar, system of 

progression by points and obtaining objects used to solve an enigma, completion of a scenario 

composed of 2 narrative arcs, on Earth and on an imaginary planet: Xi). 

To complete the scenario, it is necessary to solve an investigation by carrying out 

several missions. Each mission is a unit with the following scenario: the player meets a 

fictional character who introduces him to a trade or training by including in his speech certain 

values that must be understood by the player. Then there is a section where the player 

interacts with a video in the form of an interview with a professional practicing the profession 

/ or following the training of the fictional character, before being assigned to a mini-game as 

in the form of a MCQ, true or false, and "linking the image to the right caption". Finally, the 

http://www.lavenirsimagine.com/
http://www.lavenirsimagine.com/
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fictional character asks the player what he or she has learned from the game through a 

multiple-choice question about the values to be transmitted regarding the trade / training 

mentioned. After completing the different modules and the mission, the player is confronted 

with an enigma that he must solve. 

In a second step, in order to prove that he has acquired knowledge of what a profession 

is (work environment, prior training, required qualities...), the player is invited to post an 

output on the platform (video, blog, small multimedia object, or text). This is directly 

submitted to the competition organizer who gives a certain number of points to the player 

according to his quality. The best productions are presented to a jury that determines the best 

productions and awards them with a prize. 

Target Groups: 

- Professionals (teachers, cultural 

mediator, facilitator...) 

- School children (CM1-CM2) 

- Colleagues 

- High school students 

- Students 

- Apprentices 

- School dropout 

- Themes (changes each year, as well as the trades and training covered): 2017-2018: Crafts, 

agriculture and food professions, 

2018-2019: Education 

2019-2020 - Aeronautics and Space 

Sectors of activity covered this year: 

- Professions: industrial, marine biology and industrial professions 

- Training: professional career path, school drop-out 

Sector (ONISEP): Employment, training, trade. 
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Protocol of evaluation of the effectiveness of serious games that will be 

administered in each partner country 

In structuring this protocol, we have been carefully taking care of the constraints and 

resources of each partner country. So, this protocol was discussed, shared and tailored on the 

basis of the needs emerged and signalled by each partner. The protocol includes the 

administration of the chosen serious game by each partner in the different countries, using 

both an experimental and a control group and using qualitative and quantitative tools for the 

evaluation of the effectiveness of the intervention at T1 (before the administration of serious 

game), at T2 (after the administration of serious game), and planning a follow up at T3 (two 

weeks or a month after the administration of the serious game). On the basis of the negotiation 

among the partners in terms of applicability of the protocol in the different countries, it was 

chosen that the evaluation of effectiveness using quantitative tools regards 60 participants for 

the experimental group and 30 participants for the control group in general, but to find a fully 

shared formula, it was also planned to reduce the number to 30 participants for the 

experimental group and 15 participants for the control group for Spain and UK because of the 

characteristics of their chosen target, NEET, more difficult target to be found. For the 

qualitative evaluation of effectiveness of the intervention it was chosen to have 15 participants 

for the experimental group and 15 participants for the control group in all partner countries. 

The protocol is thus articulated as follows: 

A) An experimental group (students to whom administer a serious game); a control 

group (students who carry out normal activities to whom not administer a serious game). 

a) Administration of a quantitative measure the Life Project Reflexivity Scale (LPRS; 

Di Fabio, Maree, & Kenny, 2018) to both experimental group and control group 

considering three times of administration of the Life Project Reflexivity Scale 

(LPRS): 

T1 Before the administration of serious game to the experimental group; T2 after the 

administration of serious game to the experimental group. 

T3 a follow-up, realized two weeks or a month after the administration of the serious 

game to the experimental group. 



JSPO | Project Number: 2018-1-FR01-KA201-048216 

Modifie par SGA document de travail pour relecture24/01/2020 

 

 

28 

 

To realize the quantitative evaluation of the serious game, each partner has to back 

translate the LPRS in your own language trying to study the psychometric properties of the 

scale. 

B) A sub-sample 15 students of the experimental group; a sub-sample of 15 students of the 

control group. 

b) Administration of qualitative tools by guidance psychologist to both experimental 

group and control group: 

T1 before the administration of serious game to the experimental group; T2 after the 

administration of serious game to the experimental group. 

T3 a follow-up, realized two weeks or a month after the administration of the serious 

game to the experimental group. 

This protocol has to be followed by each partner in each country, with the same times 

of administration for both the experimental and control group. 
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Measures to evaluate the effectiveness of intervention Qualitative measures 

Future Career Autobiography (FCA, Rehfuss, 2009).  

It is the founding narrative tool for evaluating narrative change outcomes. The FCA is 

administered before and after interventions and allows the qualitative detection of personal 

and career motives, values, and future direction.  

The FCA consists of the following questions: where you hope to be in life and what 

you hope to be doing occupationally five years from now?” (Rehfuss, 2009; Rehfuss & Di 

Fabio, 2012) 

The comparison of the initial and subsequent FCAs can be realized by taking into 

account on the following Eight Degrees of Change identified by Rehfuss (2009): 

1) General Fields and Desires to Specification and Exploration, which describe a shift from 

general fields and desires to specific themes;  

2) General Interests to More Specification, in which clients begin with multiple general 

interests, but over time refine their FCAs;  

3) Non-description to Specification, where clients’ initial FCAs starts with general themes 

and then concentrates on personal and professional themes 

4) Disregard to Direction, where clients ignore the life and career parts of their initial FCAs 

and are apparently unable to finish the task. In their subsequent FCAs, nonetheless, they takle 

the same task with specificity and direction;  

5) Vagueness to Focus, in which the clients’ FCAs moved from an initial perception of 

insecurity about their personal and professional life to a narrative more detailed and focused;  

6) ) Hindered to Hopeful, where an initial perception of worry or indifference toward work is 

substituted with specificity; 

7) Fixation to Openness, where clients have hastily ignored a personal situation or an 

occupation and are surprised by the incongruence between their life/career goals and their 

skills. In subsequent FCAs, they attempt to overcome this dilemma;  

8) Stagnation, when there are no changes from initial to subsequent F C A s . 
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Life Adaptability Qualitative Assessment (LAQuA, Di Fabio, 2015).  

This qualitative instrument allows assessing adaptability, detecting change or lack of 

change in individuals’ narratives before and after the intervention. The LAQuA consists in 12 

written questions with three questions for each dimension (Concern, Control, Curiosity, 

Confidence) of the Career Adapt-Abilities Inventory - International Version 2.0 (Savickas & 

Porfeli, 2012).  

The LAQua 12 written questions are: 

Concern:  

1a) What does it mean to you to be oriented toward your future?  

1b) Do you think you are oriented toward your future?  

1c) Why? 

Control:  

2a) What does it mean to you to take responsibility for your future?  

2b) Do you think you do take responsibility for your future?  

2c) Why? 

Curiosity:  

3a) What does it mean to you to be curious about your own future?  

3b) Do you think you are curious about your future?  

3c) Why? 

Confidence:  

4a) What does it mean to you to have confidence in your own ability to build your future?  

4b) Do you think you have confidence in your ability to build your future?  

4c) Why? 
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The answers to the 12 questions are compared before and after the intervention with 

respect of 24 qualitative indicators for each of the four dimensions (Concern, Control, 

Curiosity, and Confidence) of the Career Adapt-Abilities Inventory - International Version 2.0 

(Savickas & Porfeli, 2012). The analysis of the narratives were carried out through these 

qualitative indicators organized into the LAQuA coding system, divided into five qualitative 

analysis change categories regarding different levels of reflexivity (Increased Reflexivity, 

Revised Reflexivity, Open Reflexivity, Enhanced Reflexivity, and No change) (Di Fabio, 

2015). 

Career Counseling Innovative Outcomes (CCIO, Di Fabio, 2016a)  

It was inspired by the psychotherapeutic Innovative Moment Coding System (IMCS, 

Gonçalves, Ribeiro, Mendes, Matos, & Santos, 2011) and its application in career 

construction counseling (Cardoso, Silva, Gonçalves, & Duarte, 2014). The IMCS is used to 

observe the process of change during psychotherapeutic intervention (Gonçalves et al., 2011) 

and during career-construction counseling intervention (Cardoso et al., 2014). The coding 

system was adapted to be applied to the outcomes of career interventions. Furthermore, if the 

IMCS provided for the registration of psychotherapy sessions and their complete 

transcription, the CCIO simplifies the coding procedure and provides the comparison of the 

participants’ responses before and after the intervention.  

The CCIO included the following seven questions, developed on the basis of the 

narrative paradigm (Savickas, 2011). These questions are administered both before and after 

the intervention. 

1. In which ways can/was this intervention 

(be) useful to you?  

2. What are your main useful resources? 

3. What are the main obstacles you 

encounter? 

4. Who do you think can be useful to you?  

5. What do you think can be useful to 

you? 

6. What are the main challenges you face? 

7. What are the main objectives you are 

hoping to achieve? 
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The narratives elicited by these seven questions are coded using the CCIO coding 

system that includes the following five categories: Action, regarding actions or specific 

behaviours to facilitate problem-solving; Reflection concerns thought processes that indicate 

an understanding of something new which creates a new point of view with regard to the 

problem (type I creates distance from the problem(s); type II centred on change), Protest is 

relative to moments of criticism (type I criticises problems; type II entails the emergence of 

new positions), Reconceptualization, regards to the description of the process at a meta- 

cognitive level, Performing change, relative to individuals’ subsequent new aims, experiences, 

activities or projects, anticipated or at hand. 

Qualitative SFIS Evaluation for Future (QuSFISEforFU). 

 It is developed on the basis of the Self-Construction Theory (Guichard, 2004, 2005, 

2008, 2009) and the Life Construction Theory (Guichard, 2012). 

The QuSFISEforFU comprises six questions administered before and after the 

dialogue career counseling intervention, providing access to the client’s narrative expression 

at two points in time and allow comparison of how the client organizes these narrations before 

and after the narrative intervention. The six questions are the following (four primary 

questions and two additional control questions administered before and after the intervention):  

1) What are your main goals for the future?  

2) What are your main doubts for the future?  

3) What are the main obstacles?  

4) What is your dream?  

5) How do you imagine the future in the short, medium, long-term?  

6) What are your key resources to use? 

The narratives elicited by these six questions (based on Guichard theory of identity 

and SFIS) are coded using QuSFISEforFU nine categories as Coding System: Category 1: 

From “Decisional disinterest” to “Decisional involvement in examining own SFIS to desing 

own life”; Category 2: From “Unawareness” to “Identification” (SSIF, Aspired SIF, Core 

SIF)”; Category 3: From “Identification” to “Specification” (SSIF, Aspired SIF, Core SIF); 
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Category 4: From “Rigidity” to “Openness about how to realize him/herself”; Category 5: 

From “Simple vision” to “Expert vision (Openness to complexity)” in constructing the new 

chapter of own life in terms of diverse paths, objectives, possibilities; Category 6: From 

“Openness to complexity” to “Acceptance of change”; Category 7: From “Acceptance of 

change” to think about “Challenges as opportunities”; Category 8: “From opportunities in 

challenges” to “Hardiness/Resilience/Think out of the box” about him/herself for the new 

chapter of own life; Category 9: “Rumination or absence of change in reading into him/herself 

and the situation”. 
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Quantitative measure 

Life Project Reflexivity Scale (LPRS).  

To evaluate reflexivity, the Life Project Reflexivity Scale (LPRS; Di Fabio, Maree, & 

Kenny, 2018) was used. 

 The scale is composed of 15 items with response options on a 5 point Likert scale 

(from 1 = «Strongly disagree» to 5 = «Strongly agree»).  

The scale provides a total score and scores on three separate dimensions: 

Clarity/Projectuality (example of item: «The projects for my future life are clearly defined»), 

Authenticity (example of item: «The projects for my future life are anchored by my most 

authentic values»), and Acquiescence (example of item: «My personal project is more 

anchored by the values of the society in which I live than my most authentic values»). The 

Cronbach alpha coefficients are: .86 for the total score; .89 for the Clarity/Projectuality 

dimension; .86 for the Authenticity dimension; and .83 for the Acquiescence dimension. 

Concurrent validity was established based on correlations with measures of life meaning and 

authenticity (Di Fabio, Maree, & Kenny, 2018). 
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Conclusion 

This methodological guide represents the basis for the partners of the JSPO project to 

verify the effectiveness of the chosen serious game in each country, using the current 

quali+quanti perspective (Di Fabio & Maree, 2012, 2013) to increase the validity of the 

evaluation of the effectiveness of the interventions. They will use on the one side most up-to-

date and innovative qualitative tools specifically designed to identify changes in the narratives 

of clients compared before and after career interventions on the basis of specially designed 

coding systems, on the other side a quantitative scale that permits to detect life project 

reflexivity, a fundamental construct for the process of managing individual’s career and life 

path in the 21
st
 century. 

The quali+quanti perspective (Di Fabio & Maree, 2012, 2012) answers to the 

guidelines for accountability in the 21
st
 century (Di Fabio, 2014; Di Fabio & Bernaud, 2018), 

recognizing the value to combining multiple perspectives, as traditionally suggested by 

Whiston in accountability processes (2008). This quali+quanti perspective in the 21
st
 century 

traces the evolution of career intervention assessment from scores on psychometric tools to 

scores and stories (Di Fabio & Maree, 2012, 2013). This approach can be summarized as 

moving from “scores to stories” (McMahon & Patton, 2011) to a more balanced approach 

characterized by the notion of moving from “scores” to “scores and stories” (Di Fabio & 

Maree, 2012, 2013). This quali+quanti perspective moves forward from tradition to 

innovation underling that qualitative modality is essential and strongly desirable to evaluate 

the effectiveness of narrative interventions in the 21
st
 century and thus new qualitative 

measures to detect narrative change are needed (Blustein et al., 2005; Di Fabio, 2015, 2016; 

Di Fabio & Maree, 2012, 2013); it also highlights the importance to consider new quantitative 

outcomes more congruent with the new 21
st
 narrative interventions in terms of an authentic 

self and personal life meaningfulness. This quali+quanti perspective increases the validity of 

the evaluation of the intervention based on a numerical score, the comparability of the results, 

the contribution of the qualitative evaluation, permitting to integrate also different nuances of 

change through guidance intervention in the challenging scenario the 21
st
 century. 
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Annexes 

Life Project Reflexivity Scale (Di Fabio, Maree, & Kenny, 2018) 

Instructions: Please indicate with a tick the box that best describes you from 1 = strongly disagree to 5 = 

strongly agree 
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1. The personal projects for my future life are full of meaning for me 1 2 3 4 5 

2. The projects for my future life are full of meaning for me 1 2 3 4 5 

3. The professional projects for my future life are full of meaning for me 1 2 3 4 5 

4. Who I want to become in the next chapter of my personal life story is full of meaning 

for me 
1 2 3 4 5 

5. The projects for my future life are anchored by my most authentic values 1 2 3 4 5 

6. My professional project is more anchored by the values of the society in which I live 

than my most authentic values 
1 2 3 4 5 

7. My personal project is more anchored by the values of the society in which I live than 

my most authentic values 
1 2 3 4 5 

8. The projects for my future life are more anchored by the values of the society in which 

I live than my most authentic values 
1 2 3 4 5 

9. My professional project is anchored by the values of the society in which I live 1 2 3 4 5 

10. My personal project is anchored by the values of the society in which I live 1 2 3 4 5 

11. The projects for my future life are clearly defined 1 2 3 4 5 

12. My personal project is clearly defined 1 2 3 4 5 

13. My professional project is clearly defined 1 2 3 4 5 

14. It is clear for me who I want to become in the next chapter of my professional life 

story 
1 2 3 4 5 

15. It is clear to me what it fully entails for what I want to become in the next chapter of 

my professional life story 
1 2 3 4 5 

 

 



JSPO | Project Number: 2018-1-FR01-KA201-048216 

Modifie par SGA document de travail pour relecture24/01/2020 

 

 

37 

 

Life Project Reflexivity Scale (Di Fabio, Maree, & Kenny, 2018) 

3 dimensions: 

Authenticity: sum of items 1+2+3+4+5  

Acquiescence: sum of items 6r+7r+8r+9r+10r 

Clarity/Projectuality: 11+12+13+14+15  

Total score: sum of all 15 items 
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