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Scegliere o progettare? L'orientamento narrativo come risposta  
al cambiamento del bisogno di orientamento 

To Choose or to Plan? The Narrative Orientation as an Answer  
to the Change of Orientation Need 

 
 

Federico Batini 
 
La ricerca, specie neuroscientifica, degli ultimi venti anni 
ridefinisce la relazione tra azioni ed emozioni e compren-
sione delle stesse quando sono agite/vissute e quando 
sono osservate dal soggetto. Occorre comprendere come per 
"osservazione" non si intenda semplicemente la possibili-
tà di vedere altre persone reali agire, emozionarsi, ma 
anche la "visione" di personaggi di un film o di un ro-
manzo. Le storie costituiscono, come le evidenze empiri-
che suggeriscono, un vero e proprio training cognitivo ed 
emozionale utile alla costruzione di repertori di significa-
ti e di comportamenti possibili. La peculiarità delle sto-
rie, e in particolare della lettura di testi narrativi, con-
sente di compiere un "allenamento" in ambiente protetto, 
di "sperimentare" cioè differenti copioni di azione, diffe-
renti reazioni, differenti strategie. Questa possibilità di 
training risulta particolarmente importante per lo svilup-
po di competenze di orientamento. Allo stesso tempo 
oggi, infatti, all'orientamento sono assegnate funzioni di 
empowerment dei soggetti e di facilitazione dello sviluppo 
di loro competenze auto-orientative piuttosto che accom-
pagnare e sostenere una scelta. Nel momento in cui le 
scelte nella vita di un soggetto si moltiplicano e assumono 
senso all'interno di una prospettiva complessiva, perduti i 
quadri di riferimento socialmente condivisi, occorre che i 
soggetti siano capaci di costruirsi, di definirsi in prospet-
tiva, di avere una visione del proprio futuro e tradurla in 
un progetto. Occorre, in poche parole, che le persone di-
ventino capaci di auto-orientarsi. I modelli di orienta-
mento che si interessano di queste dimensioni di sviluppo 
del soggetto, sono chiamati "modelli formativi" proprio in 
ragione della loro attenzione allo sviluppo di competenze 
di auto-orientamento. 
Anche i dati raccolti sul campo, relativi a studenti delle 
scuole secondarie di secondo grado del territorio perugino, 
confermano come una semplice introduzione all'orienta-
mento, accompagnata da stimoli narrativi, produca mag-
giore consapevolezza del proprio bisogno orientativo e 
ridefinisca la concezione dell'orientamento in direzione di 
una dimensione progettuale rispetto a una dimensione 
maggiormente "istantanea". In termini più generali pos-
siamo asserire che il bisogno orientativo dei giovani sia 

Research, especially in neuroscience, of the last twenty 
years redefines the relationship between actions and emo-
tions and understanding of emotion both when we per-
ceive them or we observe them. To observe then, doesn't 
mean only seeing real people act and get emotional, but 
also watching characters of a movie or through reading a 
story. As empirical research shows, a story could act as a 
proper cognitive and emotional training, useful to the 
construction of repertoires of meanings and possible be-
haviors. The peculiarity of the stories, and in particular 
the reading of narrative texts, allows you to perform a 
"training" in a protected environment, to "experiment" 
different scripts of action, different reactions, different 
strategies. This possibility of training is particularly im-
portant for the development of guidance skills. Today 
guidance means a functions of empowerment of individu-
als and facilitation of the development of their skills self-
guidance rather than guide and support a choice. For a 
person the increase of the number of choices to be made in 
a increasing complexity of perspectives translate in the 
need of developing a clear vision of the future and build-
ing a realistic project for it. It must, in short, that people 
become able to self-orientate. Theoretical models of those 
dimensions are called "training models" precisely because 
of their attention to the development of skills of self-
orientation. Data collected related to secondary school 
students of the second degree of the Perugia area, confirm 
that a simple introduction to guidance, accompanied by 
narrative stimuli, produce greater awareness of the need 
of guidance and redefine the concept of guidance in terms 
of acquiring skills to build up projects rather than find-
ing quick solutions. In more general terms we can say 
that young people's need of guidance is consistent with 
respect to the methodological development of guidance. In 
this sense the narrative guidance method, proposed here, 
seems to be an adequate response to the complexity of the 
trajectories of a subject today and to the goals of develop-
ing skills.  
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coerente rispetto allo sviluppo metodologico dell'orienta-
mento. In questo senso il metodo dell'orientamento nar-
rativo, qui proposto, pare essere una risposta adeguata 
rispetto alla complessità delle traiettorie socio-lavorative 
di un soggetto oggi e ai traguardi di sviluppo di compe-
tenze. 
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Ma, grazie al linguaggio, il nostro modo di procedere è diventato consapevolmente critico:  
esso ci permette di sottoporre le nostre teorie a una critica oggettiva, e, nel contempo, 

ci offre l'importantissima possibilità  
di lasciarle morire al posto nostro,  

come ad esempio fece Keplero.  
(Popper155) 

But, thanks to language, our way of proceeding has become consciously critical: 
it allows us to test our theories in an objective criticism, and at the same time 

gives us an important opportunity 
to let them die in our place, 

such as Kepler did. 
 

Introduction: stories as "gyms" for life 
 

The scene is in a living room. The evening is quiet. The unsuspecting protag-
onist is sitting serenely on the couch, the picture allows us to see, however, an 
ominous shadow, behind the curtains. The shadow raises an arm, which in the 
hand is holding probably a knife. At that moment we are agitated, we jump on 
the chair, feel the absurd impulse to shout: Careful! 

In the last twenty years, a large number of researches have been carried out 
on the relationship between neuronal activation of a subject when he performs 
an action, when he experiences an emotion and when he observes someone else 
acting or getting excited (Iacoboni, 2008; Rizzolatti, Senigallia e Anderson, 2008; 
Ramachandran, 2011). We do not have, merely, experimental confirmation of 
this, but we also know that this happens even when what we "see" or "hear" be-
longs to fiction. As in any scientific area, also in the neuroscientific field abound 
disputes about what is, really, the scale of the Italian discovery of "mirror neu-

                                                            
155  Rai Educaional interview (25/07/1989), available on: http://www.emsf.rai.it/ 

scripts/interviste.asp?d=79 (ver. 30/01/2015).  
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rons", anyway there are available evidences on the effects of the stories at the 
physical as well as mental level (Nell, 1988; Gottschall, 2012).  

The stories fascinate us, seduce us, involve us, and the fact that they are not 
true does not prevent the brain to treat them as if they were. For this, in the sce-
ne described at the beginning, which could be the scene of any tipical thriller, we 
feel the urge to intervene. We entered into the story and, in a sense, we struggle 
to draw the line with reality. The evidence of our ability to "capture" emotions 
and feelings from the stories of fiction and to establish them as if they were ours, 
has been shown by a variety of experiments with fMRI (Krendl et al., 2006; Jab-
bi, Bastiaansen e Keyers, 2008; Speer et al. 2009; Lamm C., Singer T. 2010). In 
fact, they state in their studies: "Humans can achieve vivid emotional feeling 
states in the absence of actual emotional encounters in a myriad of ways, includ-
ing the recall of past experiences, the imagination of hypothetical experiences, 
reading a good book, watching a good movie or witnessing a friend's experience. 
By making participants view disgusted facial expression of others, read disgust 
provoking scenarios and taste an unpleasantly bitter solution, we found a modali-
ty a-specific involvement of a region of the IFO during disgust." (Jabbi, Bas-
tiaansen e Keyers, 2008). 

Thus, the stories allow us to feel emotions, actions to test and verify their 
consequences in a protected environment, therefore allow us to simulate the so-
cial experience (Marr, Oatley, 2008). You could therefore say that the stories al-
low you to do a counterfactual training. Following the counterfactual paradigm, 
the effects of an action (or policy) can be estimated by measuring the distance 
between what we observe after the action (or policy) has been carried out, and 
what we would have observed if the action or policy had not been made156.  

However it becomes uneconomic and extremely risky for humans, to directly 
experience all actions and their possible consequences. Here it comes to our aid 
a particular form of access to stories called reading. Reading is not, in fact, simp-
ly reducible to the recognition of words and their meanings. Understanding a 
written production means using words to construct images, to think and reason. 
In order to understand a text we must not only have the knowledge about lin-
guistic rules (phonological, syntactic and semantic), but also the "knowledge of 
the world" (Smorti, Fioretti, 2013), which make it possible to interpret the words 
with assumptions, expectations and creating connecting information acquired in 
different parts of the same or other texts. 

The reading of fiction narrative allows us to accumulate a large amount of 
"patterns of action", that is, we can look at how the characters behave in a rich 
variety of situations, how they react to problems and stressful events, how they 
face a separation or fall in love with someone else, how they manage the pain, 

                                                            
156 "the fundamental problem of causal inference" (Holland, 1986). 
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how they build relations, how they formulate choices and what consequences 
those arises, how they set their lives, how they lay their own future, how they can 
be determined or not to pursue their objectives and develop their projects, how 
they are able to imagine their future and so on. 

The future is no longer what it was. 
At the same time, while the discovery of the role of stories and narratives in 

every sphere of human life attracts us and explains a number of mechanisms, we 
are faced with a redefinition of the role of guidance. 

"For centuries each generation has had the opportunity (and the presump-
tion) to teach the next generations how to manage their lives, not only in the 
simplest way in which we are accustomed to think of it, or by the role played by 
parents with respect to their children, but in a more complex and sociological 
way: every generation has felt that their wealth of experience and values could 
make sense, a strong sense, for the next generation and it attempted, through a 
series of devices, public and private, to facilitate this transmission." (Batini, 2011, 
p.1). This method does not work today: behaviour, life practices, ways of relat-
ing, individual trajectories and meanings change with such speed that this make 
impossible the generational shift. Despite this, we have seen and are seeing a 
generational conflict, a conflict that is feeding on the greed of previous genera-
tions and which legitimate the claim of the younger generations who are con-
templating the desert that has been left for them, without any hope for the fu-
ture. The eponymous sentence of paragraph (used by Paul Valery before, by 
Mark Strand and then finally by Barroso) represent the interpretation of our 
times. Collapsed the confidence in a better world, a world with more possibilities 
and opportunities, for the first time in history we are in the paradox of a genera-
tion that has a worse situation than before. 

Historically, guidance has served as a substitute to the subject to make a 
choice, then to provide an indication, a direction to the choice of the subject and 
to accompany and support a choice, up to the modern view of guidance as the 
process that facilitates the choices of subjects, keeping pertaining to the parties 
themselves, the decision-making (Batini et al, 2013). Socially this process is 
framed in an overall "frame of meaning" that came to the rescue of the subjects 
and to propose frameworks of meaning in which subjects enrolled their lives. In 
this way expressions like "stay in place" or "not to have too high ambitions " or 
the more mundane "who wants little is satisfied" became the common thing in 
our ancestors' life. Our grandparents have come to terms with meanings such as 
"reach a position", "have a steady job" (possibly public) ... Our parents have 
come to terms with expressions such as "achieved", "pursue his vocation", 
"reach their goals". What remains to their children and children's children? 

The overall framework of sense was being built with what Lyotard has effec-
tively called the "grand narratives" (religions, political ideologies) that allowed the 
subjects to place their own micro-story in a larger story. Just like the characters 
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of a great saga, whose life and whose role get a meaning in the context of the 
overall story, so individual destinies were part of these large containers of 
"sense" that were the great narratives. 

Traditionally the steps which have affected the way in which the subjects are 
placed in society as adults and found their place was tied to the concept of 
choice. 

Orientation and choices, concisely, are firmly bound in the common vision 
that we have of guidance: transitions, socially established until two decades ago 
(orthodoxy was the norm), was the time to make "choices". In school, the transi-
tion from the first to the second grade, and the transition from the latter to the 
university or at work, thus the choice of getting out from parent's home, were 
essential points in the construction of someone own life. 

Today the recurrence of individual choices that are multiplying, the end of 
the tripartite division of life, the less importance assigned to transitions socially 
defined, redefined the role of the choices and the role of guidance. Orientate can 
not mean to make a choice, it must mean to build a project. The awareness of 
these mutations has favoured the appearance, in the last twenty years of educa-
tional guidance models according to which the orientation is a process of educa-
tion / training or, more precisely, as a process centred on the development of 
self-guidance skills in subjects. Training methods can be seen as a pedagogical 
models evolution (Léon, 1957)157 and represent a specific field of interest of edu-
cational sciences158. If it is not possible to limit the relevance of guidance to a 
disciplinary field, being an interdisciplinary practice by nature, we can anyway 
observe some peculiarities. The psychological perspective is more at ease with 
models that facilitate or accompany, with the tools of that knowledge, a choice; 
the economic perspective is more at ease with models of intersection of personal 
aspirations and job demand and information models; the sociological perspective 
is more comfortable with models of social insertions. The continuous develop-
ment of the empowerment (the process by which a person acquires more control 
over their own lives and their own choices), the acquisition of mastery and the 
development of individual projects belong, constitutively, to educational science. 

                                                            
157The sciences of education were the first, in fact, to pay attention on the role of the subject: 

Antoine Léon, French pedagogue, towards the end of the 50s of the last century emphasized that 
methods "diagnostic-attitudinal" underestimated the activity (and l 'activation) of the "young" dur-
ing their choice and that they underestimate also the fact that attitudes can change during the life 
(as well as, moreover, the professions). According to Leon, we have to "actively engaging adoles-
cents in drawing up their projects, to inform them that they can enlarge their profession and 
choose their profession in a more thoughtful and more motivated ' (Léon, 1957, p. 55) 

158 It must be noted that over the course of the 80s and 90s of the last century educational sci-
ences, especially in Italy, have paid little attention to the theme of giving space to the re-emergence 
of models attitudinal of guidance. 
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Data from the field: the perception of young people about guidance. 
From 2012 to 2014, a series of studies were carried out in Umbria and Tusca-

ny to detect the theories and practices regarding students who have to make 
choices about their student careers (Batini et al, 2013). This research has identi-
fied a series of coincidences that we explore, here, through a summary descrip-
tion of the last of them, in order of time, unpublished. The research concerned 
the dynamics of post-degree orientation in a sample of students attending the 
last year of various high schools in Perugia: ITIS "Alessandro Volta", IIS 
"Giordano Bruno", I.P.C "Blaise Pascal", Liceo Scientifico Statale "Galeazzo 
Alessi", Liceo Psicopedagogico "A.Pieralli". For each school we identified ran-
domly a sample of 2 classes. We can therefore speak of a stratified sampling with 
double random draw: first it was built a complete list of local schools, the list of 
the groups were formed corresponding to the types of schools and then make a 
random draw. Once identified, those Institutes have been contacted and, in one 
case, we proceeded with the extraction again, because of the refusal to parteci-
pate of the Institute. Each Institute was then asked for a list of their fifth classes 
and from this list we extracted, with a random number generator, two classes. 

This hypothesis that guided the research was that administration of some 
readings, coupled to simple information (consisting of a few slides) could leads 
to a change in the conception and personnel perspective relative to guidance. We 
wanted to verify the change of the responses of the children in some selected 
dimensions, through questionnaires that were administered to them (ex ante and 
ex post), after any training and we found ourselves in the need to take into ac-
count in our sample only that part of young people present to both surveys. The 
respondents were then dropped to 128 (from an initial number exceeding 
180)159. 

Methods and procedures 
The survey was carried out with a tool specifically built, based on the ques-

tionnaire used in the research "I chose" (Batini et al, 2013). 
The project, implemented by a group of students of the educational sciences, 

which also fostered a brief interaction among students has been organized as fol-
low. 

                                                            
159 Our experimental group was formed in this way: 
37 Students of ITIS "Alessandro volta";  
30 Students of IIS "Giordano Bruno";  
15 Students of I.P.C. "Blaise Pascal";  
1. 28 Students of Liceo Scientifico Statale "Galeazzo Alessi";  
2. 18 Students of Liceo Psicopedagogico "A. Pieralli".  
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After initial recognition the boys were introduced to some definitions of 
guidance in the literature and then they watched the movie "Scent of a Woman"160 
In this film the multifaceted protagonist (an elderly blind Colonel) weaves a rela-
tionship with the guy who has to take care of him for a few days encouraging 
him, after a series of mishaps, to pursue his dreams without any compromises or 
surrender before the difficulties, making him understand the 'importance of his 
choices. 

The main reading proposed was a passage from The Last Hunt, Joe Lans-
dale161 in which Richard, the protagonist of the story, turns out, thanks to a ques-
tion of the father, what he wants to do when he grows. However, the dialogue 
between father and son is not restricted to the identification of the aspiration of 
Richard, but allows the construction of a real project, listing the things that are 
necessary to achieve that goal, the preparation, the tools, the attention and the 
necessary efforts. 

After reading the institutional guidance services in Umbria were presented, 
and then administered again the same survey tool. 

The questionnaire is divided into 21 questions, including demographic and in-
itial background (age, sex, nationality, class and school attended), the remaining 
sixteen questions are structured as follows: eight are questions with multiple-
choice or yes / no (in three cases with open question for specification), four with 
Likert seven points and the remaining are open questions (the twenty-first and 
last question, actually proposes a situation of a guy undecided whether to pursue 
their dreams, follow the safe and comfortable road proposed by their family or 
even take advantage of the economic well-being of the family and not to follow 
neither the one nor the other. The situation with the alternatives of choice was 
proposed and was wondering what would be recommended, by the respondents, 
to the protagonist of the situation). 

                                                            
160 The film was directed by Martin Brest, in 1992, and starring Al Pacino and Chris O'Don-

nell. The film is the remake of the movie Scent of a Woman, 1974, directed by Dino Risi and star-
ring Vittorio Gassman. 

161 It is a great educational novel written by the great Texan writer Joe Lansdale. The protago-
nist of the story, set in 1933, is Richard Harold Dale, a child who lives with his parents and his 
brother in an isolated farm in Texas, United States of America. The family receives sometimes the 
visit of Dr. Travis, who brings gifts to children of illustrated magazines. In the proposed article, 
Richard and his father are working the land with a plow attached to a mule named Clancy. At one 
point, suddenly, the father asks a question to his son: "What would you like to do when you grow, 
son?" - Joe Lansdale, The Last Hunt, Rome, Fanucci, 2006. The text is anthologized together with 
a number of other stimuli narrative, each linked to an activity, in volume: Batini F., S. Giusti 
(2013), I do not know what to do, Torino, Loescher. 
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DESCRIPTIVE-COMPARATIVE ANALYSIS OF THE MAIN ANSWERS 

The first question of the questionnaire concerned the definition of the word 
guidance. It was a multiple choice question. A substantial part of the sample de-
fined guidance as "having skills useful to know how to make choices" (21,66%), 
then "be able to plan their future" (18.47%), and finally "gathering information" 
(17,83). 

 
What do you think is guidance for you? prima dopo 
1: Personal Growth 6,37% 6,49% 
2: Being able to make decisions 12,74% 17,53% 
3: A guide to perform exclusively educational choices / or 
professional 

13,37% 11,04% 

4: A compass 8,28% 5,19% 
5: Being able to plan their future 18,47% 25,97% 
6: Having skills useful to know how to make choices 21,66% 16,23% 
7: Gather information 17,83% 15,58% 
8: I do not know 0,00% 0,65% 
9: Other, please specify. 1,27% 1,30% 

Table 1: Percentages of answers to the question on the orientation concep-
tion before and after the experimental intervention. 

 
After the micro-experimental intervention, there was a significant shift of the 

answers, especially the option "to be able to plan their future," becomes the most 
significant (from 18.47% to 25.97%) and the one that has experienced the largest 
increase, on the contrary we have recorded a decline in the response "have useful 
skills to know how to make choices." Already these variations give us a clue 
about some changes about the view of guidance, following the micro-
experimental intervention. The concept for guidance that the boys moved from a 
conception more anchored to the choice (both response variables) to a concept 
of guidance as a better understanding of a project to build their future.  

Thus the intervention has produced a shift in the awareness of what are guid-
ance services, that at the beginning was very low 

 
Do you know any guidance services  Prima Dopo  
YES 24,22% 61,10% 
NO 73,44% 38,00% 
No response 2,34% 0,80% 

 Table 2: knowledge orientation services 
 
The answers show that the perception of knowledge has more than doubled 

while the percentage of those who claim not to know guidance services halved. 
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Are you already informing yourself about your choice after 
graduation? 

    

YES 64,00% 66,10% 
NO 36,00% 33,80% 
No response 0,00% 0,00% 
     

Table 3: activation by choice. 
 
A slight shift is also identified with respect to the activation of the boys. Alt-

hough the majority has declared to have searched information already before the 
trial, after the intervention, the percentage reaches two-thirds of the sample. 

This should be seen in relation to the attribution of importance, on a scale of 
1 to 7, of guidance. 
How much do you think the guidance activities can be useful 
for future choices? 

    

Average 5,55 5,22 
D.S 1,38 1,46 

Table 4: perceived utility orientation activity developed. 
 
As is evident, the change is not significant, given the increase in the standard 

deviation, however it is important to know that kids relate to guidance activities 
carried out at school and, while still offering a judgment of this utility, this is not 
placed in the bottom quartile. 

 
Rate (1 to 10) the ability to make choices.     
Average 6,91 7 
D.S 1,73 1,77 

Table 5: auto evaluation ability to make choices 
 
Subjects shows a decent capacity (7 out of 10 ex post) to make choices, but 

are very few those who got the highest scores. 
How you imagine yourself in the future  prima  dopo 
Work 29,12% 34,17% 
Stable life 14,07% 7,03% 
Family 5,33% 8,04% 
I can't imagine 11,16% 13,56% 
I don't respond  4,36% 4,52% 
Abroad 6,79% 2,01% 
Degree 8,25% 8,54% 
Work / capacity 4,36% 4,52% 
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Dream 4,85% 5,02% 
Pessimists 2,91% 6,03% 
Optimists 8,73% 6,53% 

Table 6: future visions of oneself  
 
It is very interesting the children's projection into the future. Subjects see 

themselves placed at work (with a significant increase between ex ante and ex 
post, more than 5%) and decreased significantly (by 50%), those who aspire / 
are projected in a "stable life." Only 8% of graduates see themselves graduates in 
the future, with a substantial stability in the two surveys. Greater awareness and 
reflection produce a significant increase of the pessimists and a decrease (albeit 
not so clear) of the optimists. Not relevant, the percentage of those who imagine 
themselves abroad, that percentage decreases again between the first and the 
second survey, confirming a low interest to the mobility. 

 
Do you think your choice is determined by:     

What you like 56,11% 57,48% 
What is usefull 30,94% 25,99% 
Both 12,95% 16,53% 
     

Table 7: determinating choice 
 
The ancient quarrel between expected utility and individual passion is re-

solved, by an absolute majority of respondents with centering on the second el-
ement. Only slightly less than a third in the first survey and a quarter in the sec-
ond believes to direct their choice via criteria of usefulness. Increases, however, 
the percentage of those who feel that they must "mediate" between expected 
utility and passions, while remaining a minority compared to the other two 
"guidelines" possible. 

 
Quanto pensi che il consiglio dei tuoi genitori possa influen-
zare le tue scelte?How much do you think the advice of your 
parents can influence your choices? 

    

Average 3,79 3,58 
D.S 1,78 1,64 
     
How much do you think the advice of your friends can influ-
ence your choices? 

    

Average 2,72 2,6 
D.S 1,51 1,46 
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How much do you think the social context around you can in-
fluence your choices? 

    

Average 4,66 4,65 
D.S 2,03 1,84 

Table 8: importance given to external influence 
 
Special attention deserves the triptych of questions related to the "weight" 

given to "influences" that the boys of the sample believe they have about their 
own choices. The weight of the influence attributed to friends and parents is not 
very high, consistent with the data already collected in previous research (Batini 
et al, 2013), while much stronger is felt the influence of the social context in 
which they are inserted. 

 
In ideal conditions, without external influences, how would 
you guide yourself? 

 Prima dopo  

Figure out what I want to do 10,20% 12,50% 
Follow my dreams 11,22% 7,03% 
Follow my interests 19,38% 8,59% 
What I like 31,63% 10,15% 
What I like taking into account the money 3,06% 7,81% 
Documenting myself 17,34% 46,09% 
Same 6,12% 3,12% 
No response 1,02 2,34% 

Table 9: process of auto-orientation under ideal conditions 
 
The process of guidance is now perceived with greater precision. The guys 

are aware, after the intervention, they have a responsibility on their shoulders, 
that is having to account for their orientation, which can not be delegated (as can 
be seen from the responses given to external influences on their choices). The 
will to self-document grows in truly remarkable way: the occurrences of this re-
sponse have more than doubled. Finally, the last question was about the evalua-
tion of a situation of a boy placed in front of several choices, already summarized 
in the presentation of the survey instrument, and the request to give advice. 

 
The school is ending and the inscriptions are approaching, 
what would you recommend to XXXXX? 

Prima Dopo 

Follow your dream 81,81% 81,14% 
Follow the easy way 11,36% 6,55% 
Follow the dream considering the easy route as an alternative 6,06% 9,84% 
No response 0,75% 2,46% 

Table 10. Suggestion when face crossroads 
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The boy of the proposed case could pursue his career goal, characterized by 
uncertainty, or follow what was required from him by his father, who assured 
him a future career devoid of surprises and uncertainties and also very rewarding. 
Faced with the situation the boys lined up strongly in favour of the dream. It is 
their belief, that everyone has to follow their goals even if this means the pres-
ence of "climbing" and obstacles. In the second survey are absolutely residual 
those who think to advise the boy to pander to the paternal desires and follow 
the easy route. 

The concept of guidance that emerges from this research and intervention 
did not give results so significant with regard to changes that took place (alt-
hough there are some and have been highlighted) as regarding the design of 
guidance expressed. The boys feel a strong need for autonomy, and for the de-
velopment of skills that will enable them to think, plan, create and imagine their 
future and make them able to build it themselves. The influence of the family 
and even friendship, are felt to be present, but not enough to direct their choice. 
We could say that the boys of the sample are placed in a dimension of empow-
erment, for which it is necessary to be able to control and exert power over their 
own lives and their own choices. In the first part of this paper we have tried to 
clarify how the correct perspective to be taken today is this: the boys show to 
understand how it could be not possible to limit guidance to the time when a 
choice is made. The single time and individual choice are important, but even 
more important is the definition of a direction, a future project (gradually revised 
and redefined). Have a direction to, means being able to make an active contri-
bution to the construction of their own future, otherwise the choices lose 
strength and take on an instant sense that, in the complexity of life, can produce 
an effect quite different from what you imagined. 

In a situation of this kind the narrative guidance, a method of guidance that 
was born and developed in Italy, since 1997 (Batini, 2011), is particularly im-
portant. 

THE NARRATIVE GUIDANCE 

The overall aim of the narrative guidance is the autonomy of the subjects. We 
can then place this methodology of guidance training also in qualitative methods, 
user-centered. The narrative guidance embracing solicitations from many disci-
plines (pedagogy fiction, literary theory, constructionist psychology, sociology of 
everyday life, Ethnoanthropology etc.) marries the logic of empowerment. To-
day, in fact, as also reflected in the results of research on the perception of the 
users, it is emphasized more and more the function of guidance as a hub for the 
empowerment of a subject which is a process that increases control and the per-
ception of control over their lives and their own choices. The narrative guidance 
want the subjects to be the real authors of their own existence, authors who are 
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able to converse with other authors and to build realistic life projects, mature and 
bearers of individual well-being, but also collective. 

The use of narratives, in fact, has many functions that correspond to funda-
mental skills to be acquired for a self-directional guidance: the exercise of pro-
duction and the increase of narrative competence therefore become a real "guid-
ance gym" in which subjects can "train" skills they can use in their real lives, 
without the risks and uncertainties, failures and inadequacies that may be en-
countered in the real existence. It is a workout in protected environment, useful 
to strengthen before deal with our own projects and put them to the test of reali-
ty. Some of the main guidance skills on which narrative guidance works are: 

• be able to give a structure to the confused reality in which we live: the nar-
ratives are tools that allow you to bring order, any form of narrative requires an 
order (forward, reverse, alternating) and to sequence events, actions, emotions. 
To bring order is already a way of giving meaning (in fact in kindergartens are 
used individual images representing narrative sequences to be set in order to 
train someone's own understanding of the temporal in a cause and effect fash-
ion); 

• exercise control over reality and act accordingly: to exercise control I 
must, necessarily, imagine what will happen with a perspective mode and then 
build, literally, the future. The materials that we can tap into and with whom we 
can build repertoires of frame stories have a vital role in this regard; 

• be able to interpret, functionally, what happens to us: the stories and the 
work on them provide custom to complete, interpret, put in order, allow to 
know the plurality of possible interpretations, the polysemy of each event; 

• be able to exercise and forecasts on the future and to design: design means 
imagine a point of arrival and groped to define the path that from a given situa-
tion leads to a desired situation. To do this we need to think about the history 
that separates us from the future that we want to achieve. Make predictions and 
imagine the future are two activities specifically narrative, which are implemented 
through a vision of what is not there. The attendance of narratives developed 
significantly this type of expertise; 

• be able to give a sense and a meaning to what happens to us and what we 
do: the processes of sense making are often determined by the use of stories by 
the thought (faculty called "narrative thinking"). A story, then, transcends the 
purely descriptive level of the events. When you say that it gives meaning, it is 
meant that a history favours a particular interpretation of how the events were 
held because to produce a story involves hiring a personal point of view from 
which to look at those facts. So the story always contains a layer or interpretative 
aspect that also illuminates the personal worldview of the narrator; 

• be able to hold together the different aspects of our identity in a project 
designing way: the identity of people feeds on stories and narratives at various 
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levels, and to hold together all the roles and fragments of the role that in the dif-
ferent life situations we exercise , we use a kind of internal narration, which al-
lows us to perceive us as arranged in a consistency and continuity, which is the 
basis (narrative) of our identity; 

• be able to socialize all these skills: the habit to use, play, to produce, listen 
to stories and self-narratives makes us more aware of the skills that we have 
strengthening self-efficacy, knowledge and self-perception, developing reflexivity 
and making easier to communicate them to others; 

• be able to negotiate with other meanings that we attach to events, to our-
selves, to the world around us: the narration and listening to narratives of others 
allow you to understand the mechanism of the viewpoint, the group procedures 
with which we build moments in which are brought to light the different inter-
pretations of the same stories, in which we respond in a different way to equal 
narrative stimuli, while thinking about our past experience and our future. All 
this represent a great exercise for trading with others and for the ability to ex-
change with others materials and skills, for being aware of the skills that we have 
developed and to mobilize them in relation to others; 

• being able to organize thoughts and actions: the familiarity with the pro-
cesses of narratives construction helps to do a protected experience of the varie-
ty of human thoughts and actions, and enriches, in a mediated way, the reper-
toire of our experiences (patterns of action, behavior, reactions and emotions) 
and thus contributes to the development of this competence. 

Learning to listen, to read, to interpret, to write, to give sense and meaning to 
events and actions, learn to imagine the future, learn to govern their cognitive 
and emotional processes, are skills that, too often, have been given to discounted 
or remained in the implicit, believing that through a long training of knowledge, 
understanding and learning, one can develop these skills anyway. 

The narrative approach has been very successful in recent years, because it 
says something very obvious, but not practiced, such as the need to work on the 
type of skills mentioned above and because it uses, albeit in an original way, ma-
terials to which all of us we are used to and, with respect to which, we are gener-
ally well prepared, as the stories. Particular attention is paid, in the orientation 
narrative, even to meta-skills that are developed from the intersection of these 
skills with reflection of identity: meta cognitive skills, of course, to control their 
own processes of understanding, meaning, learning, but also skills of a reflective 
type that allow you to manage your own act in the situation, to change and im-
prove your behaviour and self-perception. We talk about narrative guidance 
when we use stories that are able, through appropriate activities related to the 
texts used, to stimulate reflections on the acted and what still needs to be act. 
The stories allow to fluidize the autobiographical narration, and to innovate, not 
only to promote an archaeology. Then there is the confrontation, listening to 
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stories of others, the discovery of the narratives of others about us, the collective 
construction of narratives. In front of this multiplicity of possible views and real-
ities, a person may react with anxiety and loss, yet with this effect it is also gener-
ated, inevitably, an irresistible tension to comparison, to the creation of new op-
portunities; (...) the future is multiplied into many futures, open up possibilities 
for narratives that become, as they delineate and deepen, real projects. 

The narrative guidance professional is, according to a conception of educa-
tion-training guidance, a facilitator of learning, through the typical tools of the 
helping relationship and teamwork (or interview), integrated with specific narra-
tive activities (related to narratology, creative writing, narrative thought) and that 
triggers and manages situations in which subjects are enabled to textualize their 
construction of meaning in reaction to narrative stimuli, producing short stories, 
poems, photographs, collages, films, biograms, tales of their own real situations 
or fictional ones, construction of projects , detection of limits and resources. 
Subjects are enriched, by comparison with the narratives choices, because of the 
presence of identified bechmarks, of their behavioural repertoires, of the set of 
available meanings, strategies and routes to imagine in respect of their own fu-
ture. 

It is not just a valorising re-emergence which allows new insights and new in-
terpretations of past events, but also a development of empowerment, of the 
ability to design and decide. Listen and read stories allows you to put together 
the facts and then make decisions. Events in the narrative itself, as we have seen, 
take an order, an importance, a sense. The narrative, in short, reproduces reality 
and adapt it to self-experience ensuring cognitive and emotional control, thus 
contributing to the empowerment of the subject and the self-perception of effec-
tiveness 

When we represent the future the methods we use most often is the narrative 
one, we imagine it like a story, then we build a story of fiction. The stories, at a 
closer look, are a form of thought that we use to attribute meaning and signifi-
cance, placing the action in time. This happens in both temporal directions: 
when we observe someone perform an action we imagine the intention ("be-
fore") with which that action is made and the subsequent actions ("after") as well 
as the consequences. To imagine our next weekend, where, finally, we will rest a 
little '"we see" a story. From the available narratives we can also draw repertoires 
of possible behaviour, scenarios and options to open up more possibilities. If 
you learn, in short, to recognize the narratives and to use them in a non-unique 
and automatic way, these offer us the ability to understand others and to negoti-
ate with them the attributed meanings, in a single relation or to build a social nar-
rative about the future. 

The aim of the narrative guidance is this: to make us aware, through the gym 
of the stories used as stimuli and activities that are connected; the narratives that 
we use to modify, enrich, enhance, through the use of other narratives; the pos-
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sibility that they give us to make informed choices in an attempt to become au-
thors and not users of our life (and writers not only interpreters), with the pur-
pose of exercising control over our future. 

OPEN CONCLUSIONS 

The narrative guidance does not suppose an appropriate choice, does not an-
ticipate a unique horizon of meaning and does not think you can say that there is 
a right choice and a wrong choice to do. It believes instead that the construction 
of the history of life (educational, vocational, existential) of a subject requires 
skills that allow a feeling of control, a perception of efficacy, the ability of ma-
nipulation of internal and external narratives in order to make the subject himself 
attribute a sense and a meaning, in the direction of a sort of revelation and con-
struction of oneself and of one own existence. It is a recursive process that un-
folds and changes along the way, and that puts the subject in the centre of the 
story as the author and protagonist of his own biography. 

We must know that the stories are there and that they influence us regardless 
of our will. There are deep narratives that give structure even to our way of 
thinking: "Deep narratives can be activated together in large numbers. We can 
not understand the others without the help of these cultural narratives. But most 
importantly, we can not understand ourselves - who we are, who we were and 
where we want to go - without recognizing cultural narratives and find out to 
what extent we respond to them. […] We see ourselves as if we had only the 
choices defined by the frame and the cultural narratives of our brain. And we live 
in the choices of the narratives made for us by our brain without being con-
sciously aware." (Lakoff, 2009, pp. 39-40). 

Using histories in the orientation also responds to this function, which is to 
make us aware of our intimate processes and to choose to actively manage them, 
for example increasing the narrations and the frames. rather than being managed 
by them, increasing consequentially options before us. 
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