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It is out of doubt that little attention is paid to the emotional competences of 
secondary school counselors in research activity, as well as in their initial and 
ongoing training. It seems that emotional well-being is still a pending issue that 
may even generate some controversy, even though, today, it is defined as a 
clear strategy in mental health plans. Undoubtedly, we are facing a content that 
facilitates the contrast of points of view and social commitment as an inherent 
part of the democratic process. Therefore, it was decided to carry out a study, of 
enormous relevance, with the purpose of knowing the perceptions of secondary 
school counselors within the Autonomous Community of Galicia regarding 
emotional competences for an ideal counseling practice in complex times and 
moments with great challenges in the field of educational equity. Specifically, 
an evaluation study was carried out on the level of training received by school 
counselors in emotional competences and thus be  able to have a diagnosis, 
identifying possible strengths and weaknesses. A study with a quantitative based 
methodology which uses the questionnaire for data collection as a main research 
technique. The findings obtained suggest that the quality of the teaching and 
learning processes in secondary schools would be substantially improved if the 
emotional competence profile of the counselors was considered. In particular, 
the interest that emotional competences arouse in counselors is confirmed, at 
the same time, they recognize that they can help them properly to manage the 
relationship processes and, the personal balance. This research, one of the first 
carried out in Galicia on emotional competences in secondary school counselors, 
provides empirical data of great interest for future training plans that are more in 
line with social and professional expectations, since it provides an x-ray unique, 
revealing, valid and real statement of the state of the matter.
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Introduction

We live within a changing world, which evolves and progresses continuously, in which 
educational work presents rapid and constant changes in all areas. It seems that school settings, 
more than ever, must adapt to changing times. In this sense, teaching in Secondary Education 
has become an arduous task on which persists the need to reflect on the multiple secondary 
factors that condition it (Reoyo et  al., 2017). Certainly, we  are participating in turbulent 
moments with great challenges in educational equity, in which one of the main challenges of 
present society has to do with the training of educational professionals. An initial and continuous 
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training that may allow them to satisfactorily face the demands from 
their nearest working space becomes highly necessary. In this context, 
guidance becomes a tool for the expected change in the educational 
framework, with the primary function of promoting an action aimed 
at a personal, social, and organizational transformation. It is even 
considered as a key element in supporting the transformations that 
schools must carry out to adapt to a dynamic and changing society 
with new requirements (Martínez Juárez et al., 2017).

To try to provide guidance under minimum quality parameters, 
it is necessary that guidance practices could extend to the entire 
educational community and throughout student’s entire life, both in 
the academic sphere and in the labor sphere. Therefore, the guidance 
activity involves the practice of a series of varied functions and 
demands, among which we  can highlight attention to diversity, 
evaluation and promotion of students, health education, education in 
values, management of bullying situations, resolution of discipline 
problems, treatment of school failure, solving demotivation situations, 
addition of educational innovations, etc. (Hernández Rivero and 
Mederos Santana, 2018).

From this perspective, secondary school counselors are conceived as 
education professionals with the necessary pedagogical and psychological 
knowledge to be  able to positively influence learning improvement 
processes and to be  in a position which enables to collaborate with 
teachers in the comprehensive development of students from a specific 
role that includes the profile of counseling, consultation, trainer, informer, 
assistant, pedagogical director, communicator, and coordinator. 
Counselors are assigned a task of responsibility in the design, 
development, and evaluation of initiatives for the improvement of schools. 
They are expected to assume the role of an educational leader (Cejudo, 
2016), since they are considered catalysts for change. In short, the 
guidance professionals seem to be obliged to adopt the role of collaborative 
experts who cooperate with other professionals from their own school 
context, with the main objective of optimizing the educational response 
to each student (Grañeras and Parras, 2008; Hernández-Salamanca, 
2020). But to assume such an ambitious professional profile, initial 
training and professional development actions must be rethought (Amber 
and Martos, 2017).

As it can be  seen, the assigned tasks are numerous, diverse, 
ambiguous, and poorly delimited, ranging from a more evaluative 
approach to a more preventive and informative one. Sometimes it is 
impossible to pay attention to them in their entirety, so it is crucial to 
establish priorities (Amor Almedina and Serrano Rodríguez, 2019; López 
Díez-Caballero and Manzano-Soto, 2019). Otherwise, it will give way to 
frustrated expectations and interventions that lack rigor. Secondary 
school counselors must be prepared to face the changes that are facing in 
their professional future as well as to overcome new goals every day. 
However, to achieve a correct performance of their profession, it is 
necessary to define their professional profile and the related number of 
functions. To be  able to insist, at this point, on the difficulties that 
orienteering usually entails, whose path, to a greater or lesser extent, is 
strewn with pitfalls and several sources of stress, and in some cases 
causing risk situations such as burnout syndrome. Situations caused both 
by the breadth of the functions directly attributed by the educational 
administration and by the process of expanding the area of action itself 
toward curricular and organizational advisory processes, as well as the 
lack of knowledge of its functional profile by the teaching staff.

Sometimes, this lack of professional definition of the counselor 
produces a mismatch in the relational climate with teachers, since it 
becomes a figure that usually prescribes what is convenient to do, with 

the consequent tension generated in social relations. The need to 
participate in meetings with the teaching staff and to foster 
collaborative work, without being aware of it, may be confused with 
supervision and evaluation.

It is inevitable to know what kind of roles high school counselors 
value most in their practice, that is, to know to what extent a profile of 
counseling, of changing agent, of communicator, of consultant or 
resource coordinator concerns them or they regard it as something 
strange and forced. In this line, emotional competences can provide the 
opportunity to effectively face the demands that are presented every 
day in the exercise of guidance, since they emphasize the interaction 
that occurs between the person and their environment. These types of 
skills allow interaction with others to be developed fluently, which is 
the reason why they are a good indicator for success in the counseling 
profession. It should not be forgotten that an emotionally intelligent 
professional is the one capable of correctly perceiving, understanding, 
regulating, and applying their own emotions and those of others, 
minimizing the negative effect of some and enhancing the positive 
results of others. Undoubtedly, knowing how to handle feelings is a 
basic matter to be able to carry out the counseling responsibilities. It 
should be  noted that professionals with good attention to their 
emotions can transfer this ability to other fields.

Emotional competences emphasize the attitudes necessary to 
become aware of, understand, express and appropriately regulate the 
emotional phenomena that need to be addressed every second of our 
lives (Alonso Ferres et al., 2017; Cejudo and López-Delgado, 2017; 
Fernández-Berrocal et al., 2017; Hernández, 2017; López-Cassá and 
Pérez-Escoda, 2017; Márquez Cervantes and Gaeta González, 2017; 
Huertas-Fernández and Romero-Rodríguez, 2019; Barrientos-
Fernández et al., 2020). They constitute a stress-absorbing factor and 
a better coping with the multiple conflicts and negative reactions that 
arise in the work environment. Therefore, they play a decisive role in 
the optimal performance of any type of work and in the achievement 
of professional success, promoting personal and social well-being and 
fulfilling a purpose aimed at providing added value to professional 
functions (Álvarez-Ramírez et al., 2017; Derakhshan et al., 2023). 
Paradoxically, to work as a secondary education counselor, it is not 
necessary to carry out any prior training activity related to emotional 
competences, although it is recognized that they play a fundamental 
role in that professional field (Schoeps et al., 2019). It is striking that 
they are not included in the training for the profession and that the 
basic competences that the high school counselor must develop are 
not clearly identified (Cejudo, 2017).

Salovey and Mayer (1990), when they talk about emotional 
competences, they refer to emotional intelligence, understood as the 
ability to control and regulate your own feelings and others and use them 
as a guide for thought and action. It should be  noted that the term 
emotional intelligence is closely related to the ability to recognize our own 
feelings, the feelings of others, to motivate ourselves, and to properly 
manage the relationships we  have with others and with ourselves 
(Goleman, 1998; Delgado-González et al., 2023). For this reason, it is not 
trivial to have the skills to recognize our own feelings and those of others, 
to motivate oneself and persist in the face of disappointments, control 
impulses, delay gratification, show empathy, regulate mood, prevent 
difficulties from diminishing one’s ability to think, etc.

As an acquired capacity based on emotional intelligence, it can 
lead to an outstanding work performance, depending on the extent to 
which this potential has been transferred to the world of work 
(Goleman, 1998). The most decisive emotional competences are based 
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not only on abilities that have to do with recognizing and 
understanding one’s own emotional states and their effect on other 
people, but also on the ability to control and redirect negative 
emotional impulses and states, as well as to foster empathy and 
socialization spaces (Pena Garrido et  al., 2016). Emotional 
competences form the basis of a healthy and lasting professional 
development. However, emotional well-being is still a pending issue 
that can even generate some controversy, even though today it is 
defined as a clear strategy in mental health plans. Undoubtedly, we are 
facing a content that promotes the contrast of points of view and social 
commitment as an inherent part of the democratic process.

In this context, it seems convenient and adequate to carry out an 
assessment study specifically focused basically on emotional 
competences, under the focus of the training received. This study, 
pioneering in Galicia and of enormous relevance, seeks to provide a 
quality response to the demands arising from secondary school 
counseling, especially in difficult times like the ones we are witnessing. 
Specifically, it seeks to know the perceptions of Galician secondary 
school counselors about the level of training in emotional skills, as 
well as having a diagnosis of the level of training in emotional skills, 
identifying possible strengths and weaknesses.

Method

The emotional competences of secondary education counselors, as 
noted above, seem to constitute an element on which the effectiveness 
of their work lies to a certain extent. Therefore, this fact justifies an 
empirical approach that enables to identify possible deficiencies at this 
level and guide accordingly the training of these professionals. It is 
convenient, then, to examine the perceptions of high school counselors 
about their level of competence in the field of emotions to have a 
strategic diagnosis. In this sense, an unprecedented study was started 
in the Autonomous Community of Galicia to address the training of 
counselors in public secondary schools. An evaluation study that has a 
quantitative methodological design (Likert-type assessment scale).

Sample

In the quantitative phase of the study, the reference population is 
made up of the group of counselors who carry out their professional work 
in public secondary schools in Galicia (approximate number = 323). 
Contact was established with the entire population available to request 
their participation. Finally, the sample was made up of 184 guidance 
professionals who gave the corresponding consent to participate in the 
research, which represents an effective response rate of 57%, in this case 
more than reasonable for this type of study. A sample made up mainly of 
counselors, belonging to an age group between 36 and 50 years of age, 
with a permanent destination in the school where they work. They also 
have extensive experience in the educational world and in the field of 
guidance. 72.28% work in an IES (Secondary Education Institute) and the 
remaining 27.72% in a CPI (Integrated Public School). The subjects 
participating in the study are well acquainted with the ESO (Secondary) 
educational level and are used to be working with more than 250 students, 
in schools with more than 50 teachers. 30.43% develop their activity in 
urban areas and the remaining 69.5% in rural area schools. One of their 
most outstanding concerns is training since most of them systematically 

participate in continuous training and updating activities. Few have some 
experience running schools, although most do hold the post of head of 
the Guidance Department. They do not usually work cooperatively with 
other guidance professionals, but they are used to be working with new 
technologies and are trained in foreign languages. Technological tools are 
quite useful for them, making easier their professional and valuing the 
task which they perform.

Instruments

Given the complexity of the subject of research and the lack of a 
single, empirically proven, and universally accepted tool by the 
scientific community, it was decided to develop an ad hoc instrument. 
Specifically, a Likert-type assessment scale, made up of 92 items that 
allow us to investigate the training of secondary school counselors 
around emotional competences. The response level of the 92 items is 
graded in 4 points, from least to most. Two open questions were 
included in the instrument, as well as questions of a general nature 
(age, studies completed, professional category, administrative situation, 
years of experience in guidance, hours of training received on school 
guidance, years of service in the educational field, etc.). For the external 
and internal validity of the scale, the evaluation provided by judges was 
used (2 university professors specialized in educational methodology 
and 8 high school counselors with extensive experience in the field of 
guidance) and the pilot test (N = 20), thus substantially improving the 
final instrument. The analysis of the internal consistency of the rating 
scale is performed by calculating Cronbach’s  coefficient, obtaining 
an excellent result both globally (Global = 0.98) and for each of the 
factors. The reliability coefficient was also calculated using the “Two 
Halves Method” (Spearman-Brown), reaching a global value of 0.97. It 
can be observed that the degree of internal consistency between the 
items of each one of the factors is considerably high, the reliability of 
the scale used proved to be remarkably accurate.

Procedure

After applying the research instrument online, the responses 
received were carefully reviewed. The data obtained were numerically 
coded through a coding table where the values given to each response 
in the different variables were recorded. To detect possible 
inconsistencies, both frequency and contingency tables were used, 
which in this case made it possible to correct the anomalies detected. 
To estimate the quality of the final data matrix, a representative sample 
of questionnaires (n = 37) was selected, 20% of the total number of 
questionnaires answered for its punctual verification. The percentage 
of error found was less than 0.05%, assuming the quality of the data as 
high and proceeding to its final analysis.

For the analysis of quantitative data, with the help of the statistical 
package SPSS.20 and the AMOS.20 program, strategies such as:

 • “Uni” and “bivariate” tabulation, including percentages in the 
case of categorical variables and descriptive statistics (medias and 
standard deviations) for quantitative variables.

 • Exploratory Factor Analysis (EFA) by the Principal Components 
method, for the identification of competence factors or 
“macro competences.”
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Results

To examine the internal structure of the scale and identify the 
underlying factors, using the Principal Components Method, an 
Exploratory Factor Analysis (EFA) was carried out. As input data, the 
direct scores referring to training in 88 of the 92 initial items were used, 
setting aside 4 of them, given the scant relevance and applicability received 
by the study subjects. The KMO index was 0.935 and the Bartlett’s 
Sphericity Test (13795.49) was statistically significant (p < 0.001), 
indicating that the input matrix could be  estimated as suitable for 
factorization. The resulting analysis offered a total of 14 factors with 
eigenvalues greater than 1, which jointly explained 70.04% of the Variance 
of the data. Later, a Varimax rotation was applied to allow the 
independence of the factors and thus achieve a better characterization.

After the first item screening, a second EFA was carried out, 
leaving the new scale made up of 60 items, once again using the 
Principal Components method and a Varimax rotation. The KMO 
index was 0.942 and the Bartlett’s Sphericity Test was 8641.37 
(p < 0.001). The resulting analysis provided a total of 10 factors with 
eigenvalues greater than 1, which jointly explained 68.62% of the 
Variance of the data, almost 1% less than that obtained with 88 items. 
The factorial structure obtained is more consistent.

To check the internal consistency of the scale, Cronbach’s  
coefficient was calculated, obtaining an excellent result both globally 
(Global = 0.98) and for each of the factors separately, considering that 
some factors consist of only 4 items.

Hereinafter, the results obtained in the study are described after 
applying the descriptive statistics (mean, standard deviation, minimum 
and maximum) to the items that make up the assessment scale to assess 
the level of perception that the guidance professionals themselves have 
about their training in emotional competences (see Table 1).

As it can be seen, the data obtained is revealing. In general terms, 
it is observed that the 12 competences with a high degree of training 
received by guidance professionals, on a scale from 1 to 4, are: “Respect” 
(3.49), “Confidentiality” (3.46), “Tolerance” (3.38), “Appreciation of 
diversity” (3.35), “Accessibility” (3.34), “Inclusion” (3.34), “Attention to 
diversity” (3.33), “Ability to listen” (3.32), “Responsibility professional” 
(3.30), “Consultation” (3.28), “Dialogue” (3.28), and “Opening” (3.25).

On the other hand, among the 12 competences with a lower level of 
perception are: “Indolence” (2.13), “Authority” (2.35), “Coaching” (2.52), 
“Sense of humor” (2.57), “Leadership” (2.60), “Stress management” (2.60), 
“Persuasion” (2.65), “Creativity” (2.66), “Courage and risk taking” (2.69), 
“Innovation” (2.69), “Initiative” (2.73), and “Dynamization” (2.74).

Likewise, the results of the study reveal that the secondary school 
counselors surveyed have a high level of training in the 
“Confidentiality” competence, the second-best valued option. It can 
also be  seen that the research subjects feel specially trained in 
competences attached to capacities related to social sensitivity, since 
competences such as “Tolerance,” “Appreciation of diversity,” 
“Accessibility,” “Inclusion” and “Attention to diversity,” occupy the 
third, fourth, fifth, sixth and seventh place, respectively.

The competence “Listening ability” (3.32) appears located in the 
eighth place, which indicates that the subjects participating in the 
study believe that they are well trained in a vital aspect for the 
knowledge of the oriented. The “Empathy” competence ranks 13th. In 
the group of competences in which Galician counselors perceive 
themselves to be specially trained, the “Advice” competence stands out 
(obtaining position 23) and the “Communication” competence, 
ranking in this case in position 26.

The “Teamwork” competence, as can be seen, appears located in 
position 39, which means a low training rate. Something similar 
happens with the “Assertiveness” competence (located in position 40) 
and the “Coordinate with others” competence, which is in 49th place. 
A striking fact is the position obtained by the “Self-control” 
competence, located in position 60. The “Collaboration” competence 
(located in position 63) and the “Motivation” competence, in position 
78, reflect a significant lack of training. It is also necessary to underline 
the behavior of the “Coordination” competence, with a position of 70.

The “Proactivity,” “Entrepreneurship” and “Initiative” skills, preferred 
skills for starting and leading genuine projects, occupy positions 77, 79, 
and 81, respectively. The “Innovation” competence receives a low rating, 
occupying position 82. The “Stress Management” competence appears as 
the fifth competence with the lowest score received on the evaluation 
scale, occupying position 87. The “Leadership” competence is located at 
position 88. The competence “Sense of humor” occupies position 89. The 
competence “Coaching” is in position 90. This reflects a low training of 
the counselor in this type of competence.

The secondary education counselors surveyed, on the other hand, 
consider themselves poorly trained in “Indolence.” The extracted data 
reveal this if we consider that this competence is ranked 92. This 
implies that emotions such as apathy, neglect, laziness, lack of response 
or abandonment are not part of their work culture.

Below are the data obtained after applying an Exploratory Factor 
Analysis, EFA, to the items, thus bringing together the competences 
in 10 factors based on the saturations produced (saturations greater 
than 0.35). In Table 2, we present the corresponding results.

Planning

The data resulting from the 10 factors in which the items were 
agglutinated, after applying the Exploratory Factor Analysis, show a 
disparate behavior, appearing significant differences between them. 
Thus, for example, the factor “Tolerance” (3.31) yields higher results. 
This factor integrates competences such as: “Appreciation of diversity,” 
“Tolerance,” “Ability to listen,” “Respect,” “Consensus,” “Attention to 
diversity,” “Help” and “Dialogue.” Followed by the “Ethics” factor 
(3.28), configured by the following competences: “Ethical behavior,” 
“Discretion,” “Confidentiality” and “Professional responsibility.” And, 
of the factor “Communication and personal relationships” (3.13), 
which includes the competences “Communication,” “Interpersonal 
skills,” “Empathy” and “Assertiveness.”

And at the other extreme, with a low formative appreciation, is the 
factor “Entrepreneurial attitude” (2.74), which is made up of the 
competences: “Initiative,” “Leadership,” “Autonomy,” “Motivation,” 
“Innovation,” “Courage,” “Creativity” and “Entrepreneurship.” 
Followed by the “Self-regulation” factor (2.87) composed of the “Self-
control,” “Frustration tolerance,” “Self-discipline,” “Resilience” and 
“Stress management” competences. And, “Socialization and 
commitment” (2.99), made up of the competences “Socialization,” 
“Coordination,” “Social commitment” and “Planning.”

Discussion

Emotional competences constitute a powerful tool that can greatly 
facilitate the work of guidance in secondary education, since they are 
decisive in personal interactions (Bisquerra Alzina and Lopez Cassa, 
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TABLE 1 Descriptive statistics to assess training in emotional competences.

Competence Media Typical deviation Minimum Maximum

Respect 3.49 0.67 1 4

Confidentiality 3.46 0.72 1 4

Tolerance 3.38 0.70 1 4

Diversity appreciation 3.35 0.69 1 4

Accessibility 3.34 0.76 1 4

Inclusion 3.34 0.66 1 4

Attention to diversity 3.33 0.63 1 4

Listening ability 3.32 0.72 1 4

Professional responsibility 3.30 0.73 1 4

Consultation 3.28 0.67 1 4

Dialogue 3.28 0.66 1 4

Opening 3.25 0.69 1 4

Empathy 3.22 0.72 1 4

Integrity 3.22 0.73 1 4

Ethical behavior 3.21 0.78 1 4

Aid 3.21 0.68 1 4

Cordiality 3.21 0.75 1 4

Self-knowledge 3.20 0.69 1 4

Self-concept 3.20 0.71 1 4

Keen 3.17 0.76 1 4

Commitment 3.17 0.73 1 4

Discretion 3.16 0.77 1 4

Advice 3.16 0.67 1 4

Self-critical capacity 3.16 0.75 1 4

Equity 3.16 0.68 1 4

Communication 3.14 0.66 1 4

Professional development 3.14 0.69 1 4

Availability 3.14 0.79 1 4

Sanity 3.14 0.68 1 4

Reflection 3.13 0.70 1 4

Interpersonal skills 3.12 0.67 1 4

Consensus 3.12 0.64 1 4

Situational analysis 3.11 0.68 1 4

Veracity 3.11 0.81 1 4

Perseverance 3.09 0.74 1 4

Mediation 3.09 0.67 1 4

Assessment 3.08 0.60 1 4

Self-development 3.08 0.75 1 4

Teamwork 3.07 0.67 1 4

Assertiveness 3.06 0.69 1 4

Implication 3.06 0.73 1 4

Reliability 3.06 0.74 1 4

Flexibility 3.05 0.69 1 4

Socialization 3.04 0.71 1 4

(Continued)
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TABLE 1 (Continued)

Competence Media Typical deviation Minimum Maximum

Facilitator 3.03 0.76 1 4

Patience 3.02 0.80 1 4

Update 3.02 0.76 1 4

Planning 3.02 0.66 1 4

Coordinate with others 3.01 0.66 1 4

Social commitment 3.01 0.75 1 4

Objectivity 3.01 0.69 1 4

Self-esteem 3.01 0.71 1 4

Ask effective questions 3.00 0.71 1 4

Negotiation 2.99 0.65 1 4

Problem resolution 2.98 0.69 1 4

Answer’s capacity 2.98 0.64 1 4

Non-verbal communication 2.98 0.72 1 4

Enthusiasm 2.97 0.81 1 4

Critical capacity 2.97 0.73 1 4

Self-control 2.97 0.75 1 4

Permanent learning 2.97 0.70 1 4

Decision making 2.96 0.63 1 4

Delusion 2.95 0.75 1 4

Collaboration 2.94 0.72 1 4

Concern for success 2.94 0.76 1 4

Self-discipline 2.94 0.71 1 4

Resilience 2.92 0.73 1 4

Optimism 2.92 0.78 1 4

Analytical capacity 2.91 0.70 1 4

Coordination 2.90 0.69 1 4

Motivation 2.89 0.67 1 4

Public relations 2.89 0.75 1 4

Frustration tolerance 2.89 0.75 1 4

Introspection 2.88 0.71 1 4

Autonomous action 2.88 0.69 1 4

Investigation 2.87 0.74 1 4

Self-confidence 2.86 0.74 1 4

Pro-activity 2.80 0.68 1 4

Excellence 2.76 0.70 1 4

Entrepreneurial spirit 2.76 0.71 1 4

Dynamization 2.74 0.71 1 4

Initiative 2.73 0.73 1 4

Innovation 2.69 0.67 1 4

Value and risk assumption 2.69 0.77 1 4

Creativity 2.66 0.72 1 4

Persuasion 2.65 0.74 1 4

Stress management 2.60 0.80 1 4

Leadership 2.60 0.70 1 4

(Continued)
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2021; Rodríguez-Pérez et al., 2021) and are essential to manage a work 
environment often characterized by conflicts, stress, and complex 
situations with the educational community (Rodríguez Álvarez et al., 
2017; Prieto, 2018). It is verified, once again, that socio-emotional 
competences are considered a valuable instrument that offers guarantees 
for job success, since they help to quell job tension by facilitating work 
when the context is hostile and helping to manage relationship processes. 
and personal balance (Chianese and Prats Fernández, 2021; Martínez-
Saura et al., 2021). Ultimately, they promote social commitment and 
democratic participation from an inclusive framework.

The professional exercise of guidance in secondary school presents 
certain vicissitudes that foster the need for a solid training load linked 
to the management of one’s own emotions and those of others (Prieto, 
2018). Some researchers (García-Domingo, 2021; García-Vila et al., 
2022) regret the explicit exclusion of emotional competences in initial 
training programs, since they are essential for the successful 
development of any activity related to the human being. High school 
guidance professionals appreciate that, beyond knowledge in specific 
areas, it is essential to have robust attitudinal training to promote good 
professional work in the field of educational guidance. Despite the 
advances, we present a deterioration in the ability to manage emotions.

In the current context, it is increasingly appreciated that job 
performance cannot be predicted through school grades. Academic 
intelligence is not enough to achieve professional success. Therefore, 
as Martínez-Pérez (2023) states, emotional competences must be at 
the same level of training as other competences (conceptual and 
procedural). However, even though they are considered relevant for 
guidance practice, they represent a weak point in the training of 
secondary school guidance counselors, both initial and permanent. 
The exercise of the guidance profession requires some skills in which 
its professionals want to feel prepared, safe, and strong. The reality, 
unfortunately, does not seem to go in that direction. The secondary 
school counselors surveyed attribute severe deficiencies in the 
formation of emotional competences, as confirmed in the evaluation 
study carried out. For this reason, it is appropriate that the Galician 
Educational Administration assume the responsibility of facing this 
challenge with due coherence and energy, especially in times of 
maximum vulnerability such as those we are witnessing. It is urgent 
to establish a serious, rigorous, coherent, and well-structured training 
plan, which allows the development of training actions of this nature. 
A training plan that integrates the study of emotions in a structured 
way (García et al., 2018).

The findings of this study show that the three competences on which 
the training load of secondary school guidance professionals is focused 
on are: “Respect,” “Confidentiality,” and “Tolerance.” Consequently, they 
constitute the emotional pillars of the counselors consulted. High school 
guidance professionals seem to have a high level of training to guarantee 
the autonomy of those guided, their freedom in decision-making and to 
make a careful and responsible use of the testimonials obtained, given 

that the “Respect” competence obtains the highest score. An important 
issue in the guidance activity, as pointed out by Grañeras and Parras 
(2008). The fact that the “Confidentiality” competence obtains a good 
assessment shows the importance of the ethical code in the 
professionalization of the counselor.

The “Empathy” competence, which trains to know what others 
feel and understand the difficulties of a user (Goleman, 1995), ranks 
13th. We are talking about a fundamental competence in building the 
relationship with the educational community and, therefore, involved 
in a wide spectrum of activities that secondary school counselors carry 
out. The secondary school counselors participating in the study 
perceive themselves to be  specially trained in the “Counseling” 
competence, obtaining 23rd place. This is a key task in the work of 
guidance professionals, being among the competences assigned to the 
Departments of Guidance in Secondary Schools from the Galician 
Educational Administration.

At the opposite extreme, the competences that present a high level 
of lack from the perspective of the surveyed guidance professionals 
themselves are: “Indolence,” “Authority” and “Coaching.” Therefore, 
they make up the block of skills with a low training profile. In relation 
to the “Coaching” competence, with a position of 90, what is revealed 
is a lack of knowledge about this field of knowledge. It is still 
contradictory since the counselor gives counseling with a specific 
objective daily. The development of “Coaching” is a great challenge for 
the profession itself (Bisquerra, 2008), so this type of competence 
should be addressed in initial and ongoing training.

The “Teamwork” competence appears located in position 39, 
which means a low rate of training. It is striking because teamwork is 
necessary in the educational world. If we add to this data that the 
competence “Coordinate with others” is ranked 49th, clear indications 
are obtained that the predominant culture in secondary schools seems 
to be  characterized by isolation (Martínez Garrido et  al., 2010). 
Regarding the “Collaboration” competence, located in position 63, a 
significant training gap is reflected. This result seems to indicate that 
this competence is not always promoted in the initial training of 
secondary school counselors, despite being essential to be able to 
develop collaborative processes in schools. Therefore, it is necessary 
to promote the “Collaboration” competence from the educational 
administration, to achieve the necessary training and be able to break 
with the role of expert of the counselor. It is urgent here to favor a 
collaborative position with each one of the members of the educational 
community, from a preventive and systemic approach. Also highlight 
the behavior of the “Coordination” competence, with a position of 70. 
It shows, in some way, a lack of training, despite appearing among the 
functions of secondary school counselors.

The factors whose training is considered most suitable are: 
“Tolerance,” “Ethics” and “Communication and personal 
relationships.” In this sense, the results obtained reveal optimal 
training in the “Communication” competence, ranking in 26th place 

TABLE 1 (Continued)

Competence Media Typical deviation Minimum Maximum

Sense of humor 2.57 0.82 1 4

Coaching 2.52 0.77 1 4

Authority 2.35 0.71 1 4

Indolence 2.13 0.80 1 4

Source: self-elaboration based on data.
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TABLE 2 (Continued)

Factors that bring together 
competences

Media
Typical 

deviation

Ethical behavior 3.21 0.78

Discretion 3.16 0.77

confidentiality 3.46 0.72

Professional responsibility 3.30 0.73

FACTOR 7: TOLERANCE 3.31 0.52

Appreciation of diversity 3.35 0.69

Tolerance 3.38 0.70

Listening ability 3.32 0.72

Respect 3.49 0.67

Consensus 3.12 0.64

Attend to diversity 3.33 0.63

Aid 3.21 0.68

Dialogue 3.28 0.66

FACTOR 8: SELF-REGULATION 2.87 0.58

Self-control 2.97 0.75

Frustration tolerance 2.89 0.75

Self-discipline 2.94 0.71

Resilience 2.92 0.73

Stress management 2.60 0.80

FACTOR 9: COMMUNICATIVE AND 

PERSONAL RELATIONSHIPS

3.13 0.56

Communication 3.14 0.66

Interpersonal skills 3.12 0.67

Empathy 3.22 0.72

Assertiveness 3,06 0.69

FACTOR 10: SOCIALIZATION AND 

COMMITMENT

2.99 0.57

Socialization 3.04 0.71

Coordination 2.90 0.69

Social commitment 3.01 0.75

Planning 3.02 0.66

Source: self-elaboration based on data.

in this case. It is a competence perceived as essential by most 
experienced counselors (Grañeras and Parras, 2008). The result of the 
“Assertiveness” competence, located in position 40, is striking. A 
competence that allows promoting equality between human relations, 
an aspect present in the professional practice of the counselor/high 
school and highlighted by various authors (Goleman, 1995; Repetto 
and Pena, 2010). We are facing a competence that allows the counselor 
to be  able to act in defense of their interests, defend themselves 
without unjustified anxiety, sincerely express their feelings and carry 
out their rights (Repetto and Pena, 2010). Consequently, it becomes a 
key competence for a good secondary school guidance professional.

The factors in which the level of training is perceived to be weaker 
are: “Entrepreneurial attitude,” “Self-regulation” and “Socialization 
and commitment.” The training deficit found in the “Self-regulation” 
factor, which integrates skills such as “Self-control,” “Frustration 

TABLE 2 Descriptive statistics for the formation of each factor.

Factors that bring together 
competences

Media
Typical 

deviation

FACTOR 1: SELF-KNOWLEDGE 3.04 0.57

Overall critical ability 2.97 0.73

Self-critical capacity 3.16 0.75

Analytical capacity 2.91 0.70

Reflection 3.13 0.70

Introspection 2.88 0.71

Self-knowledge 3.20 0.69

FACTOR 2: ENTREPRENEURIAL ATTITUDE 2.74 0.54

Initiative 2.73 0.73

Leadership 2.60 0.70

Autonomy 2.88 0.69

Motivation 2.89 0.67

Innovation 2,69 0.67

Worth 2.69 0.77

Creativity 2.66 0.72

Entrepreneurial spirit 2.76 0.71

FACTOR 3: DYNAMISM AND 

COLLABORATION

3.02 0.59

Dynamization 2.74 0.71

Accessibility 3.34 0.76

Enthusiasm 2.97 0.81

Self-confidence 2.86 0.74

Delusion 2.95 0.75

Availability 3.14 0.79

Optimism 2.92 0.78

Cordiality 2.89 0.67

FACTOR 4: PRAGMATIC AND RESOLUTIVE 

ATTITUDE

3.05 0.54

Answer’s capacity 2.98 0.64

Perseverance 3.09 0.74

Permanent learning 2.97 0.70

Update 3.02 0.76

Situational analysis 3.11 0.68

Consultation 3.28 0.67

Research 2.87 0.74

FACTOR 5: INTEGRITY AND HUMAN 

VALUES

3.08 0.58

Excellence 2.76 0.70

Reliability 3.06 0.74

Veracity 3.11 0.81

Integrity 3.22 0.73

Commitment 3.17 0.73

Sanity 3.14 0.68

FACTOR 6: ETHICS 3.28 0.62

(Continued)
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tolerance,” “Self-discipline,” “Resilience,” and “Stress management,” is 
surprising, considering that we are facing a determining factor when 
it comes to managing emotions. It should be remembered that this 
factor makes it possible to neutralize situations that generate negative 
emotions and that represent a significant waste of energy. Undoubtedly, 
it makes it possible to maintain the helm of obligations, despite the 
turbulence and even “tsunamis” in which school counselors are often 
involved. The “Stress Management” competence can help to design 
actions and strategies that allow the development of concrete 
prevention and intervention plans to avoid stress, emotional 
exhaustion, and depersonalization. The training gaps detected in the 
“Stress Management” skill, the fifth skill with the lowest score received 
on the assessment scale, highlights the need for its inclusion in 
training plans. It cannot be  ignored that we  are facing a core 
competence in the counseling profession, since among the sources of 
stress perceived by secondary school counselors are: the breadth and 
diversity of tasks, the low awareness of teachers to assume a response 
to the specific needs for educational support, the difficulty in assuming 
the functions included in the regulations, the precarious ongoing 
training received, the problems in carrying out effective and efficient 
coordination between professionals, etc. It seems that the most 
emotionally competent high school counselors have the necessary 
resources to better cope with stressful situations and adequately 
manage the negative emotional responses that frequently appear in 
interactions with co-workers, family, and students. The position 
obtained by the “Self-control” competence, located in position 60, is 
amazing. It is not a high and expected score, as it is a competence that 
allows you to manage impulsive feelings, seeking balance at the most 
critical moments. At the same time, this competence makes it possible 
to think clearly despite the pressures received (Goleman, 1998). In 
short, we are facing a competence related to how to regulate one’s own 
emotions and those of others, which moderates negative emotions, 
intensifying positive ones and minimizing negative ones. Similarly, the 
“Motivation” competence is shown (position 78). The competence par 
excellence, among the counselor’s socioemotional competences 
(Repetto and Pena, 2010). Although, it is possible that this result is 
mediated by the culture of isolation, sometimes predominant in 
schools or may reflect the attitude of demotivation and lack of 
commitment in many teachers (Martínez Garrido et al., 2010).

The “Innovation” competence receives a low rating, occupying 
position 82. This seems to indicate that the secondary school 
counselor has not just received training in this field, as others have 
already confirmed (Velaz-de-Medrano et  al., 2013). The 
“Leadership” competence is ranked 88th. It should be part of the 
competence training of all counselors, considering that a decision-
making style is necessary to assume, promote and develop a new 
professional culture in the exercise orientation as proposed by 
Medina and Gómez (2014). And, even, in some cases, the role of 
leader must be signified by personal and professional pre-eminence 
over a group, capable of influencing the decisions and positions 
adopted (Amber and Martos, 2017). The score received in a 
competence such as “Sense of Humor” is notable, with a position of 
89. On some occasions, this competence helps to cope with certain 
situations and guarantees personal well-being. It is increasingly 
considered in the professional field, although it is true that a sense 
of humor can be defined as a very subjective quality and is not 
always understood in the same way. In fact, sometimes it can even 
cause misunderstandings.

Conclusions and implications

The study which was carried out, was of great importance and 
interest for the entire educational community (teachers, students, 
tutors, families, etc.) and particularly for school counselors. Therefore, 
the results of the study will be of great help, even though the field of 
emotions and its research can be very controversial.

In any case, it is necessary to outline the nature of emotional 
processes in educational contexts, promoting the generation of 
valuable measurement instruments with adequate psychometric 
properties and the implementation of intervention programs that 
promote emotional competences. Perhaps one of the greatest 
challenges is to provide evidence regarding the benefits of emotional 
education, appealing to solid and cutting-edge research with 
contributions from new methodological frameworks.

This study is not an end point. Rather, it opens new horizons to 
continue investigating this complex reality. The needs for further 
study, given the scarcity of studies focused exclusively on the topic 
addressed, leading us to continue with line of work from a qualitative 
perspective, using discussion groups and/or in-depth interviews as 
data collection techniques.

The main limitation of this study is that its results cannot 
be generalized to the entire school context of the Spanish State. In this 
sense, it is convenient to expand the sample to other Autonomous 
Regions and even extend it to other educational levels in order to 
obtain greater empirical evidence, exploring possible differences.
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