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Abstract: In the international literature it is frequently reported that school psychologists would like
to reduce their involvement in evaluation and assessment activities in favor of an increase in other
services and roles. The present study examines the perceptions of teachers and school psychologists
regarding the roles of school psychologists on the island of Crete, Greece. For this purpose, an online
questionnaire about the current and preferred roles of the school psychologist was distributed. Two
hundred and seventy-nine (279) teachers and fifty-seven (57) school psychologists participated in this
research study. The analysis and comparison of the participants’ responses revealed significant differ-
ences in their beliefs about the current and preferred roles of the psychologist. Emphasis was placed
by psychologists on systematic interventions such as consultation and by teachers on counseling for
their personal problems. Overall, respondents in this study recognized the usefulness of the school
psychologist in the educational sector. A unified framework of reference for the range of the schools’
psychological services would enhance common understanding and facilitate the professional role of
school psychologists and effective student referral to the related professional services.

Keywords: school psychologist; perceptions; current roles; preferred roles; psychological services

1. Introduction

The need for school psychological services has emerged strongly in recent years. The
increased occurrence of learning difficulties and low academic performance [1], children’s
behavioral problems [2], mental health problems, and new social conditions due to the
COVID-19 pandemic [3–5] have led to an understanding of the need to tackle the problems
directly and the need to turn to the science of psychology for help. Schools represent the
most common entry point for young people to access mental health support, as it has been
observed that they are twenty-one times more likely to visit a school-based psychological
support service than a community-based mental health care clinic, and students are more
likely to ask for help, if available, at school [6]. In this light, school psychological services
offer a security framework in which young people learn that seeking help and support,
when needed, is normal and accepted, and thus they can receive continuous support, e.g.,
through academic interventions, mental health services, etc. [7].

In essence, school psychology constitutes the link between the theory and research
of education and counseling intervention at school. It seems, from the research literature,
that school psychologists are, in general, practitioners whose major professional interests
are focused on children, their families, and the school process [8]. The basic education
and training of school psychologists (SP) prepares them to be able to provide a range
of tasks and services, such as assessments, counseling, crisis management, prevention,
mental health program implementation and program evaluation, with special empha-
sis on the developmental stages of children and young people in schools, families, and
other systems [9].
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Although school psychology as a science and a profession has recently been signif-
icantly expanded worldwide [6,10–12], in Greece the profession is still in the process of
development, and steps have been taken towards its institutionalization [13]. This rapid
development of the field can be observed in the growth in the number of professionals
and the organizational and institutional developments, while the importance of profes-
sional regulation has been highlighted through certification and accreditation. Nationwide,
there is a growing recognition of the need for more school psychologists, which is largely
related to mental health, well-being, and crisis management. As it has been shown from
previous research [14], the real roles of the psychologist differ significantly from prefecture
to prefecture and/or between regions within the country, and the need for research at a
local level has also emerged. The research was motivated by the fact that on the island of
Crete, one of the largest regions in the country, no previous studies have been conducted on
the extent of the dissemination of school psychological services and the perception of the
educational community about them. Given the heterogeneity of the island on a geological,
economic, and social level, the provision of school psychological services has also followed
a discontinuous and heterogeneous course, while psychologists in general schools on the
island have only been present for five years. In this context, it is a challenge to explore the
views of the school community on the role of SPs and to clearly define their functions; this
could help to promote the further institutionalization of school psychological services at a
national level and/or influence the promotion of the profession internationally.

1.1. The Current Roles of the School Psychologist in Greece and Elsewhere

In the Greek educational system, the roles of school psychologists and the extent
to which they fulfill modern educational and social requirements have not been exten-
sively investigated. Nevertheless, a series of studies have confirmed the positive views of
stakeholders in the school community regarding the role of school psychologists and the
recognition of their multidimensional roles [13].

Regarding the tasks that a psychologist undertakes at school, the National Association
of School Psychology in the USA [14] reported that these professionals help students
to succeed academically, socially, behaviorally, and emotionally. For that reason, they
collaborate with teachers, parents, and other professionals in order to create safe, healthy,
and supportive learning environments that strengthen the connections between home,
school, and the community for all students.

A school psychologist, through theories and empirical data, plans, manages and/or
participates in a system of school psychological services to promote the educational devel-
opment and mental health of children and young people of school age [15]. Simultaneously,
the modern fields of the professional activities of the school psychologist are intended to
promote the implementation of children’s rights. These include child welfare as the global
recognition of the meaning and the value of children’s rights has particularly affected
school psychology [16].

It has been suggested that there are five key functions within a school psychologist’s
role, namely, psychological evaluation, intervention, consultation, research, and training,
which should be conducted at three levels, namely organizational, group, and individual,
across different settings [17]. Similarly, it has been emphasized that school psychologists
undertake a range of activities such as assessments, administering counselling to students,
teachers and parents, and consultations and interventions in crisis situations [18]. Therefore,
the review of the literature on the perceptions of those involved in the educational process,
namely teachers, students, parents, and others, reveals the need and desire to move from
traditional roles to the more extensive modern roles of school psychologists [10].

In practice, however, research into the real roles undertaken by psychologists in
schools revealed that the majority of their time is devoted to special education assessment
activities [19], while research data from the USA indicated that school psychologists spend
only about 9% of their time consulting [20].
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In an international survey on teachers’ perceptions of the roles of school psychologists,
Greek teachers reported that the most common activities performed by psychologists in
their schools were assessments of students with special educational needs, parent coun-
seling, teacher counseling for students’ behavioral disorders, and intensive collaboration
and consultation with the whole school in order to create a safe, healthy, and supportive
learning environment [21]. Similarly, the findings of a longitudinal, international study
argued that the main activities of Greek psychologists, based on the time devoted to them,
are psychoeducational assessments and student and parent counseling [10].

1.2. Preferred Roles of the School Psychologists

In recent years, the literature has shown discrepancies between the perceptions of
teachers and psychologists about the role of the latter in the education system. More
specifically, teachers seem to attach great value to the traditional role of evaluating students
with learning difficulties and, at the same time, highlight the demand for more supportive
services from the school psychologists [22]. On the other hand, school psychologists have
emphasized a shift from the traditional role of work at an individual level towards a wider
role based on dialectical counseling, school-based education, prevention programs, and
participation in policymaking [23].

Some researchers have suggested that the following activities and situations could/
should be included in or considered as ideal professional roles for school psychologists:
individual counseling with educators, crisis management, parenting work groups, and the
prevention of mental health problems [21,24]. In an overview of the desired roles [10,11],
it appeared that the (school) psychologists in the participating countries gave priority to
the counseling of students, teachers and parents, and prevention. The field of prevention
includes prevention programs for major issues, such as school violence, school dropout
rates, and employee stress.

In another study, the preferred roles of school psychologists included: (i) the design
and implementation of curricula, with a particular emphasis on learning disabilities;
(ii) the promotion of students’ well-being and mental resilience through prevention and
life skills training programs; and (iii) the promotion of school–family cooperation and
the implementation of educational programs for parents and teachers, collaboratively or
separately [25]. School psychologists involved in Magi and Kikas’ research [26] emphasized
the importance of counseling in systems, but in practice one can rarely see this in schools.

Considering the fact that, at present, teachers have daily interactions with the stu-
dents/and they are the professionals who actually refer students when needed to the
schools’ psychological support services, they are, probably, the most critical members in the
students’ educational environment [27]. Some studies and clinical reports have revealed
that students’ disorders and the externalization of problems can increase teachers’ anxiety
and “confusion”, thereby reducing their professional competence [28]. In a qualitative
study [29] it was found that school psychologists may have an indirect role in enabling
teachers’ resilience by mitigating the school-related challenges faced by teachers. The
need for counseling support for teachers was also recognized by another study [30], where
approximately half of the participants reported that the school psychologists provided
them with support/consultation approximately once a week. In general, this type of
support includes, for instance, the following activities: (i) general counseling, (ii) teachers’
development workshops, (iii) job stress management and (iv) addressing personal issues.

In recent years, and in addition to what was earlier stated in the research studies,
state education services and educational policy makers have recognized the need for
school psychologists to support a diverse number of students culturally and linguistically.
This comes as an emergent need of the rapidly increasing numbers of many diverse
linguistic and cultural backgrounds in the public school system, both in the USA and in
many European countries, and this trend is expected to continue [31]. A similar picture
is presented by the Greek school community, which faces many challenges related to
the growing heterogeneity of the student population. This highlights the need for the
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reorientation of the role of the school psychologist from traditional psychoeducational
services and its extension to a more systemic way of working [13].

1.3. The Emerging Role of the School Psychologist in the COVID-19 Era

The novel coronavirus (COVID-19), which unexpectedly invaded our lives in March
of 2020, affected nearly one billion students and learners worldwide [32]. The majority of
countries suspended the operation of schools at all levels, leaving around sixty-five per
cent (65%) of the total student population in home education, switching from traditional
school to online teaching.

In the new social reality conditions, with their multidimensional impact (economic,
political, environmental, social, cultural, legal, ethical) the role of school psychologists
became even more prominent. One year after the outbreak of the pandemic, school
psychologists remain unsure of how best to provide psychological services in this context.

The traditional task of the school psychologists to conduct assessments seems im-
possible using online work platforms. Due to legal difficulties, in most countries it was
proposed to suspend all special education assessments until the schools re-opened [33].
Due to the willingness and adaptability of professionals to provide immediate access
to services for the completion of this vital task through the use of tele-health platforms,
even with the ethical issues raised, the online mode of assessment quickly became a
typical mechanism for service delivery [34,35]. However, a better understanding of tele-
psychology at different developmental ages as well as in the school environment is needed,
as the way tele-psychology works in relation to children and adolescents in schools is
very relevant [36].

Children were not indifferent to the dramatic impact of the COVID-19 pandemic,
as when faced with unexpected and unknown events they typically exhibited various
reactions, such as fear, uncertainty, and physical and social isolation and may have missed
school for a prolonged period [3]. The literature shows that children during the quarantine
period experienced anger, confusion, post-traumatic stress symptoms, family violence,
among other things, as a result of the changes in the daily routine [4,37]. Similar reactions to
varying degrees of tension were experienced by adults. Additional challenges for children
during the COVID-19 pandemic include disruption to academic learning, family financial
concerns, greater childhood adverse experiences, grief, and increased time looking at
a screen [38].

National surveys in Spain, China and India have highlighted the impact of social
isolation on children and adolescents, with researchers from Spain [39] describing that
86% of participating parents reported changes in their children’s emotional state, such as
boredom, difficulty concentrating, irritability, and other behaviors. Cases of regression
of children’s behavior in earlier stages have been reported in Italy [40], while in China
increased rates of depressive symptoms have been described [41]. In India, it was found
that quarantined children and adolescents experienced feelings of helplessness, fear, an
intolerance of the rules, and so on [42].

Holistically understanding the reactions and feelings of all groups of students, teach-
ers, and parents is essential in order to properly address their needs. The priorities of school
psychologists should include the disturbances in educational progress, the adaptations
of usual coping strategies, and the reduction in adverse psychosocial effects. Emphasis
should also be placed on enhancing resilience, i.e., those particular personal attributes
that help people to cope with difficult situations, through programs designed to reach
the student population, teachers, families, and the wider community affected by crises
or/and disasters [43].

Apparently, as a result of the first wave of the COVID-19 pandemic, schools’ psycholog-
ical support services have been rapidly transformed around the world to accommodate the
need for prolonged physical distancing [44]. A variety of coping strategies have emerged in
an attempt to continue to support children, including providing distance learning, online
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counseling, and various hybrid support configurations, involving both in-person and
remote strategies [40].

1.4. Current Study: A Case Study from the Island of Crete (Greece)

The purpose of the current study was to evaluate the perceptions of teachers and
professional psychologists in relation to: (i) the real/current roles undertaken by school
psychologists, (ii) the ideal/desired roles and responsibilities they must assume, and (iii)
the usefulness of the work of the psychologist in the school context. The following research
questions helped to guide the research:

• What are the perceptions of school psychological services by school psychologists
and teachers?

• Do perceptual differences exist between school psychologists and teachers related to
the current and preferred roles of psychological services?

• How do teachers and psychologists evaluate the usefulness of school psychologi-
cal services?

Through the evaluation of the perceptions and beliefs of the stakeholders, an un-
derstanding can be obtained about the services they provide or should provide to the
educational community, as well as the needs of the profession. The development of a clear
identity on the part of the school psychologist and the clarity of their role are key prerequi-
sites for developing professional competence and a sense of confidence and responsibility
within the framework of his role [45].

The views of psychologists themselves about their role and professional identity in
public education in Greece have not been extensively investigated. The present study can
contribute to the exploration of our knowledge in the field of school psychology, with an
emphasis on the perspectives of the stakeholders (school psychologists and teachers) and
the way they see their role and their professional identity. Studying the aforementioned
areas, schools and practitioners may be able to better plan their psychological support
services and support programs, as well as be able to give teachers a better understanding
of the types of services that school psychologists can offer.

Moreover, the literature highlights the great need for more knowledge about the
current and ideal roles of school psychologists, especially in the global context, given that
the evolution of the field of school psychology has been uneven across different coun-
tries [46,47]. In fact, the professional outline that defines the role of school psychologists
but also their specialization does not seem to be common and clear in all countries. In some
countries the state license to practice is given after the completion of an undergraduate
degree, while in others the completion of a postgraduate program in school psychology is
required [11]. The reasons for this uneven development may be related to different national
priorities, geographical distances, the legal framework for the use of the SP title, as well as
the economic and cultural differences of each country.

1.4.1. The Greek Context

The constitutional principle of the Greek state is the provision of free education to all
citizens and at all levels, in state schools. The Greek educational system is centralized, and
it is governed by legislation and legislative acts (decrees, ministerial decisions).

At the central level, the Ministry of Education and Religions has the administrative
responsibility of the education system in all areas, services, and levels, while at the regional
level, the regional education directorates supervise the implementation of the national
education policy. Locally, the primary and secondary education directorates supervise all
schools in their areas of responsibility.

Compulsory education in Greece lasts 11 years and extends from 4 to 15 years. More
specifically, the Greek educational system is divided into three levels [48]:

• Primary education which includes kindergartens and primary schools. Preschool
education in Greece is compulsory for children from four years of age. Primary
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schools have a six-year compulsory attendance policy and educate children from 6 to
12 years old;

• Secondary education, which includes two levels of study. Middle schools have com-
pulsory attendance and cover the ages 12–15. The second level of secondary education
is non-compulsory and includes General High Schools and Vocational High Schools;

• Higher education is the last level of the formal education system.

The Greek educational system is characterized by educational inequalities, related
to the geographical distribution of school reception and the socio-economic conditions of
each region. A view of the Greek education system, according to the Hellenic Statistical
Authority [49], shows that since the 1990s an influx of migrants has occurred in the country
and 11% of the student population are immigrants, a fact that has shaped a new reality,
namely the multiculturalism of the student population.

Another perspective regarding the Greek educational system relates to the strong
differentiation of the educational indicators by prefecture throughout the Greek regions.
For example, this is reflected in school dropout rates, where rural areas or tourism-related
areas typically have a higher dropout rate within most prefectures than in semi-urban
or urban areas [50]. Similar inequalities can be observed in the staffing of schools with
psychologists, where some areas, usually urban areas, are adequately provided with school
psychological services, while others are not.

Crete is the largest and most populous island in Greece, with a population of over
620,000. Its economy is mainly based on tourism and agriculture. Regarding the student
dropout rate, according to the data of the institute of educational policy, Crete has a
high percentage rate compared to the rest of Greece. More specifically, the prefecture of
Rethymno presents higher percentages (6.83% in the Gymnasium and 4.91% in the Lyceum)
compared to the other three prefectures, followed by the prefecture of Lassithi (4.7% in the
Gymnasium and 1.72% in the Lyceum) [50].

Ministerial Decision 142628/DG4/2017 sought to provide support for less-favored ar-
eas to ensure that psychologists and social workers could undertake their duties in specific
schools of general and vocational education if there was a need to support vulnerable social
groups or if it was necessary to implement programs for the psychosocial and emotional
support of students.

1.4.2. The Institution of the School Psychologist in Greece

The school psychology sector in Greece did not follow the same pace of evolution
as in other European countries and the USA. It is noteworthy that until the late 1980s,
psychology was considered a field of philosophy. The history of school psychology in
Greece can be divided into two general periods: the hybrid years, which ended in the 20th
century and the thoroughbred years, which gradually started in the new millennium. The
first period was characterized as heterogeneous, as experts from the field of pedagogy
and psychology coexisted, while the role of the school psychologist was occupied by
practitioners from various disciplines. The second period, which extends to the present
day, is characterized as genuine. A key element of this period is the expansion of the role
of the school psychologist through the provision of counseling and other services [13].

The last few decades of the evolutionary course of school psychology in Greece have
been influenced by various events [10]. In the late 1980s and early 1990s, independent
departments of psychology were established at the University of Crete, the University
of Athens, the University of Thessaloniki, and Panteion University, where degrees in
psychology as well as postgraduate programs in school psychology were offered [51].

In Greece, the institutionalization of the services of school psychologists is in progress,
especially in recent years. The first psychologists to work in the Greek public educational
system were appointed in special education schools in 1989 and these positions did not
require any specialization in school psychology. After that, the formal training of school
psychologists in Greek universities followed. Subsequently, Law 2817/2000 established the
provision of psychological services in schools and the establishment of state assessment
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centers, i.e., Centers for Differential Diagnosis, Assessment and Support (CDDAS) to
provide services by members of interdisciplinary teams, including psychologists [50]. In
2008, with Law 3699/2008, special education was integrated into the Ministry of Education,
where the emphasis on assessment continued, maintaining a medical model of services.

Recently, the institutions of the School Education Support Network (S.D.E.Y.) and
the Interdisciplinary Committees for Educational Evaluation and Support (E.D.E.A.Y.)
(Government Gazette 315/2014) were introduced, in the framework of which psychologists
were employed in general education schools. Usually, a psychologist in collaboration with
a social worker is hired at an S.D.E.Y. and offers their services in five different general edu-
cation schools. The role of the school psychologist is advisory, supportive, and therapeutic
to students, their families, and the educational staff and includes assessment, individual
and group counseling, consultation for teachers, the implementation of inclusive education
programs, and the promotion of prevention, information and awareness programs for
teachers, parents, and students.

Regarding the qualifications of school psychologists in Greece and their work in
schools, specialization is not necessarily required, as is the case in USA and in other
countries in Western Europe [11]. Thus, psychologists, regardless of their specialization,
have the opportunity to work within schools. However, in recent years there has been a
change in the institutional framework, following the decision of the Legal Council of the
State in 2011, which ruled that those psychologists specializing in school psychology should
be hired as a priority in education. Additionally, the Institute of Educational Policy (IEP) in
2017 established criteria (342/19-01-2017) according to which the candidate psychologists
are evaluated based on whether they fulfill the conditions in order to be included in the
list of school psychologists. Among the necessary criteria are a postgraduate education in
school psychology and an internship in special and general education schools.

2. Materials and Methods

The present study examined the perceptions of teachers and school psychologists
about the roles of school psychologist in the region of the island of Crete, Greece. For this
purpose, an exploratory study was carried out using a descriptive design.

2.1. Participants

The participant sample in this study consisted of a total of two hundred and seventy-
nine (279) teachers and fifty–seven (57) school psychologists working in the four prefectures
of the region of Crete during the school year 2018–2019. The sample was selected by the
process called “snowball sampling”, as the researchers first sent the questionnaire to schools
in Crete, which they were already familiar with and then the questionnaire was forwarded
to other colleagues. The majority of participants in both groups were female, as indicated
by Table 1.

Table 1. Gender Distribution.

Gender Teachers [f (%)] Psychologists [f (%)]

Male 90 (32.3%) 7 (12.3%)
Female 189 (67.7%) 50 (87.7%)

Total 279 (100%) 57 (100%)

Most participating teachers were in the age group of 36–45 (M = 41.77; SD = 8.3), while
the psychologists were younger (M = 35.28; SD = 5.1), as shown in Table 2.
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Table 2. Age Distribution.

Age Teachers [f (%)] Psychologists [f (%)]

25–35 67 (24%) 36 (63.2%)
36–45 129 (46.2%) 18 (31.6%)
46–55 69 (24.7%) 3 (5.3%)
≥56 14 (5%) 0 (0%)
Total 279 (100%) 57 (100%)

The distribution of the sample regarding its prefecture of Crete is shown in Table 3.
Most of the teachers and psychologists worked in the two largest prefectures of the island,
namely Heraklion and Chania, which may be related to recruitment rates per region.

Table 3. Prefecture Distribution.

Prefecture Teachers [f (%)] Psychologists [f (%)]

Heraklion 138 (49.5%) 26 (45.6%)
Chania 74 (26.5%) 15 (26.3%)

Rethymno 47 (16.8%) 12 (21%)
Lasithi 20 (7.2%) 4 (7.1%)
Total 279 (100%) 57 (100%)

Most of the teachers (39.8%) and psychologists (56.1%) worked in primary schools,
while a large percentage of teachers (35%) also worked in high schools (Table 4).

Table 4. School Distribution.

Type of School Teachers [f (%)] Psychologists [f (%)]

Kindergarten 25 (9%) 0 (0%)
Elementary 111(39.8%) 32 (56.1%)
Secondary 45 (16.1%) 4 (7%)

High school 98 (35%) 5 (8.8%)
Vocational school 70 (25.1%) 16 (28.1%)

Total 279 (100%) 57 (100%)

2.2. Instrument

The current study aimed to investigate the role(s) of school psychologists as per-
ceived by teachers and compared the teachers’ perceptions with the roles identified by the
practitioners (school psychologists) themselves. A quantitative research technique was
implemented and a questionnaire was used as the data-gathering instrument. Each par-
ticipant completed an online, anonymous questionnaire on the “Google Forms” platform,
adapted from a previous national document [26]. In this way, it could be sent electronically
to geographical locations without the presence of the researcher, which eliminates the
potential influence of the researcher. The questionnaire was translated into the Greek
language by two native Greek speakers and was administered to a random sample of five
teachers to test the comprehension and rewording of the items. Quantitative data were
analyzed with SPSS Statistics (IBM, version 22).

A description of the instrument is presented below:

• Part I: Demographic information, including gender, age, type, and place of school;
• Part II: (a) Twenty–one (21) items about the preferred roles of school psychologists,

and (b) twenty-one (21) items regarding the current roles and tasks. Questions were
answered on a 3-point scale (1 = disagree, 2 = somewhat agree, 3 = agree);

• Part III: Two statements for the evaluation of the satisfaction regarding the cooperation
between the teacher and the psychologist.
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The reliability of the ratings in the questionnaire was determined using Cronbach’s
alpha coefficient. The reliability of the 21 items related to the ideal roles was 0.86 and for
the 21 items related to the current roles the reliability was 0.84.

2.3. Procedure

The authors initially directed the questions to school administrators via telephone
and then through e-mail. Although the traditional mailing mode has been found to
result in greater response rates than web-based administration research tools [52], in this
study, due to a lack of time, the online questionnaire was sent to the administrators of
each school. A follow-up reminder e-mail was sent to all those school districts whose
administrative authorities and/or Principals did not respond to the initial e-mail within
three weeks. In the case of a school’s agreement to participate in this study, administrators
were sent information through letters explaining the aims of this study; they also received
an informed consent form. The survey was conducted from January 2019 to April 2019.
Participation was voluntary and the participants had the opportunity to withdraw from
the study at any phase.

2.4. Measures

A frequency analysis was used to describe the sample responses regarding the useful-
ness of the school psychologist. In order to analyze, in a comparative way, the frequencies
between the two variables, contingency tables were used while the level of minimum
significance adopted was p = 0.05. In order to check whether the sample had different
perceptions about the actual and preferred roles of psychologists the Paired Sample t-test
was applied.

An exploratory factor analysis was carried out, which allowed us to compare and
contrast the underlying structure of the instrument with the theoretical structure considered
in its original version, providing important clues to study the construct validity and
improve the questionnaire based on the results obtained. Prior to the application of
the EFA, it was necessary to check some criteria about its viability: the KMO sample
adequacy measure and the Bartlett sphericity test were used. Regarding the determinant
of the correlation matrix, its value was 0.000, which indicated that there were statistically
significant correlations between the variables which were not homogeneous and, therefore,
the data were suitable for the realization of the EFA. The sample adequacy measure also
yielded a statistical value of KMO = 0.861, which is considered meritorious.

3. Results
3.1. Model Testing Results

A Principal Component Analysis and the varimax rotation method with Kaiser nor-
malization were applied to the 21 items related to the preferred roles for the school psy-
chologists in order to reduce the number of variables in our data to a smaller set. The
conceptual correlation of the variables led to the creation of four grouped factors. Detailed
information is presented in Table 5.

3.2. Comparison between the Ideal and the Actual Roles of the School Psychologist within Groups

Teachers Group: According to the results, statistically significant differences were
observed in most of the responses from the teachers’ group regarding what they considered
ideal school psychologists should do and the activities they observed school psychologists
to actually perform. In particular, while teachers wished that school psychologists’ work
roles at school included regular consultation through lectures and conversations (t = 5.145;
df = 278; p = 0.000), as well as teaching sessions in order to gain a better understanding of
students’ problems (t = 3.909; df = 278; p = 0.000), they did not see this happening.
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Table 5. Rotated Component Matrix a (n = 336).

Item
Factors

1 2 3 4

Child-Centered
Activities
α = 0.859

9. School psychologists should assess children for special
educational provision 0.565

6. School psychologists should carry out preventive group
work with children 0.624

1. School psychologists should counsel students with
learning difficulties and behavioral problems 0.639

17. School psychologists should run group therapy for
children who have similar problems 0.738

19. School psychologists should consult with parents whose
children have learning difficulties and behavioral problems 0.751

5. School psychologists should counsel students with
personal and family problems 0.782

11. School psychologists should counsel students with
emotional problems 0.833

Activities
α = 0.770

15. School psychologists should assess pupils to compose
effective study programs 0.472

20. School psychologists should offer career guidance 0.566
10. School psychologists should teach classes to gain a better
understanding about problematic pupils in the classroom 0.662

2. School psychologists should regularly consult with the
school administration team and teachers through lectures

and conversations
0.681

3. School psychologists should give quick and
concrete advice 0.740

4. School psychologists should act as mediators in problems
between teachers and pupils 0.744

System Counseling
α = 0.745

13. School psychologists should counsel school
administrators and teachers on how to improve planning,

learning, and working conditions
0.571

21. School psychologists should advise school
administrators and teachers on how to improve

working conditions
0.622

18. School psychologists should counsel teachers on their
personal problems 0.677

7. School psychologists should act as mediators in problems
between school and parents 0.687

8. School psychologists should act as mediators in problems
between the school administration team and teachers 0.739

Management
Students’ Problem

α = 0.788

14. School psychologists should be able to eliminate pupils’
learning difficulties and behavioral problems 0.596

12. School psychologists should consult with teachers on
how to manage pupils who have learning difficulties and

behavioral problems (or other special needs)
0.713

16. School psychologists should carry out training for
teachers to help them manage different situations in the

classroom better
0.744

a Rotation converged in 6 iterations.

Another point that emerged was that while teachers viewed the psychologists’ medi-
ating role as ideal in various critical situations, they responded that this activity was not
performed by the school psychologists in their daily work practice. In detail, the responses
that represented the ideal mediating role of school psychologists in the problems between
teachers and students (M = 2.37; SD = 0.84) and those that showed the real role according
to their views (M = 1.88; SD = 0.86) differed significantly (t = 9.876; df = 278; p = 0.000).
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Additionally, the statistical analysis showed that teachers wished that school psycholo-
gists would give quick and concrete advice (M = 2.84; SD = 0.38), while they perceived that
they did not really do this (M = 2.59; SD = 0.52) (t = 8.614; df = 278; p = 0.000). Moreover,
the teachers considered it ideal to receive support from school psychologists regarding
their own personal problems (M = 2.44; SD= 0.80) but they did not actually receive this
support, according to their responses (M = 1.68; SD = 0.79) (t = 13.052; df = 278; p = 0.000).

School Psychologists (SPs): Although SPs recognized the need to provide consultation to
educational staff, it was not within the scope of the activities that they actually performed.
More specifically, they assigned lower scores to the real roles (M = 2.88; SD = 0.47) and
higher scores to the ideal ones (M = 2.95; SD = 0.22), in particular concerning collaborative
consultation with teachers on how to manage students who have learning difficulties and
behavioral problems or other special needs (t = 2.056; df = 56, p = 0.044). A difference in
the statement concerning the provision of career guidance was also observed. The SPs
assigned a higher score to the ideal (M = 2.72; SD = 0.56) roles than the real roles (M = 2.28;
SD = 0.82), meaning that while they scored career guidance as a preferred task, they did
not in fact provide it to the students (t = 3.916; df = 56; p = 0.000).

It is worth noting that the group of teachers seemed to have higher and perhaps more
demanding expectations than those shown by the group of school psychologists. The latter,
apparently, did not correspond to reality, while psychologists themselves estimated that
they did perform the tasks expected of them.

3.3. The Usefulness of the School Psychological Support Services

The majority of the teachers (n = 205; 73.5%; SD = 0.49) and psychologists (n = 54;
94.7%) in the sample assessed the provision of the school psychological support services
as very helpful, while 24.7% (n = 69) of the teachers thought that this work was helpful.
Only three psychologists (5.3%; SD = 0.22) considered their work to be useful in the
school context. Therefore, the higher frequency of reports by both teachers and school
psychologists themselves confirms the importance and usefulness of school psychologists
throughout the school community and this can also be seen in Figure 1.
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Figure 1. Frequencies about usefulness of the work of the School Psychologist.

However, as indicated in Table 6, there was a statistically significant difference between
the responses of the sample participants, with school psychologists rating the utility of
their work more highly [χ2 (2, 336) = 12.168; p = 0.002].
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Table 6. Chi-Square Tests for question “On the average, how helpful do you think school psycholo-
gist’s work is for the school?”.

Value df Asymp. Sig. (2-Sided)

Pearson Chi-Square 12.168 a 2 0.002
Likelihood Ratio 15.841 2 0.000

Linear-by-Linear Association 11.704 1 0.001
N of Valid Cases 336

a 2 cells (33.3%) have expected count less than 5. The minimum expected count is 0.85.

4. Discussion

The roles and functions of school psychologists have been subject to continued debate,
with discussions often focusing on how the profession can expand from its emphasis on
assessment-related activities [24] to greater involvement in roles such as designing and
implementing academic and behavioral interventions, consultation with teachers and
administrators [26,53], administering group and individual counseling to students [6],
distance counseling [34] and other wellbeing and school development-related activities.

The practice of school psychologists encompasses direct (supporting children and
youth, assessment, and program planning) and indirect interventions (school development,
supervision, and consultation with teachers, parents, and other professionals) [10]. Conse-
quently, school psychologists nowadays can deliver a wide range of services designed to
improve the outcomes of students and their families [54]. These include tasks such as the
conduction of various assessments, consulting on a range of issues, working with parents,
in-service training, counseling, programmed evaluations, research and development, and
responding to critical incidents.

Student assessment, as one of the most common tasks of school psychologists, should
be reviewed in the new online learning environments on the rise, as validity issues are
raised and the need for further research on the use and interpretation of online assessment
methods is emphasized [55].

The results of this study show that there are significant differences in teachers’ and
psychologists’ perceptions regarding the role of the latter at schools. In particular, there
seems to be different expectations regarding the desirable/ideal and current/actual roles
that school psychologists assume and are called upon to perform.

Research indicates that many school psychologists wish to expand their role from
traditional client-centered tasks to more systemic interventions such as consultation [22].
The psychologists who participated in this study declared that they spent most of their
time on student counseling, dealing with learning, behavioral, and social difficulties. This
finding is in line with previous studies, which revealed a tendency to continue using the
client-centered model [6].

In addition, the school psychologists in the sample of this study felt that part of their
daily activities was prevention. This was a rather unexpected outcome, since previous
research studies showed that most school psychologists reported feeling less competent in
providing prevention activities than assessment and counseling activities [56]. In another
study, almost half of the participating psychologists reported that their training prepared
them somewhat poorly or did not prepare them at all for providing prevention activities or
intervention in crisis situations [2].

Although in the school psychology literature there is a lot of discussion about work at
the system level, in Greece this is seldom seen in practice, according to both schoolteachers
and school psychologists. Furthermore, the results of this study indicate that the teaching
staff in Greek schools wished that school psychologists would play a mediating role
in problems arising with other staff, as well as wishing that they were able to provide
counseling support on their personal problems; practically however, they did not see this
happening. This finding, in a way, seems to be confirmed by the literature where it is
mentioned that the provision of socio-emotional support to fellow teachers is a degraded
task of the psychologist [29,56]. However, in a study of the role of the school psychologist
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in the COVID-19 era [44], the role of teachers’ support on their own personal problems
seemed to emerge significantly.

The results are, in general, in line with the literature, which indicates that not much
time is left for consultation, as a wide variety of child-centered activities predominate [24,26]
and predetermine the roles and responsibilities of SPs at school. Greek school psychologists
also declared that career guidance and counseling was not among the tasks they undertook,
even though it was among their desired list of professional tasks/roles at school.

However, an interesting outcome of the present study which is different to previous
research findings is the following: providing psychological services to parents as an SP’s
task was not included as part of the actual role of school psychologists, while the research
literature demonstrates the importance of it. A large aspect of the SPs’ practice involves
providing direct services to learners; however, school psychologists are also trained to
facilitate teacher and parent development, and to intervene at the level of the school as an
organization, including parents [57].

It can safely be concluded that while those professionals involved in the educational
process wish to continue providing individual counseling to students to an even greater
extent, they also appraise the psychological support to the parents to be highly impor-
tant [4,6,26]. Overall, the current results, as well as previous studies, suggest that the field
of school psychology is expanding to utilize its integrated education beyond engaging with
assessment, in a wide range of tasks and activities [8,56,58].

Aside from the above findings, the results of the current study are consistent with
those of previous research on the positive view and recognition of the importance of the
role of the school psychologist in Greece [13,58]. Teachers seem to support the institution
of the school psychologist, as they consider it helpful or very helpful, thus highlighting its
necessity in the school context.

5. Conclusions

Overall, the findings from the current study concur with those from previous research,
in that school-based psychological support services are perceived as being helpful and
valuable services [58]. In general, the expectations about these services and the profession-
als who offer them, namely school psychologists, are somewhat similar to the expectations
found in related research studies in other countries. The latter include the desire for more
work with students and also with teachers, whereas work at the system level is considered
equally important.

At the time (January–April 2019) of the survey for the needs of this study, COVID-19
was not a threat, and thus, the findings reflect the situation and perception of the pre-
Coronavirus era. However, the role and duties of the school psychologists have changed
dramatically and quickly since the beginning of the COVID-19 pandemic. Notably, a sud-
den health and educational crisis [32,59] required increased crisis management knowledge
and skills and responsibilities to tackle the problematic situations that arose efficiently.
Parents, students, teachers, and other groups needed to be communicated with regarding
the new schooling requirements and school psychological support needs in due time,
allowing them to flexibly adapt to them. Recent research studies [60] referred to the new
schooling situation worldwide and examined it from a multidimensional perspective.

As the impact of the COVID-19 pandemic remains in our lives, school psychology
has to adapt across all aspects of training and practice. Indeed, assessment, intervention,
consultation, and other forms of school psychological services have begun to be adapted
and will likely look significantly different in the foreseeable future [41].

Notwithstanding, this study’s outcomes can be taken into account by the Greek
Ministry of Education for the long-term design of a system of school psychological services
in the Greek educational system, through a holistic consideration of school needs at a system
level. In a similar vein, we could say that the perceptions of the stakeholders themselves,
namely teachers, administrators, school psychologists, and students, can reinforce the
institutionalization of psychological services within school units, under specific conditions,
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as they know and can empirically convey the needs of their schools to policymakers.
Therefore, there is a need for continuous advocacy, on the part of school psychologists,
as well as their professional associations, their role, and professional identity within the
school context, in order to be able to respond in a timely and appropriate manner to the
constantly changing socio-psychological conditions.
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