
A R T I C L E S 
 

ROCZNIKI PSYCHOLOGICZNE/ANNALS OF PSYCHOLOGY 

 
 

DOI: http://dx.doi.org/10.18290/rpsych.2019.22.3-1 

EWA SOKOŁOWSKAa 

GRAŻYNA KATRAb 
aThe John Paul II Catholic University of Lublin, Poland 

Institute of Psychology 
bUniversity of Warsaw, Poland 

Faculty of Psychology 

A NEW APPROACH TO THE PROFESSIONAL ROLE  

OF THE SCHOOL PSYCHOLOGIST1  

The article is an invitation to discuss the role and tasks of the psychologist in the modern school. It 

advances the thesis that the primary role of the psychologist is to co-create the school environment 

and the educational process. Being a co-creator is the essence of the presented model of the psy-

chologist’s work in the school system. The model covers psychological activities defined as moni-

toring promotion prevention, and intervention. It identifies the need to continually expand the 

possibilities of psychological influences and to create an autonomous vision of their realization. 

Adopting and performing this role in the way described in the model seems to be crucial to build-

ing the professional identity of the educational psychologist—and a well-defined and clarified 

professional identity is the basic regulator of a person’s functioning in his /her professional role. 
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INTRODUCTION: THE BASIC PRINCIPLES  

OF THE SCHOOL PSYCHOLOGIST’S WORK 

The main task of the school psychologist is to promote the development of 

children in the school environment (ISPA, 2011). This type of support and assis-

tance also requires cooperation with the adults who bring up a child and/or are in 

his/her immediate as well as out-of-home environment. In order to ensure effec-

tive cooperation, the psychologist should adopt a partnership approach rather 

than a superior position.  

It is also worth remembering that all undertakings and impacts resulting from 

the professional role of the school psychologist should comply with the code of 

ethics for this profession (APA, 2018; PTP, 1991) and the legal regulations relat-

ing to work in educational institutions in his/her country, which are not subject 

to negotiation and discussion, or to the guidelines formulated by the school psy-

chologist’s superiors or by psychologists working in psychological and educa-

tional counselling centers. The points that we consider the most important will be 

briefly discussed, with the proviso that all the rules are equivalent and that com-

pliance with them is a prerequisite for the ethical fulfillment of the school psy-

chologist’s professional role. 

The primary aim of the psychologist’s work is to help other people deal with 

personal problems and achieve better quality of life. The first objective seems 

obvious and is widely shared. However, the second one is equally important. In 

the area of education, this means that the psychologist’s work should not be lim-

ited merely to intervention and perhaps psycho-prevention, but should also in-

clude activities that aim to improve the quality of students’ lives, for example by 

developing social skills, and to promote both children’s and their educators’ de-

velopment and welfare. The presented approach can be considered innovative 

because it abandons a common strategy of conduct predominant in Polish 

schools—namely, the strategy of focusing on negative phenomena.  

The basic ethical principle of the psychologist’s work is confidentiality, 

which means that the client (i.e., the person under the psychologist’s care) has 

the right to expect that the information the psychologist has about him/her is 

covered by professional secrecy.1 The psychologist cannot disclose it to other 

people without the consent of the person concerned, which also applies to  

a child, even the youngest one. Imparting information about the results of as-

 
1 The exception to the rule of confidentiality is a situation of risk to life and health, of which 

the patient should be informed at the beginning of his /her contact with the psychologist (Bednarek, 

2016; Brzeziński & Toeplitz-Winiewska, 2004; Fiutak, 2016). 
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sessment or about the course of a psychological conversation or therapy should 

be preceded by obtaining such consent. In practice, this means that a child must 

be consulted as to what information will be given to his/her parents and—

subsequently, with the parents’ consent—to the teachers or other people (e.g.,  

a doctor). This requirement may seem unrealistic. Compliance with the principle 

of confidentiality is the highest manifestation of respect for the child, treated as  

a subject. This principle relates to the requirement of informing a child about 

assessment results and about the course of treatment work. The language of 

communication should be adapted to the child’s abilities. However, when the 

psychologist gains the child’s trust and convinces him/her that certain informa-

tion will be passed on in order to improve the situation and help him/her solve 

the problems, there should be no trouble getting his/her approval for such action. 

When working with a small child, a psychologist can be permitted to give the 

parents—who are morally and legally responsible for their child—more exten-

sive information; this refers, for example, to information resulting from the diag-

nosis, because it might be important for further assistance provided for the child. 

Another important principle of the psychologist’s work is to maintain profes-

sional independence. This means that, relying on his/her knowledge and compe-

tence as well as the ethical code, the psychologist decides for himself/herself 

and, in any case, makes the final decision and takes full responsibility for the 

actions taken in his/her professional capacity. In his/her professional activity, the 

psychologist adopts an internal perspective as a member of a given system or 

educational institution, and at the same time an external perspective as a person 

who is primarily concerned for the welfare of another human being, regardless of 

the targets set by this institution. What is at stake is the child’s welfare, and the 

school psychologist is the child’s spokesperson or an advocate for his/her wel-

fare. The child—younger or older, or even a young adult—is, and should be, the 

center of the school psychologist’s concern. Other people or different aspects of 

the developmental context (the environment) are important for the psychologist 

in so far as they constitute important factors in the proper and/or optimal func-

tioning of the child. In this perspective, the school psychologist is not only at the 

school’s service, engaged in its tasks and responding to the needs of the teaching 

staff, whose primary aim is to provide students with an education, but is also  

a co-creator of the school environment, understood as an environment in which 

the socialization and education of children and young people takes place 

(Sokołowska, Katra, Cierpka & Turska, 2017). This approach is consistent with 

the principles adopted and promoted by the International School Psychology 

Association (ISPA, 2017). 
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The school psychologist should cooperate with the child’s guardians, such as 

parents and teachers, to the extent that is needed to provide him/her with proper 

conditions for development. This involves taking care of the climate prevailing 

in the school environment, whose quality is crucial to educational outcomes  

(Eccles & Roeser, 2011; Katra, 2011; Laible & Thompson, 2008; Laible, Thomp-

son, & Foirmson, 2016). 

In the process of education and socialization, which, along with body matu-

ration, determines the individual’s personality and is crucial to what kind of per-

son he/she becomes, it is impossible to disregard the values held in our culture. 

One of the most important values is recognizing the person’s status as a subject 

and his/her right to develop her/her true potential, regardless of religion or eth-

nicity (APA, 2018). It is worth noting that humanity is born in relationships with 

others and the welfare of one individual ends where another person is harmed. In 

practice, reconciling the good of the individual and the good of others is not easy 

and often requires deeper reflection on the activities undertaken and on one’s 

professional decisions—and it always requires an individual approach.  

Education is a phenomenon whose essence is to prepare a dependent individ-

ual—the child—to live among and with others. This concept is accompanied by 

the assumption that education is basically an intentional process, undertaken  

by people who are socially appointed (delegated) to perform the role of the 

child’s educators. In other words, being an educator constitutes an inseparable 

part of their professional role or social position. Undoubtedly, such a situation 

occurs in the family and in educational institutions, established to pursue educa-

tional objectives within the framework of the educational process, defined as  

“a process accompanying body maturation, occurring in the asymmetrical inter-

action between the teacher and the student and resulting in the mental develop-

ment of the latter, mainly in social (developing social skills) and moral terms” 

(Sokołowska et al., 2017). 

Thus defined, education should serve two functions: adaptive and emancipa-

tory. The former prepares a student for being a person who adapts to society, 

while the second helps him/her to be an independent, responsible, and creative 

person. In our opinion, they are not in opposition but complement each other. It 

is easier, however, to see irregularities in how the adaptive function is carried out 

in the educational process than to see them in performance of the emancipatory 

function, which is becoming extremely important nowadays. The individual 

should be prepared to take autonomous decisions and construct his/her life with 

and among other people, in a specific community and culture. In order to take up 

life’s challenges, a person has to know the moral and social rules and have the 



A NEW APPROACH TO THE PROFESSIONAL ROLE OF THE SCHOOL PSYCHOLOGIST 
 

  

197 

necessary skills (reflexivity, critical thinking), which he or she must use creative-

ly and/or modify in order to maintain balance between fulfilling his/her own 

needs and potential on the one hand and the good of the community and other 

people on the other. Nowadays, on the basis of positive psychology, the psychol-

ogy of resilience (Ostrowski, 2015; Ostrowski, Sikorska, & Gerc, 2015; Richard-

son, 2002; Sikorska, 2016; Wolfe, 2014), and an approach focused on solutions 

(Świtek, 2014), experts highlight not only the role of individuality but also social 

resources and good social relations as essential for well-being and proper func-

tioning (UNICEF, 2017). Striving for friendly and supportive relations with oth-

ers requires not only the ability to ask for help and put it to good use, but also 

giving support as well as showing concern and understanding for others. It un-

derlies social skills, well-being, and the sense of meaning in life. It should also 

inspire educators involved in the upbringing process (Eggerman & Panter-Brick, 

2010). 

From the perspective of the effects of education, it is important for educators 

to realize that a child learns by observing other people’s behavior and that it is 

educators who are the most important models for their charges (Bandura, 1997). 

Therefore, they should not limit their perception of the upbringing process only 

to the intentional educational measures that they consciously undertake. They 

should be fully aware that they are “carriers” of specific patterns of behavior 

which children—students—follow, both intentionally and unintentionally. Edu-

cation cannot be perceived merely as deliberate and conscious efforts on the part 

of educators, targeted at students. What is needed is a broad ecological approach 

to this process; what this means for the educational psychologist is dealing not 

only with the child’s/student’s development but also with the environment (e.g., 

the school climate) in which the child grows up.  

Given the assumptions and approach to education outlined above, in this ar-

ticle we want to present a model of the school (educational) psychologist’s work 

which we have proposed as the M–P–P–I (Monitoring–Promotion–Prevention–

Intervention) model (Katra & Sokołowska, 2010). The model includes psycho-

logical activities categorized as monitoring, promotion, prevention, and interven-

tion. It should be noted that the M–P–P–I model is a formal and intercultural one. 

It is a kind of framework to be filled with contents that are culturally determined 

or that take account of current conditions and circumstances. An example can be 

the issue of respect for the rights of the child (ISPA, 2011, 2017). These rights 

should be promoted, preventive actions should be taken to stop them from being 

violated, and if they are, intervention should be made. 
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DESCRIPTION OF THE FOUR-ELEMENT M–P–P–I MODEL,  

WITH EXAMPLES 

The first category of activities we present is monitoring. It is a necessary 

complement to the pyramid in our model of the school psychologist’s work (see 

Figure 1). 

 

 

Figure 1. The M–P–P–I model as a pyramid, with promotion as the base and with successive forms 

of activities placed in the space of monitoring. 

 

Monitoring is the base for the remaining categories of action; before taking 

them, the educator must observe school life from the perspective of the educa-

tional process and keep track of how the basic educational functions (adaptive 

and emancipatory) are performed. The essence of monitoring is, therefore, to 

observe the course of the educational process. This involves observing to what 

extent the child has a chance to assimilate moral norms and acquire social skills 

along with developing his/her individuality and potential as well as building 

self-reliance and responsibility for his/her functioning. The primary function of 

this psychological activity is to control the educational process and the child’s 

development, taking place within the framework of promotion, psycho-preven-

tion, and intervention. 
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Monitoring also consists in regularly watching or checking the effectiveness 

of various actions undertaken within the framework of promotion, prevention, 

and intervention. It can be defined as a category of activities continuously under-

taken in school, simultaneously with other kinds of psychological activities. The 

education and upbringing process requires control and reflection from the school 

psychologist. He/she needs to look through the prism of objectives other than 

those formulated by the educational system.  

The forms of monitoring are: observation of individuals and groups, conver-

sation and psychological interview conducted during meetings with classes and 

teachers, surveys and questionnaires carried out among students and other partic-

ipants in school life that allow for gathering information, a monograph on  

a class,2 or sociometric research defining the position of an individual in the 

group and the character of ongoing interaction. The most complex form of moni-

toring and/or its culmination is expert evaluation of the education system 

(Jurkowski, 2003). 

Promotion, another category of activities included in the M–P–P–I model, is 

essential for the presented model of the educational psychologist’s work in 

school. In our opinion, the ultimate aim of the school psychologist’s work is to 

support an individual in achieving a better quality of life. A person attains psy-

chophysical well-being when he/she is able to experience life as meaningful, has 

the feeling that he/she is creative and productive, and copes effectively with 

challenges. According to WHO, these are the criteria which are met by a healthy 

person (WHO, 2001). Physical and mental well-being, maintaining satisfying 

interpersonal relationships, solving problems in a constructive way (including 

developmental tasks), a positive quality of life, and a sense of happiness are fun-

damental aspects of positive psychology, which is sometimes referred to as  

a theoretical framework of promotion.3 

 
2 The method devised by Antonina Gurycka (1982), which consists in gathering information 

about a specific class and its students on several levels, from the individual level (basic and demo-

graphic information about students and their state of health) to information about the class as  

a social group (positions occupied in the class by individual students, the popularity of individual 

children, etc.), highlighting the role of the teacher as the leader of this group (the way of managing 

the class, overt and hidden conflicts, etc.). 
3 Examples of mental health models that draw on positive psychology resources are: the func-

tional model of mental health (Lehtinen, 2008); the model of complete health (Keyes & Lopez, 

2002), and the salutogenic model (Antonovsky, 1987). Individual and environmental resources can 

serve a protective function, enhancing positive mental health. High psychological, emotional, and 

social well-being manifests itself, among other things, in taking care of others, in high self-esteem, 

in a positive and balanced mood, and in a sense of coherence (Czabała, 2015). People with a good 

sense of coherence are aware that they have a strong sense of understanding of incoming infor-
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The rationale for this approach is the fact that the psychologist not only  

reacts to somebody’s personal problems by helping to solve them but also  

co-creates—in a thoughtful manner—the educational environment, together with 

other people who are responsible for the students’ development (parents, teach-

ers, psychologists, and educators). Our model psychological work diverges from 

standard practice, since the percentage of time and the amount of effort put in by 

psychologists—on account of the requirements laid down in schools nowadays—

refer mainly to assessment, crisis intervention, as well as prevention of mental 

problems and school failure. Promotion may relate not only to learning processes 

(see NASP, 2010) but also to the processes of shaping personality, which means 

supporting the individual’s positive characteristics4 (Sokołowska, Zabłocka-

Żytka, Kluczyńska, & Wojda-Kornacka, 2015, 2016). This is consistent with the 

theoretical and practical requirements applied in psychology in situations when 

psychological support is provided (Standards of Practice for Health Promotion 

in Higher Education, cited in: ACHA, 2012; WHO, 2002, 2005), with the ethical 

standards, and with participants’ expectations as to the nature of a specific pro-

motion. Promotion can include training in attitudes and skills such as rational 

thinking, focusing on the positive sides of everyday life, recognizing one’s true 

potential and strengths, communicating in a direct way, resolving disputes in  

a constructive way, time management, and learning methods involving self- 

-affirmation (e.g., “I know,” “I can,” “I will manage”) as well as inspiring posi-

tive and adequate emotions (see Cottrell, 2003; Hartley, 2002; Hayes & Smith, 

2005; Miskimin & Stewart, 2011). 

An example of school promotion may be the entire school and class security 

system implemented in a given institution (see Kołakowski, 2013, pp. 406–429). 

The rules are regarded as an essential element of education. They are publicized 

and discussed. All the staff and students refer to them in the daily life of the 

 
mation. They are characterized by a sense of resourcefulness, which means that they realize they 

have the resources to meet demands, and by a sense of reasonableness, i.e. the belief that it is 

worthwhile to be involved and that problems are a challenge rather than an insurmountable obstacle 

(Antonovsky, 1987). 
4 In the three research projects, positively evaluated by the ethics committee, we investigated 

young adults’ expectations concerning mental health promotion (see Sokołowska et al., 2016) and 

planned the contents of promotion program that could be implemented in schools and /or universi-

ties (Sokołowska et al., 2015). Among other things, we planned in detail to support individuals’ 

positive characteristics, namely the realization of their strengths, the visualization of their positive 

plans and expectations for the future, and focus on the successes of everyday life and on activities 

that inspire positive emotions (see the exercises called “I and my resources,” “Visualization of the 

future—a diary of the future,” “Successes,” and “Pleasure planning,” cited in Sokołowska et al., 

2015, pp. 136–141). 
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school, which is a good practice. Everybody knows what is positive and indicates 

concern for others (prosocial behavior is expected) and what standards of behav-

ior are required. This facilitates interactions between the teachers and students 

and between the teachers and parents. One element of this system is the “Code of 

anger,” which assumes that there are acceptable and unacceptable ways of ex-

pressing anger. For example, it is forbidden to “hit anyone, including myself” or 

“scatter things around the classroom,” but it is not forbidden to “say aloud what I 

feel and why” or “ask if I can go out of the classroom to calm down” (postscript 

added by the authors of the article: for security reasons, the last method applies 

only to “almost adult” students) (Kołakowski, 2013, p. 419). Everyone has the 

right to be angry, but breaking the rules results in certain unpleasant conse-

quences. This kind of promotion includes any activity that allows people to build  

a good school climate and which ensures that the transparency and predictability 

of the school environment as well as positive attitude towards individual subsys-

tems in the school and towards one another are respected and supported. 

Another important element of promotion is care about the quality of relation-

ships. Our school should be a community of people who support and respect one 

another and resolve conflicts constructively—or, in any case, do their best. The 

role of the psychologist would be to model an attitude of mutual respect and 

understanding, acknowledging the rights of the individual. For example, he/she 

could organize workshops on communication, conflict resolution, negotiation, 

self-regulation, or integration activities. The following projects are examples of 

integration activities: “Youth for Hospice,” “The Invisible Hand (Pass Good 

On),” “Winter and Birds,” “Holidays With Poetry,” “Summer Play Academy,” 

“The Painting Picnic,” or “Idyllic Climates” (see “Project as a Method of Educa-

tional Work,” in Kołakowski, 2013, pp 558–573). It is noteworthy that these 

projects were planned together with the students and that the whole community 

benefited from them, not just students—the beneficiaries of such activities are 

often the elderly, the sick, those in need of learning support, and many others. 

Another useful promotional activity could be organizing a psychology club, 

conducted by a psychologist in the school for all interested students. In this kind 

of club, students could have an opportunity to familiarize themselves with the 

latest psychological knowledge (e.g., learn about the models and concepts of 

mind functioning), and with the methods of training in important mental func-

tions (e.g., mastering memory strategies or developing emotional intelligence). 

Besides, they could get to know each other and have an opportunity to consoli-

date the school community (initiatives such as voluntary work, integration days, 

the or psychologist’s days). 
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The aim of school promotion is to create optimal conditions for the students’ 

personal growth by developing their individual resources, building systems of 

mutual support, as well as improving the school environment (school climate) so 

that each person individually and all the people together can receive support. 

Last but not least, promotion should aim at acquiring competence in proactive 

self-regulation5 (Katra, 2011, 2016). 

The function of promotion can be defined as developing the child’s abilities, 

providing positive role models, improving interpersonal skills, as well as increas-

ing the child’ and his/her teachers’ well-being. The form of the work used  

in promotion does not differ from the methods employed in other psycholog- 

ical activities. These are, for example, active methods such as workshops, coach-

ing, training, and lectures. The participants may be assigned homework, to be 

done either on paper or in an electronic form. They have access to audiovisual 

materials. 

In the presented M–P–P–I model, prevention is the third element, placed 

immediately next to promotion. In this theoretical model it is a natural continua-

tion of promotion. In definitional terms, the difference between prevention and 

promotions lies in the fact that the former focuses on threats and possible psy-

chological problems and difficulties, which means preventing risky behavior or 

irregularities in the educational process. Breaking prevention down into three 

categories—primary, secondary, and tertiary—makes sense if we take account of 

the situation in a specific school. Working with groups of children and adoles-

cents, when adverse events still have not occurred, or if they have, they have not 

set in yet (primary and secondary prevention), will be completely different than 

working in a school where such events have already taken place, required inter-

vention, which was effective, and after it has been successfully completed, the 

person (people) who is (are) still recovering is (are) back under the care of the 

school psychologist. Then we smoothly enter the third, “preventive” phase (aid), 

which is to ensure that the person (people) will not resort to the earlier unfavora-

ble methods of resolving difficult situations. 

An example of school prevention is prevention programs, which are designed 

to last a few weeks, up to several months. A model method in the case of primary 

 
5 Proactive self-regulation means conscious realization of intents and purposes, in both near fu-

ture and distant future. It is a process which consists of four phases: (1) pre-decision-making (trans-

position of needs and desires into intentions and choosing related goals), (2) pre-activity (adopting 

ready-made strategies to achieve goals or devising a plan of action), (3) activities (implementing and 

monitoring a plan), and (4) post-activity (reflection on the result obtained) (Katra, 2011, 2016; 

Zimmerman, 1990, 2002; Zimmerman & Schunk, 2004). 
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prevention could be the actuarial method of supporting mathematical thinking  

in children called „Children’s Mathematics,” developed by Edyta Gruszczyk-

Kolczyńska6 and addressed to children who start their mathematical education in 

school (Gruszczyk-Kolczyńska & Zielinska, 2009). The Good Start Method 

(GSM, Bogdanowicz, 2014), based on the method of Le Bon Départ7 (LBD), has 

a similar character).8 It is another method addressed to children who start writ-

ing. These programs were created for Polish pupils in order to prevent school 

failure, and there are documented reports that they work well in primary schools. 

Secondary (selective) prevention is addressed to people in the risk group. In 

most cases, these are students who experience a specific difficulty, but one that is 

not fixed, so it does not require intervention (including crisis intervention) as yet. 

Thus, it is clear that the aim is to prevent a specific negative developmental phe-

nomenon from intensifying or becoming fixed. When the need arises, a psy-

chologist “invites” a selected student—selected as the one who needs help the 

most—to a special meeting, together with a person who supports him/her. 

Teacher and parent modules, addressed directly to adults, are included in all 

known cognitive behavioral programs for children at risk of behavioral disorders 

(Bloomquist, 2006; Bywater & Eames, 2007; Bywater, Hutchings, Judith, Grid-

ley, & Jones, 2011; Hutchings et al., 2011; Jones, Daley, Hutchings, Larson, & 

Lochman, 2011; Manby, 2005; Webster-Stratton, Reid, & Stoolmiller, 2008) or 

emotional disorders (Kendall & Hedtke, 2013a, 2013b). They can be defined as 

programs that prevent educational problems and difficulties (Kołakowski, 2013). 

Secondary prevention programs are focused on specific psychological problems 

or difficulties—for example, on how to deal with the negative effects of stress, 

 
6 Most of the studies published by the author and her team are in Polish, as they are addressed 

to specialists working with Polish students and suggest specific methods of work useful for parents, 

teachers, or students. The article cites only one Polish title, chosen as an example of dozens of other 

studies. However, to introduce the author’s intents and purposes, we provide the address of the 

website in English that has been developed by the author herself (Gruszczyk-Kolczyńska, 2016) and 

an English review of one of her works which focuses on the program of 2012 (Szewczuk, 2013). 
7 “Le Bon Départ is a form of psychomotor therapy in which music and rhythm play a promi-

nent role. The method was originally developed by Thea Bugnet as an educational method for tod-

dlers to prepare them for writing education. To date, the LBD is also used as a treatment for devel-

opmentally delayed children in the Netherlands, Belgium, France, Portugal, Spain, Switzerland and 

Poland” (see Leemrijse, Meijer, Vermeer, Adèr, & Diemel, 2000, p. 248). 
8 Studies by the Bogdanowicz team are mainly in Polish because they provide source materials 

and detailed step-by-step instructions for parents, teachers, and even students on how to work (see 

Bogdanowicz, 2014). In order to introduce the methodology used for this method, we present its 

application in teaching English to Polish children, because the study refers to the MDS  rules (see 

Bogdanowicz & Bogdanowicz, 2016). 



EWA SOKOŁOWSKA, GRAŻYNA KATRA
 

 
204 

how to respond to aggression, how to refuse to take drugs, or how to effectively 

avoid substance abuse. 

The most difficult thing to implement in school is tertiary (indicative) pre-

vention, as it is addressed to people who have experienced difficulties, received 

psychological help, and are now recovering, but we want to make sure that these 

disorders will not appear again after the person returns to school and to the envi-

ronment where they live. Tertiary prevention primarily means supporting the 

therapeutic or rehabilitation processes conducted outside the school. 

The basic principle behind the development of prevention programs is that 

prevention is better than cure. Picking up and responding to signs of difficulty by 

giving rules about how to deal with problems (discussing the rules of communi-

cating without violence, four-step assertive reaction, communicating the self, 

etc.) and improving coping skills seems appropriate and useful and is the primary 

aim of prevention. The essential aim of preventive activities in schools is to 

avoid specified negative phenomena related to students’ education or behavior 

that might adversely affect the student’s development. The function of school 

prevention is to increase the teachers’ competences, develop students’ interper-

sonal skills, build up their resistance to unfavorable environmental influences, 

and enhance self-regulation. 

The basic forms of prevention are largely similar to the forms of promotion: 

lectures, instructions, and talks on education and development; the difference is 

that prevention focuses on correcting mistakes, whereas promotion is focused on 

development. The active forms are also alike: coaching, workshops, and training 

courses that combine theory and practice. 

Intervention is the moment in the school life when the psychologist has to of-

fer treatment to a child or a young person, provide help in solving specific prob-

lems, and directly respond to the difficulties and problems faced by the students 

as well as the adults who support them. Apart from mental disorders, there is  

a whole range of problems calling for intervention. The examples of risky behav-

ior include skipping classes, suspending the student’s rights, and having prema-

ture intercourse or sex without protection. These types of behavior are regarded 

as risky because they increase the likelihood of adverse psychological, social, 

and health impacts on the child’s development. In times of crisis, intervention 

should be undertaken within 72 hours, without undue delay (preferably straight-

away). Crisis intervention requires a great mobilization of the community—

backing up the existing support network or seeking assistance from the immedi-

ate environment and volunteers (James & Gilliland, 2007). There are specific 

procedures for responding, for example, to a terrorist attack at school, a natural 



A NEW APPROACH TO THE PROFESSIONAL ROLE OF THE SCHOOL PSYCHOLOGIST 
 

  

205 

disaster, or a fatal accident, which can all be traumatic experiences (if the experi-

ence is not worked through, the result might include the occurrence of PTSD in  

a student). Intervention is closely associated with the psychologist’s work. When 

something is wrong, it seems to be absolutely essential and is regarded as a natu-

ral psychological situation. Contacting the psychologist is then described exclu-

sively as a helping (therapeutic/healing) relationship. The novelty of the model 

presented in the article lies in giving students a sense of naturalness in their con-

tact with the psychologist well in advance, before problems that cannot be solved 

without professional help arise—before there is any talk about difficulties crop-

ping up. The psychologist in M–P–P–I model does not work only as an “ambu-

lance” or the “GP.” When there seems to be no way out, when the person has 

given up because his/her ways of remedying the situation have proved inade-

quate, it is even more difficult to overcome his/her fear and distrust. Trust in the 

psychologist can also be built in everyday relations, when assistance is not 

sought, but students enjoy the opportunity to learn about themselves and others. 

Thanks to what they have learned, in a difficult or even traumatic situation, they 

do not have to break down barriers and negotiate with themselves if perhaps the 

time has come when there is no way out but accept the psychologist’s help.  

The article presents a model of cooperation between the psychologist and the 

school in which intervention takes up a small percentage of the psychologist’s 

time and is provided for a small percentage of the student population. Solving 

problems on a regular basis would facilitate the psychologist’s work, as he/she 

would not have to work intensively with a particular person or a group of stu-

dents. It would provide plenty of daily opportunities to use his/her psychological 

knowledge, test his/her skills, and—step by step—build up personal skills. 

An example of intervention is the procedure to follow in the event of an inci-

dent of aggression. Each procedure is based on certain assumptions. Crisis  

(urgent) intervention can be divided into the following stages: (a) assistance in 

dealing with emotions (reducing emotional chaos, fear and suffering, enabling 

the client to express and abreact emotions), (b) assistance in obtaining a new 

perspective on the crisis, its importance and consequences, and (c) devising  

a plan and monitoring the process of solving the crisis (working out new, effec-

tive methods for dealing with the root problems of the crisis) (as presented in 

James & Gilliland, 2007). 

The essence of intervention is to correct irregularities in the process of child 

development or upbringing. The basic function of intervention is to restore the 

balance, to rectify upbringing errors, and to correct or compensate for negative 

upbringing experiences or developmental pathology. It can take the form of  
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advice for parents or teachers, or of direct help given to a child in dealing with 

problematic behavior or learning difficulties. 

IMPLICATIONS FOR SCHOOL HEALTH 

Apart from providing a formal framework for discussing the role of the 

school psychologist, the presented M–P–P–I model aspires to become a theoreti-

cal basis for this role and for the formation of professional identity. It could even 

be referred to as a “philosophical” model. The response given by a specialist to 

the question: Who am I as a psychologist? might include references to “finding 

fulfillment” in the aforementioned activities. There is much confusion as to the 

scope of the school psychologist’s duties, which the M–P–P–I model could dis-

pel. By organizing his/her work according to the presented model, the psycholo-

gist has the opportunity to invite those people who are the most important for  

a child to cooperate. He/she can also determine exactly what his/her work will 

involve. The truth of the matter is that without this systemic support the psy-

chologist will not achieve much. 

The M–P–P–I model emphasizes the creative aspect of the role of the school, 

or, more broadly, of the educational psychologist (with the proviso that not every 

educational psychologist works in a school). He/she is a co-creator of the school 

environment, that is a person who, together with the teachers and the manage-

ment, organizes work in the school and makes sure that its educational tasks are 

fulfilled and that the students’ proper development is fostered. 

We understand and define the educational process as a phenomenon condi-

tioned by various influences, including indirect influences coming from the 

“higher order” environments in which the school and its students are immersed. 

According to the presented model, however, the school psychologist has the 

greatest scope for action and understands that the style of the school’s function-

ing and its climate play an important role in the process of education and up-

bringing and contribute to—or interfere with—the effectiveness of these actions. 

Our model may be useful not only for school psychologists, but also for teachers 

and parents—that is, educators who are aware of their social mission. 

In the final part of the article, we will present the functions of the model 

more specifically, indicating how it might be useful. Firstly, the model deter-

mines the direction of work and allows the psychologist to monitor his/her activ-

ities in a methodical and systematic way. Furthermore, it might be helpful in 

realizing professional challenges and in formulating tasks to be performed as part 
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of his/her job. Moreover, it allows for constructing more realistic social expecta-

tions from psychologists and educational institutions. Its use might also include 

designing psychologists’ professional development as well as providing school 

and educational psychologists with a framework for establishing their profes-

sional identity. Finally, it should be treated as inspiration for further efforts, fo-

cused on determining the role of the school psychologist in the education system 

and educational institutions. 

In summary, the model defines the scope and nature of the necessary yet 

basic competences which the school psychologist should have. This does not 

mean that all of these competences must be or are highly developed in a particu-

lar person. Some psychologists can perfectly cope with crisis situations, while 

others are skillful in handling conflicts. However, every school psychologist 

should have some basic knowledge and the skills described above (see NASP, 

2010). On the other hand, he/she should be able to collaborate with other profes-

sionals in the process of upbringing and education, primarily with teachers, par-

ents, and other psychologists, or with doctors when the situation requires it. 

He/she should support parents and teachers in their efforts, because it is parents 

and teachers who have a direct and permanent impact on the child’s develop-

ment. 

The school psychologist’s work might also be of a direct character, but is al-

ways limited in time. The psychologist plays a secondary role in the child’s life 

and this state/relationship should remain so (i.e., unchanged), no matter how 

intense the work with the child is. The psychologist should always keep in mind 

that the top priority is the child’s relationship with his/her parents as well as 

his/her good relationships at school, as it is where his /her “real” life takes place. 

We must not forget that the school psychologist has also an indirect influence 

on the child. This happens through cooperation with the child’s parents and 

teachers, sometimes with the school support staff, or even with the local commu-

nity, as well as through cooperation in designing curricula and educational pro-

grams in educational institutions. 

An indirect impact on the child is exerted by the climate prevailing in the 

school or any other educational institution as well as the climate in the family. 

Current studies on socialization show that tender loving care given to children 

makes them more susceptible to educational influences; kids eagerly obey their 

teachers and try to “ingratiate themselves” with the latter by assimilating the 

accepted moral standards and manners. At the same time, they become more 

confident and ready to cooperate with others. Thus, the importance of promotion 

cannot be overestimated. The holistic M–P–P–I model has practical significance. 
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It seems useful for defining the nature of the psychologist’s work, for ensuring 

the quality of support provided to the child, or for devoting time to specific activ-

ities in order to achieve the optimum effects of the educational process. 
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