
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS IN PERSPECTIVES OF PLANNING AND 

MANAGEMENT OF SCHOOLS IN THE DEMOCRATIC REPUBLIC OF CONGO: CASE OF THE ITURI 

PROVINCE FROM 2021 TO 2024 

Dr. FELIX DRATIMA GBOTSHINGA, PhD 

Rector of the Professional University of Africa 

1. Introduction 

The chapter will present the overall findings of the study that will be widely outlined and present both quantitative 

and qualitative findings of the research on the role of school planning and management in the Ituri Province of the 

Democratic Republic of Congo (DRC) in 2021-2024. This chapter attempts to integrate the facts and the 

conceptualization of both systems theory (Bertalanffy, 1968) and participatory planning theory (Friedmann, 1987) 

along with human capital theory (Becker, 1964). It is these theoretical perceptions that furnish the prism through 

which the intricate processes of education systems, the role of stakeholders and resource distribution, and the ills of 

theory in contexts are to be studied and interpreted. 

The chapter discussion has been organized in such a way that it would reach four objectives, which are interrelated. It 

starts with an overview of the results of the overall research interests of the study using the overall description of the 

planning strategies, management practices, stakeholder perception, and the barriers that influence the functions of 

schools in conflict situations. In so doing, it evokes the overall effect on the education scenario in Ituri due to 

insecurity, financial constraints, bad governance, and the absence of infrastructures that all contribute to access to and 

the quality of schooling. 

Second, the chapter advertises both the findings within the larger policy context and theories, showing how noted 

trends match or do not match the known empirical evidence on education in fragile and conflict-based states. As it 

was pointed out in the discussion, the approach to educational planning and management is multi-dimensional, and 

weaknesses of operations cannot be viewed in a vacuum of the social, political, and security forces. Specifically, one 

chapter is dedicated to the impact of the convergence of top-down forms of governance and the absence of community 

intervention, which limits the local action in reducing the effectiveness and sustainability of interventions in education. 

Third, the chapter has evidence-based recommendations on different stakeholders (policymakers, provincial and 

district education authorities, school leaders, teachers, community representatives, and development partners). The 

recommendations will help to create effective planning, reinforce the practices of the management, make it more 

inclusive, promote participatory philanthropy, and provide better resistance to the destructive impact of the conflict. 

It emphasizes the conscious decentralization, capacity building, ingenuity, and safety concerns, all of which can be 

used to create an accepting ambience for education in a place where insecurity and instability are the rule of the game. 

Fourth, the chapter examines future research gaps in the areas where longitudinal and comparative studies would be 

conducted on the effectiveness of interventions, the sustainability of planning strategies, and the impact of conflict on 

educational outcomes. It is also impossible to forget that the educational system of Ituri belongs to the larger socio-

political and humanitarian process, which is why the chapter suggests that a continuing empirical study is needed, 

especially on the lives of the teachers, students, and individuals who access one of the numerous displaced, destroyed 

infrastructures and insecurity. 

2. Summary 

2.1 On Planning Strategies 

The research has found that planning processes in Ituri Province are highly centralized and top-down, with little 

influence of the local stakeholders, which in this instance are school heads, school teachers, parents, and community 

representatives. Though the national policy encourages plans that are decentralized, the reality on the ground is that 

credible decisions on how the resources are to be distributed and how teacher placement and development of 

infrastructure are to be carried out are at the provincial level or at the national level. This centralization renders 
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planning processes unresponsive to local realities within the context, including differences in the intensity of conflicts, 

urban-rural differences, and local responses to community differences in educational needs. 

The use of the School Development Plans (SDPs) was discovered to be pitiful, yet it was mandated in the policy 

documents in the entire province. There was a working SDP in less than 35 percent of the schools, and in most cases, 

the plans were archaic and half-baked. The school heads' interview revealed that SDP effects seemed to be conditional 

on third-party assistance by the NGO or the donor agencies, despite the availability of the SDPs, and this reflected 

how susceptible the planning exercises were in the conflict-prone environments. It was also an imperfect effectiveness 

of such plans because there was no regular monitoring and evaluation. 

The planning of infrastructure became one of the problems. Most of the schools are located in those that were partially 

destroyed or those that lack the basic facilities, furniture, and teaching material, as well as sanitation. This 

infrastructural shortage is further added to by the fact that the rebuilding of such nations as Djugu, Irumu, and Mahagi 

is often interrupted by the new assault or the reestablishment of both the teachers and the students. These problems 

were further worsened by budgetary aspects, where most of the schools received less than a fifth of the expected 

annual budgetary allocations. 

2.2 On School Management Practices 

This research identified it to be so because the school management practices within the Ituri Province are very minimal, 

as they lack logistical, structural, and security challenges that lead to disproportionate supervision, ineffective record 

keeping, and inefficient monitoring and evaluation systems. Neither was supervision by the education officers very 

consistent in the rural or conflict-prone regions, like the Djugu, Irumu, and Mahagi regions, which were not always 

reachable because of insecurity or the failure of infrastructure. The personal interviews with teachers and school 

administrators held that during the rare instances when inspection was forced, the responsibility and tracking of the 

teaching curriculum was restricted to once a term. 

Another major area of weakness was the record-keeping. Many schools had low-quality standardized registers, records 

of attendance, records of money, and records that were not complete and were generally out of date. The lack of 

common administrative data damaged both the internal administration of the schools and the capabilities of the district 

and provincial office of education to make informed decisions in matters of resource allocation, staffing, and decision-

making about interventions. Poor record keeping was experienced, especially in the rural schools where the 

administration capacity and training were very minimal. 

Proper monitoring and evaluation (M&E) systems were not developed. Schools had very scanty structures, trying to 

establish the performance of the individual teachers, the standards of learning of the individual students, or the 

integration of the teaching methods. Because of this, such corrective measures were not taken, and that is why the 

performance gaps were usually not detected. Such that the study would have been hard-pressed to quantify the gains 

of time, and the results would not have been easily comparable across alternative schools, the issues of governance 

were multifactorially addressed by the research problems. 

The level of teacher support and encouragement was incredibly low, and this is dependent on the economic and work 

levels. Delays in payment of school-related salaries were usual, up to four to eight months for the majority of the 

teachers, something that negatively affected morale, a factor that led to absenteeism. The further undermining of the 

teacher's efficiency was also due to the overcrowded courses that extended beyond the recommended teacher-to-

student ratios and the lack of teaching materials and effective opportunities to develop as a teacher. The interviews 

revealed that the provincial authorities, in addition to the community, did not support teachers as much as they could 

and minimized their commitment and involvement. 

The research also found the compounding effect of insecurity on management practice. Where insurgents were 

working, the administrators of schools were compelled to implement informal means of school management, like ad 

hoc transfers, changed schedules, or volunteer teachers, to ensure that at least a bare minimum of schooling was 

achieved. Such receptive actions, as required as they were, perturbed continuity and normality and constrained the 

efficacy of the generic material procedures. 
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2.3 On Stakeholder Perspective of Planning and Management. 

During the learning, it was determined that the significant stakeholders, such as the school heads, teachers, education 

officers, and community representatives, embrace the system of education in Ituri Province more than an inefficient, 

rigid, top-down approach to education. The national policy and the localities diverged quite a lot, based on which the 

school functioning is organized, which, as the respondents mentioned multiple times, was rather different. Although 

the stipulations provided in the policy documents with respect to the manner of decentralization, participatory 

planning, including school development, and the process of practically implementing policies have not been viable, 

erratic, or nonexistent in most territories. 

Members of the community, especially parents and community leaders who felt that they had little input in the process 

of decision-making, were also threatened. The greatest criticism was to discover that parents who should have been 

supported in schools financially and logistically were not members of the planning committees and structures 

governing them. The consultations with the people of the community showed that the decision-making process about 

the budgets, staffing, and installing the infrastructures is done on random occasions, and adds a sense of alienation 

and no ownership of the community in the education programs. In reference to the example given by one of the parents 

of Djugu, we contribute and are involved in the procedure of the repair, yet all the choices are taken by the government 

itself without consultation with us. 

It was also demonstrated by teachers and school heads that there was no local agency. They maintained that the policies 

under the control of provincial/national government hardly do much about attaining the particular problems, such as 

the insecurity, the teacher shortage, or even the lack of infrastructure in rural or war schools. This top-down strategy 

restricts the ability of the school administrators to offer effective solutions to problems at the local level, and in the 

majority of cases, top-down interventions imply that school administrators will be responsive and not proactive, and 

plan as well. 

The NVivo-based thematic analysis demonstrated that the perception of the stakeholders had several similarities. 

Some of the theme considerations were insecurity, lack of resources, non-democratic involvement of the government 

and participation, and dependence on the NGOs. The most common reason was the insecurity that indicates the truth 

that the constant danger of violence is virtually destroying the planning and the process of management. The lack of 

resources worsens the disfavored sense of the stakeholders alongside the problems of scarcity in the form of the 

available resources, finances, and teaching resources due to the lack of resources. Meanwhile, some of the participants 

acknowledged that the NGOs play a very major role in maintaining the functions of the schools, whether it is the 

supply of learning materials or the rebuilding of the infrastructure. 

2.4 On Challenges and Recommendations 

The paper got an opportunity to specify a number of interdependent issues impacting school planning and management 

in Ituri Province. The ultimate of all the best was insecurity, which was observed and quoted by almost all respondents. 

The impact of the work of the armed group in the territories of such groups as Djugu, Irumu, and Mahagi is very often 

the closure of schools, the displacement of teachers, and sometimes the interruption of the school education of 

students. The fear of violence at any given time not only reduces the continuity of the education system but also 

reduces the supervision, inspections, and monitoring of the education officers as well. 

The unavailability of funds was the other problem of urgent concern. The research has discovered that the annual 

budget of the school was not 100 percent allocated in most schools, with less than 10 percent of the budget actually 

being allocated. This shortage cost through fixing infrastructure and supplying education resources, and even paying 

the teachers, led to low morale among the staff and the turnover of staff turnover. Most teachers reported that they 

were required to spend long hours on this unpaid work, discouraging them, and at times, they left the profession. 

The other issues that compromised the education system further were either the displacement of the students or the 

teaching staff. It is a common effect of families who migrated as a result of armed conflict that their migration to an 

urban center or even a camp also resulted in an upward and downward change in enrollment in one or more schools 

and a negative change in other schools. Such a shaky population puts pressure on the school administration in terms 
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of good staff, classes, and learning resources. It further contributed to making it a mountainous effort to gather 

productive data to plan and track. 

Due to these concerns, the stakeholders had a list of recommendations. Among the priorities was the emphasis on 

decentralization, whereby the stakeholders pointed out the necessity to decentralize power to provincial and district 

education offices to have the local leaders make locally specific decisions as regards the resource distribution, 

distribution of teachers, and reconstruction of the infrastructure. The teachers are also trained to take the center stage, 

and the pedagogical and crisis management skills are taught in ways that the teachers can perform effectively in 

scenarios in which there is a strain on the resources and the situation is risky. 

The results also indicate that there is a need to have long-term relationships with NGOs, development agencies, and 

international development organizations to complement the governmental activities. Consequently, a dependence on 

actors might just as certainly be a signifier of weak systems, but such collaboration necessitates the provision of the 

required resources, technical and capacity-building, especially where the state per se is either weak or unsafe. 

5.3 Conclusions 

Based on the findings of the study, one can reach multiple conclusions regarding the life organization of the schools 

of the Ituri Province in 2021-2024 and their structure. The above conclusions show the collective findings of the 

figures of the survey, the qualitative interview discussion, focus groups, and the field observation interpreted through 

systems theory, the participatory planning theory, and the human capital theory. 

3.1 The Planning Framework Is Undermined by Centralization and Conflict 

The education level planning in the Ituri Province in terms of the study has a horrendously low order due to the 

structural centralization and the ubiquitous influence of the armed conflict. However, despite the national policies 

promoting decentralized planning whereby the local school authorities, other than the communities, prepare the 

decisions, it has it that the top-down kind of planning is wearing itself out. Strategic plans like school development 

plans (SDP) and district-based education structures are normally designed in a way that does not give serious 

consideration to school leaders, teachers, and community members. 

This centralization produces a distortion of the policy intentions and reality in the locality. Provincial or national input 

of plans is often wanting in its deliberation of the circumstance strains such as insecurity, movement, rural and urban 

imbalance, and resourcelessness. It means that the school authorities will have to implement strategies that are not on 

the ground, and reduce the efficiency and effectiveness of the processes of planning processes. 

Conflict also nullifies the planning processes as it interferes with the normal school running activities, denies the 

school's accessibility to the education officers, and creates uncertainty about the allocation of resources. Insecurity 

plays a role in closing schools, evicting learners and teachers, destroying institutions, and indirectly, through them, in 

the effect that no well-laid plans are put into action. Moreover, the responsive aspect of planning, an investment in 

plans expected to support response in case of an emergency instead of designing an economy in the future, is a signal 

of the failure of the current mechanism in absorbing the shocks and the sustainability in inculcating education. 

The outcome in the form of centralization and war destroys accountability and responsiveness of the education system. 

The school principals and the teachers do not have many important decisions to make, and even the concerned 

community does not appear to be part of the planning processes, though it is the community that should be willing to 

step in and provide the resources. Making the educational plans less relevant and more sustainable, but also it is losing 

the trust between the stakeholders and the authorities, and making it even harder to govern and work in a less powerful 

environment. 

3.2 Management Capacity Is Inconsistent Across the Province 
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The findings indicate that the managerial capacity of the Province of Ituri is not even and that a distinction between 

schools in the urban and rural areas, which are quite safe and quite unsafe, can be constructed. The administrative 

form is weaker, the means are more often available, and the feel of provincial schools is more often practiced in the 

urban schools, and in particular, in Bunia, Mahagi, and Aru. These schools may be anticipated to be working on a 

record, to possess School Development Plans (SDP) on a round or circular basis with the added better control of the 

teacher setting and the student attendance. Their size is still small, but the visits of supervision are periodical, which 

helps to achieve a higher level of accountability and quality control of the instructional process. 

Conversely, constraints in various areas such as Djugu, Irumu, and Mambasa are too many and lead to the running of 

the schools' activities. The security issue and the logistic bottleneck, like roadblocks and lack of road transport, and 

their ubiquitous militia make it hard to direct the education officers and other external overseers. This means that little 

or no supervision is actualized, and school heads are left to run the schools under uncertainty and a lack of supervision. 

The majority of the heads of the rural schools lack training in leadership and administration or even in crisis 

management, but must resort to improvised ways where the running of the schools is left to a bare minimum. 

The rural schools, on most occasions, are either poor or lack record-keeping. Registers such as academic performance, 

money receipts, and attendance of students will be incomplete or absent. This lack of documentation is a weakness in 

the accountability to the district authorities, resource planning, and evidence-based decision-making. More than this, 

instructional practices are not evaluated and pursued in a homogenous manner, thus rendering them ineffective to 

track such links of quality instruction at schools, student achievement, and curriculum practice. 

The disparities in the management capacity are highly correlated with the teacher assistance and inspiration. Training 

workshops for teachers can be provided in city schools twice or once, even if there is not enough spare money 

available. In the rural schools, demotivating factors include nonpayment of salaries after four years and up to eight 

years, overcrowding of classes, and lack of instructional material, which are part of the motivating factors. The reasons 

for absenteeism and leakages, which further corrode the chain of management, according to the teachers, are a lack of 

commitment and recognition of the hard work by the management, as well as tough professional directives. 

Management capacity deviation is another problem not only under research in the sphere of efficacy, but also in 

learning equity. The sending rural areas also have marginalization, and that is courtesy of under-endowed learning 

institutions, poor leadership, and insubordination compared to the urban learning institutions, which are likewise 

endowed but have to work within an infrastructure of a weakly funded and insecure system. This imbalance is both a 

pointer to the structural imbalances on a large scale and also requires some interventions founded on the basis of 

capacity building, even distribution of resources, and situation-based governance. 

Hypothetically speaking, the result is congruent with the Systems Theory (Bertalanffy, 1968), which is interested in 

the interdependence of the school parts. This poor leadership and poor arrangement of the rural schools stain the entire 

education system of the rural schools since it comes between the work of the teacher, students, and the community. 

Furthermore, the research article also establishes the relevance of the Participatory Planning Theory (Friedmann, 

1987), according to which the lack of local empowerment and involvement only helps the school managers to become 

less responsive to the problematic situations. One should, however, combine the strategies to constitute a managing 

capacity by engaging training, decentralization, and community-based approaches to create strong schools that are as 

responsive as possible in the conflict-related milieu. 

3.3 Stakeholder Engagement Is Weak but Crucial 

In the findings, it is indicated that the stakeholder role in the school planning and school management of Ituri Province 

is so low and sporadic, yet it is also a requirement for the sustainability and effectiveness of the school performance. 

Schools are located in a wider social context, and the parents, local leaders, local authorities, and nongovernmental 

organizations (NGOs) might get involved, which might be influential. But in the actual sense, the study found out that 

community intervention is nearly marginalized and contribution is restricted to the emergency reaction, e.g., the 

closure of the school, restructuring that which has been ruined or harmed by the war, or temporary learning facilities.  
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Concerns about the formal aspects of decisions and decision-making processes alienated many stakeholders. School 

heads and teachers claim that most crucial decisions, such as budgetary allocations, placement of teachers, and 

curriculum priorities, are made centrally at provincial or national levels without much regard to the local communities. 

It is a top-down model and structure that lacks local ownership and a sense of faith between the school administration 

and the community. Rather, the parents and community representatives have nothing but resources and toil, which is 

why they are practically denied the means of influencing the planning and final results of the findings and, thus, are 

frustrated and disengaged. 

The thematic analysis of the interviews and focus groups showed that there were stereotypical issues regarding 

governance and participation. The most common ones were the lack of participation, state negligence, dependence on 

NGOs, and insecurity. Citizens also cited the common ownership of schools by the politicians, but not the locals, 

when it comes to extrusion and low accountability. This was echoed by the teachers and the education officers in 

stating that the participation of the community is of a reactive, sporadic nature, which is not so much strategic planning 

and proactive problem solving. 

Theoretically, the results support the applicability of the Participatory Planning theory (Friedmann, 1987) that 

discloses the importance of participative and bottom-up planning and governance. This stifles their resiliency, 

responsiveness to emergent matters, and reliance on external forces like the NGOs in order to remain vigilant in 

schools. An urgency to intensify the stakeholder occupation is hence highly feasible and an investment in sustainable 

education in such arenas as the Ituri, where centralization of management is not being successful due to the security 

issue and resource shortfall. 

3.4 Structural and Security Challenges Are Interconnected 

As shown in the paper, structural and security issues of the Ituri Province are intertwined, and they represent a complex 

setting in which education planning and management are prescribed as the main priority. The outcome of the insecurity 

as armed groups, school incidents, and forced displacement, has a ripple effect on every domain of the school 

activities. The school shutdowns, absence of students or teachers, and destruction of infrastructure are the norm of the 

day, and they derail the short-term teaching and long-term planning process. 

War economizes on expenditure and management. Low wages, inadequate learning facilities, and inappropriate 

funding train the teachers and lower their turnover rate. This is a maintenance of records or monitoring and evaluation 

system challenge at the administrative offices, particularly in the rural or high-risk zones. These organizational 

shortcomings are not simply logistical shortcomings, but these shortcomings are supported by the lack of security, as 

such, which leads to poor quality of education and further marginalization of the vulnerable populations. 

Besides that, as the paper further highlights, technical transformation in the form of School Development Plans (SDP) 

or teacher deployment policies could never produce the needed results without conflict-sensitive means. Back to the 

personal example, the plan for the infrastructure enhancement would factor in any security threat, but concerns such 

as displacement and access would be factored into the reaction of the approaches of the teacher allotment. Trauma-

informed schooling is also very significant, as the prevalence of psychological burden among the students and teachers 

as a result of violence publicity is ubiquitous. By neglecting these dimensions, one will make empty reforms that will 

not remove the real problems leading to the imbalance in education. 

Qualitative data given by the field prove this interdependence. When the cases of insecurity cannot be predicted, 

school heads and teachers declare that there is barely any planning. When in the village of Djugu CODECO raids the 

school, it happens, is burned down, and the whole world is rubbish. Education officers raised the same reservation, in 

which they mentioned that any well-clothed projects failed to perform on the ground due to security threats that either 

interfered with the implementation process or crippled the monitoring process. 

The structural limits and lack of security coalesce to present an image of how integrated and situation-specific 

approaches have to be applied. And this is where the Systems Theory (Bertalanffy, 1968) would come in best, as the 

failure of one part of the education system, such as security, infrastructure, or human resources, can impact the entire 

education system. Structural capacity and conflict mitigation should be implemented concurrently because they are 
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key elements to sustainable changes. Unless there is underlying violence, planning, management, or stakeholder 

engagement, reforms remain tentative and weak. 

4. Recommendations  

4.1 To the Government of the DRC (Ministry of Education) 

The results of the study show that there are systematic problems in educational planning and management in Ituri 

Province, which need some intervention on the national level. The Ministry of Education will be wise to bear the 

following suggestions in mind to overcome such hurdles: 

Decentralized Planning Authority 

Decentralization of education planning has led to a lack of national policy in touch with local realities. It would be 

most rational that the provinces, such as Ituri, would be allowed the freedom to shape, implement, and oversee 

education plans to adapt the strategies to the unique socio-political and security circumstances. The aspects to be 

decentralized in the case of decentralization are teacher allocation, resource allocation, and infrastructure planning 

structure; accountability standards must be set to ensure that the areas adhere to the national norms. Empowerment of 

the local education authorities will mean that the schools will be more responsive to the new crises. 

Ensure Timely Budget Allocations 

Lack of budgetary delays and other incompetencies were recounted as one of the greatest challenges to school 

business. The ministry should be interested in transparency in the tracking of the funds to ensure that the money given 

to the warring regions comes in a timely and expected manner. Allocate the special cost of doing business in a risky 

location to security detail, transportation to cater supervision visits, and repairing damaged infrastructure as quickly 

as possible. Setting up accountable mechanisms for overseeing the usage of the funds at provincial and district scales 

will aid in reducing embezzlement of the money and further motivate additional stakeholders to trust the government 

assistance. 

Standardize Data Collection and Reporting 

Planning and management will also be forced to demand current information. The Ministry should use disaggregated 

data systems to take into account school likelihood, teacher location, school infrastructure, student performance, and 

access to resources. An online reporting system that can be linked to provincial and district offices can be used to help 

with real-time tracking, preventive measures of disruptions, and informed decision-making. The openness of the 

information will also enable investigation, direct the resources, and allow specialized intervention by the governmental 

bodies and other developmental partners. 

Strengthen Capacity-Building Programs 

The ministry has to invest in the unceasing professional growth of the school administrators, the teachers, and the 

district officers. The leadership, planning, financial management, monitoring and evaluation, and education practices 

that are sensitive to conflicts will be oriented in the training programs. The capacity-building programs can be 

presented online, at workshops, and through mobile technologies to overcome the barriers of logistics, especially in 

rural areas and war zones. Such a plan will create local manhandling ability and strengthen the school generally.  

Integrate Conflict-Sensitive and Trauma-Informed Practices 

The Ministry should mainstream conflict-sensitive and trajectory-informed policy and practice methods, as one can 

say that the chronic insecurity and trauma affect the teachers and students. A plan on safe school operation, 

psychosocial support programs, and adaptive curriculum is to be prepared and distributed in a way that will enable a 
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school to be a safe and inclusive school. This will prepare the countermeasures to the adverse effect of insecurity and 

ensure the capacity of the education system to operate even under unfavorable circumstances. 

Promote Multi-Stakeholder Collaboration 

Lastly, the Ministry must ensure effective partnership with NGOs, community leaders, parent-teacher groups, and 

other individuals in the community. Roles, status, and open lines of communication would result in a better degree of 

accountability, mobilization of other resources, and topicality of interventions on a situational scale. The stakeholders 

will also be expected to own the programs by engaging in the programs so that they can sustain the programs as well 

as create trust in the education system. 

In effect, the strategy interventions advocated by the Ministry of Education should encompass the idea of 

decentralization, promptness in distributing resources, data centralization, capacity building, planning that is sensitive 

to conflict, and coordination among the participating parties. The interventions will make a better, more robust system 

of education, which will be capable of addressing structural and security-related issues in Ituri Province and in conflict-

related regions in the DRC. 

4.2 The Provincial Education Authorities. 

The provincial education authorities are also significant in the provision of the connection between the national policy 

directions and the school directions. They ought to be empowered in regard to strengthening the organization, 

supervision, and delivery of education services in the war zones, such as Ituri. The paper offers some major suggestions 

to the provincial education authorities: 

Enhance Local Supervision. 

Constant and efficient control of schools is necessary, a regime that would guarantee adherence to educational 

standards, support the teachers, and identify the weaknesses in the use of infrastructure and teaching. The provincial 

authorities ought to use more education officers whose mandate will be the monitoring of the schools. These officers 

ought to be provided with mobility allowance, good transport, and security advice to access isolated and risky 

destinations. The visits of the supervisors must be planned, recorded, and attached to action follow-ups, whereby 

accountability will be instilled at the school level and a culture of continuous improvement promoted. 

Revive and support school development planning (SDP). 

SDPs have made significant contributions to community contributions to schools, coordinated growth, and allocation 

of resources. They should assist the heads of schools in coming up with realistic, workable, contextualized plans; they 

should present templates of SDP besides offering technological assistance to the concerned school heads. The 

development of such strategies should involve the teachers, parents, and local leaders that make sure that they observe 

community priorities in the operating plans. Such changes on a regular basis should equally be checked to monitor the 

progress towards revising the goals and plans to suit the fluctuating conditions of resources and security. 

Premeditated Teacher Support Systems. 

Professional competence and teacher motivation are considered some of the main predictors of the learning outcomes. 

Facilitation of the teachers should be done through the provincial authorities by providing them with systematic 

support, such as peer learning groups, mentorship, and professional networks. The use of the new platforms of 

delivery, including radio programs, WhatsApp courses, and mobile learning units, should be warmed up by 

Continuous Professional Development (CPD) programs to enable access to teachers located in remote locations or 

war zones. The solutions should be pedagogical, classroom-based interventions, psychosocial assistance, and adaptive 

learning techniques that should be implemented in case of an emergency. 
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Favor Community Governance Sanctions. 

The community participation applied in the schooling of the provincial government should be organized. Such 

processes may be formalized, in which the role of parent-teacher associations (PTAs) or school governance councils 

is very evident in terms of monitoring, mobilizing resources, and also making decisions. Higher involvement of the 

local will entail such accountability decisions on transparency processes and will ensure that planning and 

management decisions will be sensitive to the required demands and reality of the served communities. 

Monitor Resource Allocation and Utilization 

The provincial governments, too, should possess oversight systems that will be utilized to monitor the distribution and 

use of resources in the schools. These come in the form of the provision of teaching aids, money, and above all, 

equipment to mend the infrastructure before the time. They can be minimized through transparent reporting and 

quarterly audits of the reports to restrict the wastage that will limit the imbalance of equity and create confidence 

amongst the stakeholders that the resources are being utilized efficiently. 

Receptiveness of Conflict-Sensitive Strategies. 

Since Ituri is a high-risk area, the provincial governments should combine all the plans that revolve around operations 

with the ones that are sensitive to conflicts. This will involve strategizing on how the teachers can be mobilized in a 

manner of minimizing vulnerability and how they will come up with secure means of transport and access to the 

school, as well as prescribe trauma-based teaching. Safety and well-being of the students and staff will be secured, 

and this will provide continuity of learning in hardships. 

4.3 To Communities and Civil Society. 

The communities, or rather the Civil Society Organizations (CSOs), cannot be ignored in enhancing the school 

planning, management, and education performance in the post-war areas such as the Ituri Province. The article points 

out several steps that can be presented to the local actors: 

Revitalize Parent–Teacher Associations (PTAs) 

The emergence of the community involvement strategy of school administration in the form of the PTA should 

progress. The community can also be actively involved in the budgetary issues and maintenance of the infrastructure, 

and monitor the attendance and teacher performance. Through the empowerment of the PTA, the schools might enable 

a sense of transparency and accountability. As such, the allocation of resources was done well; the planning process 

may address the needs of the students and their families. Located in the middle of the discussion between school staff 

and parents and local governments, the PTAs might welcome the alternatives of encouraging those to happen, such as 

joint decision-making and education oriented on conflicts. 

Promote Local Advocacy and Partnerships 

The advocacy provided by communities and CSOs is expected to provide equal distribution of the resources and safety 

of the learning environment. The partnership with the NGO-based education organization will amplify the voices of 

communities within the policymaking process, as well as influence provincial and national governments, and help in 

attracting external sponsors to the school initiatives. The learning materials needed, financial infrastructure, teacher 

allowances, and insecurity could be obtained through activism. And the cooperation with the NGOs can be arranged, 

which will help in such work to introduce the capacity-building workshops to the parents and the leadership of the 

community. 
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Support Conflict-Sensitive and Inclusive Education 

It is possible to involve societies in the establishment of inclusive and safe learning. These relate to the process of 

local safety precautions, taking the pupils to school when they are most vulnerable, and the introduction of 

psychosocial support to the traumatized children. The disadvantaged groups, like girls, displaced children, and 

students with special needs, are considered as inclusive participants and decision makers. 

Local Resource Call-In and Volunteer Support. 

This shortage of government funds would be addressed by ensuring that the local regions become self-reliant by using 

volunteer programs and local fundraisers. The contributions could be in the form of school maintenance, delivery of 

learning tools, or support for communities of after-school programs or teachers. Such initiatives will help boost 

academic performance, besides fostering social unity and a feeling of community ownership in education. 

Meet Schools and Authorities Spectacularly. 

Planning and management should also be receptive, and this should preferably be achieved through routine, periodical 

communication among the communities and school leaders, as well as local authorities. They are expected to present 

the challenges to society, negotiate the solution of the problem, and participate in tracking in order to hold schools 

accountable to the community's requirements. Where there are remote or war-related locations, there would be more 

chances to communicate through digital communications, meetings in the neighborhoods, and radio forums. 

4.4 To International Development Partners (e.g., UNICEF, UNESCO, NRC) 

The activities of the international development partners are complementary to the national and provincial ones of 

improving the educational planning and management of the strife-prone situation, like in the Ituri Province. The 

research refers to the fact that it is possible to refer to several priority areas of interventions: 

Support Conflict-Sensitive Programming 

The donor organizations will be forced to invest in efforts that are security-based, psychosocial, and education-based. 

These are reconstructing schools that have been destroyed by the violence and ensuring that learning is secure, and 

attempting to assist children and teachers who have suffered trauma. Interventions in terms of psychosocial support 

will include counseling services, peer-support groups, and trauma-based teaching workshops, which will assist in 

eliminating the burden of the displacement and insecurity among the students and the staff members. The conflict-

sensitive strategies in all the programs would be provided to ensure the interventions are not accidentally contributing 

to all types of tensions and endangering the communities even more. 

Bridging Funding Gaps 

The Ituri schools possess small budgets, incomes, and study materials. The transitional funds, or the emergency funds, 

can be used by the development partners to sustain teacher payrolls, purchase education supplies required, and also 

repair or improve school structures. This financing needs to be allocated strategically to the areas that are most 

impacted, according to the needs assessment that would involve the provincial governments and the community 

stakeholders. The need for the funds to be spent well and equally should be established by open distribution and 

reporting systems. 

Facilitate Knowledge Exchange and Capacity Building 

The partners can form learning forums between the education managers of Ituri and others in post-conflict areas like 

northern Uganda, South Sudan, or Rwanda. Local managers can be exposed to school planning, school management, 

and conflict-sensitive programming best practices through workshops, study tours, webinars, and peer mentoring 
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programs. Training on monitoring and evaluation, being able to make decisions based on data, community 

involvement, and dynamic planning under the state of insecurity, should also be part of the capacity-building activities. 

Enhance Multi-Coordination of Stakeholders. 

The development partners are to act as conveners that will involve coordination of the activities of the government 

agencies, the NGOs, the local community, and the foreign actors. The holding of regular coordination meetings and 

sharing of the planning can help reduce duplication by the partners and better utilization of the resources, and also suit 

the interventions to the preference of the nation, while addressing the needs of the locals. Good communication 

channels and role definition are involved in effectiveness and good accountability. 

Promote Evidence-Based Decision Making 

The existence of problematic interventions involves the need for effective research and data collection. The partners 

would help with the process of developing standardized tools regarding the manner of monitoring the school 

performance, attendance of students, and interpretation of the program outcomes. Demonstrating the worth of the 

dispensability of lessons, which were measured in the field, can help form an adaptive reaction and can help to create 

the educational systems in the conflict-touched surroundings to endure. 

5. Recommendations for Further Research 

Despite being critical information on the planning and administration of schools in Ituri Province, some gaps and areas 

can be followed up on in the paper center by other studies. They need further research to support the impacts of 

learning to define policy and control interventions in case of conflict. The possible areas to be proposed would be 

Longitudinal Studies on Decentralization Policies 

The concept of decentralization among the pillars of the reformation of education in the DRC cannot guarantee its 

effectiveness, even in the long run, in the conflict-prone areas. Longitudinal research should be conducted, which will 

compare the outcome of the decentralization policies over a period of five to ten years. This research ought to quantify 

the variables of the enrollment of pupils in school and the retention of pupils, the efficiency of teaching teachers, and 

the development of infrastructures. The relative survey of the provinces and the degree of autonomy and the degree 

of severity of conflict may be why decentralization is positive in terms of education planning and management. 

Impact Evaluation of NGO Interventions 

The contribution of the non-governmental organizations (NGOs) to assisting the schools during the crisis situation 

cannot be overestimated, but the factors of the sustainability and scalability of the intervention are poorly reported. 

Future research work must also consider both the long-term and short-term effects of NGO-based programs, bearing 

in mind the backdrop of teacher training, supplying learning resources, internal facilities, and the psychosocial 

provisions. It should also be evaluated based on the incorporation of the NGO operations with the government, the 

local capacity-building, and the involvement of the community. Such a study can therefore promote coordination, 

program effectiveness, and further intervention in failing systems of education through building the best practices and 

concerns. 

Trauma-Informed Education Models 

Both students and teachers are prone to exposure to conflict and displacement, and the trauma can impact learning, 

behavior, and learning. The efficacy of the trauma-informed pedagogical models in the post-conflict setting has to be 

the focus of future research activities. Some of the illustrations of the interventions that can be explored include the 

teacher education on mental health, psychological counseling of students, classroom management system, and the 

curriculum resilience that is adjusted to traumatized students. The assessment of the level of work and psychosocial 
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health will provide a chance to observe a complete picture of how the trauma-sensitive strategy may help to improve 

the operation of the schools in an unsafe place. 

Community Accountability Mechanisms 

Community accountability and participatory governance also contribute to the enhancement of local transparency 

towards educational programs. Studies should also be conducted to establish the influence of participatory budgets, 

school scorecards, and renewed Parent-Teacher Associations (PTAs) on schools and students' performance. The 

effects of these mechanisms on decisions, resource allocation, trust of stakeholders, and accountability of teachers are 

some of the areas that research might investigate. 

Comparative Studies Across Post-Conflict Regions 

The profession of the challenges and potential solutions can be debated through the comparison studies of various 

post-conflict settings in the Great Lakes Region, such as Northern Uganda, South Sudan, Rwanda, and Eastern DRC. 

Such studies would give information on how to plan effectively, administration, and the role stakeholders play in 

education, which would facilitate knowledge transfer and policy harmonization. Adaptive frames of conflict-sensitive 

education and resilience-building and capacity can be developed in other contexts of learning in the region. 

Integration of Technology in Conflict-Affected Education 

An investigation in the future would be required to examine the potential of digital and mobile technology to aid in 

education in weak environments. This consolidates the mode of utilizing radio, cell phones, and the internet to give 

instructions, train the teacher, monitor the student attendance, and communicate with parents and society. The 

challenges, enabling factors of technology, and outcomes of the changes can be used to invest in scalable, cost-

effective, and solution-appropriate investments. 

Policy Implementation and Governance Studies 

Lastly, the insightful gap in policy implementation of national education in conflict zones should be the subject of 

research that future studies should address. This encompasses evaluation of the bottlenecks in bureaucracies, the 

dispersed system of distributing the resources, the issue of oversight, and the erosion of the policy objectives through 

corruption or managerial shortage. The study can be used in policy formulation that would assist in the strengthening 

of governance, accountability, and national policies and their alignment with the world's needs. 

6 Final Reflection 

The paper has helped in solving the dilemma of planning and operating schools in Ituri Province, which has been 

extremely hit by decades of war, mass exodus, and inept institutions. Results present the notion that the teaching in 

such an environment cannot be technologically or procedurally based. The conventional planning and management 

models that presuppose the absence of uncertainties and inefficiency of resources will be applied ineffectively in a 

world with uncertainties, infrastructural inaccessibility, and social breakdown. 

Some of the lessons that were acquired during this research are that reforms should be based on local knowledge and 

local conditions. It is necessary to mobilize communities, parents, and teachers not as the audience but rather as full 

participants in the process and give them a sense of ownership, legitimacy, and responsibility. Such sensitivity to the 

local needs, which strengthens the process of monitoring and trust, can be raised through participatory formulas that 

would alleviate some of the flaws of the education system of Ituri. 

Moreover, another characteristic of school leadership and education officials that is highly emphasized in this paper 

is capacity building. The stakeholders need to be equipped with the potential of surviving the uncertainty period, and 

this needs to be based on professional learning, mentoring, and frequent opportunities to learn. These, together with 
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open flow of resources and accountability systems, can turn schools from unstable institutions to stable institutions of 

learning, community, and learning. 

In addition to the theoretical contribution, the policymakers, my development partners, and the local education 

authorities will find this thesis an invaluable tool. It provides real data on how schools should be run in a state of 

conflict by simply allowing the evidence of the facts of such a situation and hence proposing useful suggestions on 

how the intervention can be modelled in a way not only sustainable but also contextually responsive. Hopefully, such 

insights will help to inform the choices that will not only gain access to education but also help communities define 

the educational prospects of their children. 
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