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Continuous training is essential for organizational sustainability, as 
competency development directly influences productivity and 
adaptability. This study evaluates the satisfaction perceptions of 999 
participants in synchronous online courses, considering variables such 
as age, work experience, and prior knowledge. Using Stufflebeam’s CIPP 
model (Context, Input, Process, Product), the most valued aspects of the 
training program were systematically analyzed. Results indicate high 
overall satisfaction, particularly regarding technical support, instructor 
quality, and content relevance. Significant correlations were found 
between prior knowledge and satisfaction, but not with age or gender. 
Key areas for improvement include clarity of explanations and 
pedagogical interaction. It is recommended to adopt differentiated 
strategies based on participant profiles and to enhance real-time 
feedback mechanisms. This approach enables training programs to align 
more effectively with learners’ actual needs, promoting workplace 
knowledge transfer. 
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1. Introduction 
In today's business environment, continuous learning and employee training are essential for maintaining 
competitiveness and organizational efficiency (González and Tarragó, 2008). Companies and institutions invest 
in training programs to ensure that their employees ac-quire and maintain knowledge and skills relevant to 
their roles (Au, Altman and Rousell, 2008). According to Kirkpatrick and Kirkpatrick (Kirkpatrick and 
Kirkpatrick, 2006), satisfaction evaluation, or reaction, provides immediate insights into how participants 
perceive the course. High satisfaction levels typically correlate with a higher likelihood of learning transfer to 
the workplace, making this metric indispensable for continuously improving training programs (Baldwin and 
Ford, 1988).  

The analysis of training program effectiveness considers various demographic and work experience 
variables, such as age, gender, work experience, and prior knowledge about the training activity. These factors 
can influence how employees perceive and benefit from training programs. Addressing these aspects enables 
organizations to better align their programs with participants’ expectations and needs, thereby optimizing 
resource use and improving the program’s cost-effectiveness (Allen et al., 2010). Moreover, recent studies 
highlight that such variables not only affect perception but also influence the likelihood that training will 
translate into actual job performance improvements (Martínez-Corredor & Jaramillo-Medina, 2024). 

To guide educational program evaluation, the CIPP Model (Context, Input, Process, Product), developed by 
Stufflebeam (1983), offers a comprehensive framework for systematically assessing different aspects of a 
program. Context evaluation seeks to understand the environment and needs that justify the program’s 
existence; input evaluation focuses on the resources and strategies planned to meet objectives; process 
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evaluation analyzes real-time implementation, identifying strengths and areas for improvement; and product 
evaluation assesses the outcomes and their impact (Stufflebeam, 2003; González, Montserrat, & Teddlie, 2007). 

This model not only allows for a comprehensive diagnostic of a program but is also highly adaptable to 
various organizational and delivery contexts, including virtual formats. Recent studies have shown that the CIPP 
model is effective in capturing perceptions from both students and instructors in online learning environments, 
identifying key areas for improvement across demographic variables such as age, gender, and institutional 
affiliation (Gerayllo et al., 2025). Compared to models such as Kirkpatrick’s—which focuses on specific results 
like behavioral change or economic return—the CIPP model provides a more holistic, decision-oriented 
evaluation approach (Stufflebeam & Coryn, 2014). 

This study takes place within a Latin American context, where virtual education—accelerated by the 
COVID-19 pandemic—revealed both opportunities and structural limitations. Recent research underscores the 
need for systematic evaluation of these experiences, particularly in training programs aimed at working adults, 
to understand the relationship between satisfaction, learning transfer, and job performance improvement 
(Gerayllo et al., 2025; Martínez-Corredor & Jaramillo-Medina, 2024). Nevertheless, few studies have addressed 
the systematic evaluation of synchronous online technical training from the user’s perspective using the CIPP 
model, especially in the Chilean context. 

Therefore, this study aims to evaluate and analyze workers’ perceptions of synchronous virtual training 
programs through scientifically constructed instruments, considering variables such as age, work experience, 
and prior knowledge. The objective is to provide practical, data-driven recommendations to support the 
continuous improvement of training programs. From the perspective of the education and professional training 
field, this study offers empirical evidence on the evaluation of synchronous online training programs in real-
world work settings. Its contribution lies in the application of the CIPP model, which has been widely validated 
in virtual and educational contexts (Gerayllo et al., 2025), to understand the training experience from the user's 
perspective, incorporating variables that are often underestimated, such as age and prior knowledge. 
Furthermore, it provides replicable methodological guidelines that can inform future research and institutional 
evaluations, thus supporting data-driven decision-making for the continuous improvement of training programs 
(Martínez-Corredor & Jaramillo-Medina, 2024). 

1.1 Theoretical Framework 

1.1.1 Evaluation of Training Programs 
Perea-Arias (2017) emphasizes that evaluation allows for verifying whether the objectives of a program are 
being achieved and if the intended competencies are being effectively developed by the participants. However, 
Martínez et al. (2024) found that most programs tend to primarily evaluate the knowledge acquired, while the 
practical competencies resulting from the training are less frequently assessed. According to Madero Cañete and 
Arenas Bernal (2018), a well-structured evaluation not only ensures the program's effectiveness but also 
facilitates obtaining consistent and valuable results. This consistency is vital for tracking learning progress, 
allowing for continuous adjustments and improvements to the training process (Ruiz-Bueno and García-Orriols, 
2019). Tejada Fernández and Fernández Lafuente (2007) argue that the evaluation of training impact should be 
considered a key strategy for organizational improvement. Adapting pro-grams to specific needs ensures that 
the training is relevant and effective at both the individual and organizational levels. Issel et al. (2017) and 
Mertens and Wilson (2018) agree that structured and rigorous data collection allows for well-founded 
judgments and provides empirical evidence about the program's quality and outcomes. This systematic 
approach is essential to ensure that evaluations are not only accurate but also useful for making informed 
decisions. Baldwin and Ford (1988) highlight the importance of assessing this transfer to ensure the 
effectiveness of training. Considering that Rodríguez-Santandero and Torres-Gordillo (2016) emphasize the 
relevance of e-learning in the evaluation of online training courses, they stress its crucial role in these training 
modalities. Key aspects include content accessibility, efficient course and student management, and 
improvements in implementation channels, which have propelled the advancement of e-learning (Joo, Lim, y 
Kim, 2012). Given that training primarily focuses on adult education, subjective perceptions play a fundamental 
role. Fernández-Ayuso et al. (2017) argue that self-efficacy is crucial for competency development, which is 
significant since most individuals voluntarily participate in training. Bandura (1977) contributes that self-
perceptions or beliefs about one's capabilities become the means to perform tasks within a context that the 
individual can control or modify. 
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1.1.2 Models for Evaluating the Quality of Educational Programs: The CIPP Model by 
Stufflebeam 

The implementation of evaluation processes and the establishment of quality standards are essential to ensure 
the effectiveness and success of online education. This emphasis on quality reflects the importance of 
continuously evaluating online training courses, a topic widely discussed by various authors (González & 
Tarragó Montalvo, 2008; Herbert, Velan, Pryor, & Kumar, 2017; Pineda-Herrero, Quesada Pallares, Espona-
Barcons, et al., 2015). However, there is no consensus on which aspects are most relevant when assessing such 
training. Authors such as Kirkpatrick (2006) and Tello (2010) highlight the importance of internal factors—such 
as course design and teaching methodology—as well as external factors like the technological environment and 
institutional support. Marqués (1999) emphasizes interactivity and accessibility as critical components to 
ensure an effective learning experience. García-Valcárcel and Tejedor (2011) argue that active student 
participation not only improves educational outcomes but also strengthens the learning process, contributing to 
an overall sense of quality in online education. According to Marciniak and Gairín-Sallán (2017), the existence of 
multiple models for evaluating the quality of e-learning and its specific processes reflects the growing relevance 
and evolution of virtual education in recent years. 

The CIPP Model (Context, Input, Process, Product), developed by Stufflebeam (1983), has been recognized 
as a comprehensive and robust approach for evaluating educational and social programs. González et al. (2007) 
emphasize that the model integrates a phase- and area-based perspective with a systemic vision, facilitating 
comprehensive evaluation throughout the program cycle. In the field of educational evaluation, the model 
promotes the systematic collection and analysis of information to improve curriculum design, assess 
effectiveness and efficiency, and understand participant attitudes within a specific institution (Marciniak & 
Gairín-Sallán, 2017). It focuses both on ends—goals and outcomes—and means—procedures for designing and 
implementing training programs (Arnal, Del Rincón, & Latorre, 1992). 

Unlike Kirkpatrick’s model (2006), which is primarily focused on training outcomes—such as reaction, 
learning, behavior, and results—the CIPP model enables a continuous and multidimensional evaluation of the 
entire program. While Kirkpatrick is effective for assessing results at the final stage, CIPP is oriented toward 
informed decision-making during the design, implementation, and adjustment of training activities, making it 
particularly useful for dynamic contexts such as synchronous online education. Recent research has validated 
the use of the CIPP model in virtual training environments, demonstrating its ability to capture differentiated 
perceptions among students and faculty and guide targeted improvements based on demographic variables such 
as age, gender, or academic affiliation (Gerayllo et al., 2025). 

Table 1 Comparison between the CIPP and Kirkpatrick evaluation models 
Criterion CIPP Model (Stufflebeam) Kirkpatrick Model 
General approach Comprehensive evaluation for 

decision-making 
Outcome-based evaluation by 
levels 

Structure Four dimensions: Context, Input, 
Process, Product 

Four levels: Reaction, Learning, 
Behavior, Results 

Main purpose Continuous improvement across 
the program cycle 

Assessment of final training 
outcomes 

Applicability Broad: educational, social, and 
work-based programs 

Predominantly corporate training 
settings 

Evaluation orientation Formative and summative Mainly summative 
Note: Developed by the author based on Stufflebeam & Coryn (2014), Kirkpatrick & Kirkpatrick (2006), and 
Gerayllo et al. (2025). 

2. Methodology 

2.1 Research Design: Survey Study 
In line with the study's objectives and grounded in an empirical-analytical framework, a quantitative ex post 
facto survey design was used. This design facilitates the collection of perceptions from a large number of 
participants, allowing for the identification of strengths and areas for improvement in online synchronous 
training. This approach aligns with the purpose of evaluating participant satisfaction from a systemic and 
decision-oriented perspective, consistent with the CIPP model (Stufflebeam & Coryn, 2014). 
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2.2 Population and Sample 
The study involved 999 participants who voluntarily responded to a satisfaction survey after completing one of 
113 synchronous training courses delivered between September 2023 and March 2024. These courses were 
part of the regular offerings of a Technical Training Organization (OTEC) serving public and private sector 
clients in Chile. Participants were not preselected but became part of the sample by meeting two criteria: (1) 
having completed a course with at least 75% attendance, and (2) having voluntarily responded to the survey at 
the end of the course. These learners were expected to enhance specific professional competencies, particularly 
in the interpretation and implementation of national and international standards, internal and lead auditing, and 
technical compliance. 

The demographic and professional characteristics of the participants were as follows: 
• Gender Distribution: Approximately 51% of the participants were men and 49% were women. 
• Age Distribution: 41% were between 25 and 35 years old, 29% between 35 and 45 years old, 13% 

between 45 and 55 years old, and 8% were over 55 years old. 
• Work Experience: 34% had between 1 and 5 years of experience, 50% had between 6 and 15 years, and 

30% had more than 16 years of experience. 
• Prior knowledge: 21% reported no knowledge of the training topic, 50% limited, 43% reasonable, and 6% 

considerable knowledge. 

2.3 Data Collection Instrument: Satisfaction Survey 
The survey was designed based on the CIPP evaluation model to assess participant satisfaction with the training 
experience across four dimensions: context, input, process, and product (Stufflebeam, 2003). It used a five-point 
Likert scale (Likert, 1932), where 1 = “Very Dissatisfied” and 5 = “Very Satisfied,” allowing participants to 
express their level of satisfaction in a clear and quantifiable manner. The questionnaire consisted of 24 closed-
ended items aligned with the CIPP dimensions and two open-ended questions to collect complementary 
qualitative feedback. 

The construction of the instrument followed the guidelines proposed by Padilla and Juárez (2006), who 
emphasize the importance of integrating variables such as the training context, available resources, the 
teaching-learning process, and the outcomes achieved. This approach is also consistent with Iglesias et al. 
(2018), who adapted the CIPP model for evaluating short-term training initiatives, and with the standards of the 
Chilean National Training and Employment Service (SENCE), which emphasizes the alignment of training with 
labor-market relevance and continuous learning needs. 

The survey instrument was reviewed by four experts in training evaluation and instructional design to 
ensure content validity. Its internal consistency was tested using Cronbach’s alpha, resulting in a high reliability 
coefficient of α = 0.91, which confirms the coherence of the items and the robustness of the instrument for 
assessing satisfaction (Cronbach, Schönemann, & McKie, 1965). 

The variables assessed were classified into four CIPP dimensions: 
• Context Variables: Describe the external conditions surrounding the study, including age, gender, work 

experience, business sector, interest in training, initial expectations, and type of course. 
• Input Variables: Reflect the initial characteristics of the participants before the training process, such as 

initial knowledge, relationship with the commercial executive, welcome information, participant's 
technological means, and prior in-formation about the instructor. 

• Process Variables: Involve the actions and activities during the implementation of the training program, 
such as technical support, educational platform, relationship with other participants, effective use of time, 
instructor (attitude, methodology, subject mastery, response to inquiries), content, and activities. 

• Product (or Outcome) Variables: Represent the achievements and effects of the training process, 
including new knowledge, final expectations, experience, overall satisfaction, the scope and depth of 
content, and brand reputation. 

2.4 Survey Administration Process 
The survey was administered online via the course platform immediately after course completion. Participation 
was voluntary and anonymous, and respondents were informed that their feedback would be used to improve 
future training sessions. The inclusion of open-ended items allowed for more nuanced responses, 
complementing the quantitative data. 
Limitations: As a satisfaction-focused survey, the study does not include direct post-training performance 
assessments or long-term follow-up, which limits its scope to perceived outcomes. 
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3. Results 

3.1 General Perception of Satisfaction by CIPP Dimension 
Based on a Likert scale ranging from 1 (very dissatisfied) to 5 (very satisfied), participants rated their overall 
satisfaction with the training programs very positively, with most evaluated aspects scoring above 4.0. These 
findings are consistent with research indicating that high levels of participant satisfaction correlate with 
engagement and potential learning transfer (Gopal et al., 2021; Baldwin & Ford, 1988). 

Table 2 Average satisfaction scores per evaluated aspect 
Evaluated Aspect Average Rating (1–5) Comment 
Course Duration 4.2 Adequate balance between content depth and 

schedule 
Topic Relevance 4.5 Topics aligned with work and professional goals 
Information Clarity 4.0 Clear and relevant information 
Availability of Technical 
Resources 

4.3 High satisfaction with platforms and support 

Instructor Competence 4.4 High level of knowledge and responsiveness 
Effective Use of Time 4.1 Participants felt time was used productively 
Instructor Attitude 4.2 Positive attitude and openness to interaction 
Overall Satisfaction 4.3 High general satisfaction with the training 
 
This graph illustrates average satisfaction scores for each key component of the training programs. 
 

 
Fig. 1 Mean satisfaction scores by CIPP dimension 

3.2 Analysis by CIPP Model Dimensions 
Using the four components of the CIPP evaluation model—Context, Input, Process, and Product—the data were 
grouped to assess the training program's quality more comprehensively (Stufflebeam, 1983; Marciniak & Gairín-
Sallán, 2017). This framework supports multidimensional assessment and aligns with recommendations for 
continuous training in complex and digital environments (Guzmán et al., 2023). 
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Table 3 Average satisfaction by CIPP dimension 

CIPP Dimension Mean (1–5) Standard Deviation Skewness N 
Context 4.17 0.94 -1.82 556 
Process 4.46 0.77 -2.66 999 
Product 4.44 0.81 -2.34 999 
 

The highest satisfaction score corresponds to the Process dimension, which includes content delivery, 
instructor performance, and platform usability. These results reflect the program’s ability to meet participant 
needs effectively (Herbert et al., 2017). 

3.3 Relationship Between Demographics and Satisfaction (Kruskal-Wallis) 
As the Shapiro-Wilk test indicated non-normality (p < .001), non-parametric Kruskal-Wallis tests were applied. 
Significant differences were found in the Context dimension based on prior knowledge about the training subject 
(H = 6.164, p = 0.046; ε² = 0.012). Participants with moderate or considerable prior knowledge reported higher 
satisfaction than those with no knowledge, as confirmed by Dunn’s post hoc test (pbonf = 0.071). 

In the Process dimension, satisfaction also varied significantly according to prior knowledge level (H = 
16.658, p = 0.005), particularly between participants with no knowledge and those with moderate or 
considerable experience. These findings support the notion that familiarity with training content enhances 
engagement and satisfaction (Alvarez et al., 2004; Gopal et al., 2021). 

No significant differences were found in the Product dimension by age or prior knowledge, indicating 
consistent satisfaction with training outcomes across participant profiles. 

3.4 Integration of Qualitative Data 
To complement the quantitative analysis, open-ended responses from the entry survey were analyzed 
thematically. Responses were categorized into three main themes: expectations, motivations, and prior 
experiences. Most participants emphasized the clarity of communication, the instructor’s expertise, and the 
practical applicability of the content—echoing the highest-rated items in the quantitative data. 

This triangulation supports the validity of the findings and aligns with research on participant-centered 
evaluation models (Pineda-Herrero et al., 2015; Morales-Chávez et al., 2022), where satisfaction is considered 
both a reflection of service quality and an input for improvement. 

4. Discussion and Conclusions 

4.1 Discussion 
The results of this study reveal a high level of participant satisfaction with synchronous continuing education 
courses delivered in an online format. This finding is consistent with prior research that links satisfaction to 
perceptions of quality in training programs, particularly in technology-mediated environments (Gopal, Singh, & 
Aggarwal, 2021; Morales-Chávez, Rodríguez-Muñoz, & Rengifo-Herrera, 2022). An overall satisfaction score of 
4.3 out of 5 indicates that key elements—course duration, content relevance, instructor performance, and 
technical resources—were positively evaluated, contributing to a favorable learning experience. 

Within the framework of the CIPP model, the Process and Product dimensions received the highest 
satisfaction levels, underscoring the relevance of instructional quality and tangible learning outcomes 
(Stufflebeam, 1983; Marciniak & Gairín-Sallán, 2017). These findings align with studies that emphasize the 
critical role of pedagogical interaction, instructor attitude, and content clarity in learner satisfaction (Herbert et 
al., 2017; Guzmán, Zagalaz, & Cachón, 2023). 

Regarding demographic variables, previous knowledge of the course topic was significantly associated with 
higher satisfaction in the Context and Process dimensions. This suggests that familiarity with the subject matter 
facilitates engagement and the assimilation of learning. These results echo the conclusions of Baldwin and Ford 
(1988), who argue that prior knowledge supports the transfer of learning. However, no significant differences 
were found in satisfaction levels based on gender or age, indicating that the instructional design was perceived 
as equitable among different participant subgroups. 

Despite the strength of the findings, several limitations must be acknowledged. First, the sample was drawn 
from a single Technical Training Organization (OTEC), limiting the generalizability of the results to other 
institutions or sectors. Additionally, although immediate satisfaction was measured, this study did not explore 
the actual transfer of learning to the workplace or the medium- and long-term impact on job performance—
factors that are essential for future research (Alvarez, Salas, & Garofano, 2004; Kirkpatrick & Kirkpatrick, 2006). 
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Finally, while the CIPP model enabled a comprehensive evaluation, its descriptive nature could be 
complemented in future studies by models such as Phillips or Kirkpatrick, which emphasize return on 
investment (ROI) or learning effectiveness (Pineda-Herrero, Quesada-Pallarès, & Espona-Barcons, 2015). A 
promising future line of inquiry would involve integrating quantitative satisfaction metrics with qualitative 
evidence of learning application in real work settings. 

4.2 Influence of Instructor Competence and Content Depth 
One of the most significant findings was the high satisfaction rating for instructor competence (4.6) and content 
depth (4.4). These results suggest that the qualifications and teaching methods of the instructor are crucial in 
shaping participants' perceptions of the training program. The positive feedback on the instructor's experience 
indicates that participants value knowledgeable and engaging educators who can effectively convey complex 
information, aligning with previous research by Arregui-Valdivieso et al. (2024). Moreover, the high rating for 
content depth suggests that participants found the material relevant and applicable to their professional roles, 
which is essential in a rapidly changing work environment. The alignment of training content with job 
requirements enhances the perceived value of the training, leading to higher satisfaction and increased 
motivation to apply new knowledge, as emphasized by Iglesias et al. (2018). 

4.3 Role of Prior Knowledge and Experience 
The analysis revealed a significant relationship between participants' prior knowledge and their satisfaction 
levels, with those having considerable prior knowledge reporting higher satisfaction. This highlights the 
importance of tailoring training programs to different levels of expertise. By assessing prior knowledge 
beforehand, organizations can customize content and delivery to better meet all learners' needs, enhancing the 
program's effectiveness. Additionally, the analysis showed that work experience positively influences training 
perceptions, as participants with more experience rated the program more favorably. This suggests experienced 
professionals better understand the practical applications of the content, leading to more positive evaluations. 
Organizations should leverage insights from experienced participants to improve course design and delivery, 
ensuring training pro-grams remain relevant and impactful, as highlighted by Vera et al. (2021). 

4.4 Implications for Future Training Programs 
The findings of this study have several implications for the design and implementation of future training 
programs. First, organizations should prioritize the selection of qualified instructors who possess both subject 
matter expertise and effective teaching skills. Investing in instructor development can lead to improved 
participant satisfaction and learning outcomes, as suggested by the recommendations of Marques (1999). 
Second, the training content should be regularly reviewed and updated to ensure its relevance to participants' 
job roles and industry standards. Incorporating feedback from participants regarding content depth and 
applicability can help organizations refine their training offerings, aligning with the insights from Padilla and 
Juárez (2006). Lastly, organizations should implement pre-training assessments to gauge participants' prior 
knowledge and experience. This information can be used to customize training sessions, ensuring that all 
participants receive the appropriate level of challenge and support. By addressing the diverse needs of 
participants, organizations can enhance the overall effectiveness of their training programs and foster a culture 
of continuous learning. 

4.5 Limitations and Future Research Directions 
While this study provides valuable insights, its limitations must be acknowledged. The sample was drawn from a 
specific training organization, which may limit the generalizability of the findings. Future research should 
explore training program effectiveness across different industries and demographic groups to gain a more 
comprehensive understanding of participant satisfaction. Additionally, longitudinal studies could assess the 
long-term impact of training on job performance and career advancement. Understanding the relationship 
between training satisfaction and actual learning transfer will further illuminate the effectiveness of training 
programs. In conclusion, the study highlights the critical factors influencing participant satisfaction in training 
programs. By focusing on instructor competence, content relevance, and the diverse needs of participants, 
organizations can enhance the quality and effectiveness of their training, leading to improved employee 
performance and organizational success. 

4.6 Conclusions 
This study provided a comprehensive understanding of participant satisfaction in synchronous online training 
programs, using the CIPP evaluation model as a theoretical and methodological framework. The findings 
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confirmed high levels of satisfaction in relation to technical support, platform usability, and key instructional 
aspects such as the instructor’s punctuality, clarity, and positive attitude—factors that have been identified as 
critical to learning experiences in previous literature (Arregui-Valdivieso et al., 2024; Iglesias et al., 2018). 

The results also reinforce the value of continuous feedback and adaptive strategies in training design, 
aligning with the conclusions of Vera et al. (2021), who argue that comprehensive quality management systems 
are essential in lifelong education. These outcomes support the relevance of incorporating user feedback, 
enhancing communication channels, and ensuring clarity of both content and processes, all of which have a 
direct impact on learning satisfaction (Baldwin & Ford, 1988; Guzmán, Zagalaz, & Cachón, 2023). 

From a practical perspective, the study underscores the need to prioritize the development of instructors' 
communication competencies and pedagogical adaptability, especially in virtual learning environments. 
Likewise, ensuring the usability, stability, and accessibility of digital platforms—coupled with a responsive and 
punctual technical support team—emerges as a fundamental requirement for effective program delivery 
(Herbert et al., 2017; Morales-Chávez, Rodríguez-Muñoz, & Rengifo-Herrera, 2022). 

Nevertheless, this research presents some limitations. The study was conducted within a single training 
institution, which may restrict the generalizability of the findings. Additionally, reliance on self-reported data 
and the absence of longitudinal follow-up limits the possibility of assessing long-term effects of satisfaction on 
knowledge retention or job performance. Future studies should address these gaps by incorporating qualitative 
methods such as interviews and focus groups, applying mixed-methods designs, and testing new training 
technologies in diverse organizational settings (Alvarez, Salas, & Garofano, 2004; Pineda-Herrero et al., 2015). 

In summary, the use of the CIPP model allowed for a structured, multidimensional evaluation of 
participants’ perceptions, offering useful insights for improving online training practices. These findings 
contribute to the body of knowledge on continuous professional development, particularly in Latin American 
contexts, and encourage the integration of innovative, evidence-based strategies for enhancing the quality and 
impact of training programs. 
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