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Abstract

In today’s world, where people are exposed to ever-increasing flows of information, chil-
dren may find it difficult to regulate their emotions, attention, thoughts and behaviour.
Self-regulation is widely recognised as a key factor in children’s learning, emotional well-
being and social functioning, yet there remains a lack of research analysing how processes
related to self-regulation can be conceptually explored in museum, experiential and sensory
educational settings. To address this gap, this study examines the conceptual links between
the exhibits and educational activities at the Museum of Feelings, established in Lithuania
in 2025, and children’s emotional, cognitive and behavioural self-regulation. The study
employed qualitative deductive content analysis. The museum’s exhibits and the associated
educational activities were analysed using a coding system derived from the academic liter-
ature. The analysis identified three main categories of self-regulation: emotional, cognitive
and behavioural. The results of this study reveal that the museum’s exhibits and activities
were conceptually linked to all three categories. The activities analysed were linked to
the development of emotional vocabulary, the recognition and naming of emotions and
bodily sensations, reflection on the interrelationships between thoughts, feelings, bodily
sensations and behaviour, attention regulation, impulse control, and the exploration of
constructive ways of responding to complex emotions and social situations. By revealing
how these aspects of self-regulation are given meaning within the experiential museum
environment, this study offers a new theoretical perspective on the educational potential of
museum activities. However, the identified links are conceptual and theoretical in nature
and should therefore not be interpreted as empirical evidence of the museum’s impact on
children’s self-regulation.

Keywords: self-regulation skills; school-age children; Museum of Feelings

1. Introduction
Self-regulation, in the broadest sense, is one of the most important competencies

required to ensure every individual’s academic success and psychosocial well-being. When
discussing self-regulation, it is worth mentioning several key dimensions: cognitive [1–3],
emotional [4,5] and behavioural [6], which are integrally interrelated and influence one
another [7–9]. Cognitive self-regulation can be linked to attention management, whilst
metacognition involves observing one’s own thinking, reflection, evaluation, the ability to
adjust it when necessary, goal-setting and planning, and the application of strategies [1,2].
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Emotional self-regulation manifests itself in the recognition of emotions, the ability to
regulate the intensity of emotions, and to engage in cognitive reappraisal, i.e., consciously
interpreting a situation in such a way as to improve one’s emotional state [4,5]. Behavioural
self-regulation is related to the ability to control impulses, initiate, maintain, inhibit and
adjust one’s behaviour, and motivate oneself in order to achieve long-term or short-term
goals and adapt to the environment, social rules and norms [10–12]. Self-regulation is
particularly important in academic activities, as it encompasses the abilities to maintain
attention, set goals, plan their implementation, apply learning strategies, and persevere in
doing so, self-motivate, reflect, maintain discipline, recognise and constructively express
emotions. All of this helps not only to achieve learning outcomes but also to build and
maintain interpersonal relationships [13–15]. It is important to note that self-regulation
skills become particularly significant during adolescence, when academic demands increase
and, at the same time, biological and psychological processes intensify, making it more
difficult to regulate emotions and learning [16]. During adolescence, the human brain
is characterised by asynchronous neurodevelopment [17]. This is because the limbic
system matures before the cognitive functions, which are controlled by the prefrontal
cortex, have fully developed. Executive functions are directly related to self-regulation:
inhibition—the ability to suppress an impulse, refrain from inappropriate behaviour, and
ignore distractions; working memory—the recall and use of information; and cognitive
flexibility—the ability to change one’s thinking [18]. Consequently, due to this imbalance,
emotions have a greater influence on adolescents’ behaviour than their ability to control
them; they also tend to exhibit greater emotionality, weaker impulse control, and a greater
dependence of their decisions on prevailing emotions. This naturally raises the question:
if executive functions do not fully develop until later, is it perhaps not worth cultivating
self-regulatory skills at an early age? In answering this question, it is worth mentioning
the study by Moffitt et al. (2011) [19], in which researchers followed 1000 children born in
1972–1973 in Dunedin, New Zealand, at the same time over a period of 32 years. It was
found that those participants who, between the ages of 3 and 11, had better inhibitory
control (e.g., were able to wait their turn, were less distracted and impulsive), were more
likely to continue their education in adolescence. At the same time, these individuals were
less likely to make risky decisions, smoke or use drugs. It is also worth noting that the
adults who took part in the study enjoyed better physical and mental health (e.g., they did
not suffer from problems such as being overweight or high blood pressure). Furthermore,
they earned higher incomes and were more likely to obey the law. Thus, it can be observed
that impulse control is linked to self-regulation and quality of life.

2. Issues Relating to Self-Regulation in Schools
During school-age years, self-regulation plays an important role in children’s ad-

justment to school [20]. Daily classroom activities require children to focus and sustain
attention, follow instructions, regulate emotional responses, control impulses, plan actions,
collaborate with others, and comply with classroom routines and expectations [20,21].
Therefore, self-regulation in the school context encompasses not only behavioural and
emotional control but also broader cognitive and social processes [21]. Children enter
school with varying levels of self-regulation skills, and these individual differences are
associated with subsequent academic achievement, interpersonal behaviour, mental health,
and health-related outcomes [22,23]. Such differences may reflect variation in children’s de-
velopmental and neurocognitive characteristics, early experiences, family environment, and
school context [24,25]. The development and expression of self-regulation and executive
functions are influenced by the social and educational contexts in which children partici-
pate. Accordingly, research has examined not only direct self-regulation interventions but
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also classroom processes, including children’s engagement and the quality of teacher–child
relationships [21]. Self-regulation is closely associated with executive functions, emotion
regulation, attention, and physiological stress-response systems [26]. Thus, self-regulation
difficulties in school should not be interpreted merely as “inappropriate behaviour”; they
may reflect broader difficulties in regulating attention, emotional arousal, cognition, and
behaviour. Difficulties in executive functioning and self-regulation are also associated with
conditions that may affect school functioning, including ADHD, autism spectrum disorder,
and learning disabilities [25]. Therefore, schools should not only identify self-regulation
difficulties but also provide supportive environments in which children can safely explore
their emotions, bodily sensations, thoughts, behavioural choices, and social responses. To
identify problems related to self-regulation in schools, we will draw on a study conducted
in 2025 [24]. It analysed teachers’ attitudes towards the development of self-regulation
skills in younger school-age pupils with behavioural disorders. The study revealed that
pupils of this age with behavioural disorders experience self-regulation-related difficulties
in the areas of emotions, behaviour management, adherence to social rules, and motivation
to learn (see Table 1).

Table 1. Manifestations of self-regulation difficulties among pupils with behavioural disorders
(according to Klizaitė et al., 2025 [24]).

Self-regulation
difficulties Difficulties with emotion regulation Emotional outbursts (anger, shouting, crying),

sudden reactions.

Difficulties with behaviour
management

Defiant, aggressive behaviour, impulsivity, inability to
control behaviour, inability to accept defeat,
throwing objects.

Difficulties in following social rules
Reluctance to stick to agreements, inability to wait one’s
turn, blaming others in conflict situations, failure to
recognise one’s own fault, defiance towards adults.

Difficulties with motivation to learn Low motivation to learn, unwillingness to complete tasks,
avoidance of activities.

Difficulties with emotional regulation can be linked to uncontrolled emotional out-
bursts, and sudden, seemingly unprovoked strong emotional reactions, which are very
difficult to calm and prevent all children from continuing their work in the classroom.
Behavioural control difficulties manifest as defiance, a reluctance to do as suggested or
requested, and poor impulse control. A reaction to a task that is not done according to the
pupils’ wishes, or an inability to tolerate failure or other frustrations, can turn into destruc-
tive behaviour, such as throwing objects. Pupils with difficulties related to self-regulation
find it hard to stick to agreements during lessons. A lack of empathy is also observed,
which manifests itself in blaming others when a conflict arises. When assessing pupils’
motivation, teachers note that children often do not want to complete tasks, avoid activities
by any means possible, and display low motivation.

3. Links Between Self-Regulation and Self-Regulated Learning
Self-regulated learning (SRL) describes the process whereby an individual is able to

regulate and control their cognitive abilities in order to achieve their set goals in an academic
context [27]. Thus, as can be seen from this definition, metacognition is an essential part of
SRL, helping to monitor, control and adapt lower-level information processing [28]. Conse-
quently, self-regulated learning becomes highly significant, as it describes the processes
through which individuals direct and control their cognition, emotions and behaviour in
pursuit of academic goals. Furthermore, self-regulated learning is also linked to subjective
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perceptions of the extent to which a person can control and influence certain situations
(control appraisals), such as academic achievement. Research shows [28,29] that when
children do not feel they can influence their own outcomes, this correlates directly with
the intensity and expression of unpleasant, difficult emotions such as anxiety, fear and
apathy. Meanwhile, a higher level of control and influence increases the experience of
positive emotions, such as enjoyment of learning [29]. This suggests that the expression of
emotions in the learning process is linked not only to the complexity of tasks but also to
students’ perception of their ability to manage them. To address the issue of poor academic
performance, coordinated efforts are required that integrate metacognitive, motivational
and behavioural strategies within the school environment. Furthermore, a review of stud-
ies [30] found that genetic factors statistically account for approximately 15–77% of the
variation in aggressive behaviour among children. Nevertheless, it is important to recog-
nise that genetic factors are not a direct cause of aggression. Certain genetic variations
may be associated with greater sensitivity to environmental influences, and the expres-
sion of aggressive behaviour depends on the interaction between genetic predispositions
and environmental conditions. Consequently, individuals with certain genetic variations
may be more prone to aggressive behaviour in an unfavourable environment, whilst in a
supportive environment, the same genetic traits may be associated with less destructive
behaviour [30]. These findings highlight the importance of environmental conditions in
shaping children’s behavioural responses and their ability to regulate those responses.
Accordingly, a supportive educational environment and targeted interventions can play a
significant role in fostering self-regulation skills. This is particularly relevant in the context
of children’s psychological well-being, as difficulties in regulating emotions and behaviour
may be linked to broader challenges in psychological functioning. It is therefore important
to examine the significance of psychoeducational interventions for children’s emotional
self-regulation, behaviour management and overall psychological functioning.

4. The Relationship Between Psychoeducational Measures and an
Individual’s Psychological Functioning

An analysis of data from 2014 to 2023 conducted by the Mental Health Centre of the
Institute of Hygiene found that the overall prevalence of mental and behavioural disorders
in Lithuania increased by a factor of 1.3 between 2014 and 2023 [31]. WHO (2025) [32]
data also show an increase in the number of mental health disorders among children and
adolescents, as the prevalence rose by approximately 33% over 15 years. This age group is
most commonly affected by anxiety, depression and difficulties regulating emotions and
behaviour. In the school context, difficulties in regulating emotions, attention and behaviour
may affect learning, peer relationships and everyday psychosocial functioning [31].

When it comes to the causes, the negative impact of social and academic pressure,
screen time, family instability, economic insecurity and the COVID-19 pandemic is becom-
ing apparent. Furthermore, progress in the early identification, diagnosis and treatment
of symptoms of disorders in this area cannot be ruled out [33]. Another review of studies
states that around 34% of mental disorders begin to develop by the age of 14, and approxi-
mately 48% by the age of 18 [33]. For this reason, it can be argued that the earlier various
psychoeducational preventive measures are implemented, the greater the likelihood of
strengthening children’s and adolescents’ emotional and social skills, reducing risk factors
and improving long-term psychological functioning. Scientific research demonstrates the
benefits of prevention and its significant, empirically validated impact, both in reducing
the risk of developing mental health disorders and in improving an individual’s resilience
to stress and emotional distress. In a review of studies conducted by Singh, Kumar, &
Gupta (2022) [34], which summarised various scientific studies on mental health prevention
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and promotion, their application and effectiveness, it became clear that various method-
ologies, such as elements of cognitive-behavioural therapy, social and emotional skills
training and other psychoeducational programmes, and programmes involving family and
community education, are associated with a positive impact on mental health, improve
overall psychological functioning and reduce risk factors associated with the onset of
mental disorders.

The Museum of Feelings as an Educational and Experiential Environment. The Mu-
seum of Feelings is located in a small Lithuanian town—Anykščiai. It was created as an
educational and experiential environment for children, designed to provide opportunities
for children to explore emotions and engage with self-regulation-related processes. The
environment is tailored to children of different ages. Instructions, reflective questions and
the level of difficulty of the tasks are chosen to suit the participants’ ages and develop-
mental needs. The idea for the museum arose from the need to create a safe, engaging,
and developmentally appropriate space for children, where emotions would not only be
discussed but also explored through direct experience: bodily sensations, sensory stimuli,
creative expression, reflection, and interaction with others. Therefore, the Museum of Feel-
ings is not a traditional exhibition space where visitors passively observe the information
presented. It functions as an interactive learning environment in which children actively
participate: they observe, touch, smell, listen, move, create, converse, and reflect. In this
way, learning about the senses becomes not an abstract theoretical topic, but a learning
process experienced through the body, the senses, and social interaction.

The purpose of the Museum of Feelings: The main purpose of the Museum of
Feelings is to provide children with opportunities to recognize, name, explore, and reflect
on their emotions and how they relate to bodily sensations, thoughts, behavior, and social
context. This goal encompasses several interrelated objectives:

• To help children notice and name their inner states;
• To foster an understanding of the connection between bodily sensations and emotions;
• To expand children’s emotional vocabulary and their ability to differentiate between

emotions;
• To provide opportunities to express feelings through creative and symbolic means;
• To encourage reflection on possible ways of responding to feelings;
• To strengthen children’s ability to notice other people’s emotional expressions and to

talk about feelings.

Thus, the museum’s goal is not merely to provide children with knowledge about
emotions. It aims to create experiential situations in which children can learn self-reflection,
emotional naming, reflection, decision-making, and social understanding.

Theories underlying the concept of the Museum of Feelings: The concept of the
Museum of Feelings is based on several interrelated theoretical approaches that provide a
foundation for different aspects of this educational and experiential environment. Concepts
regarding the connection between the body and emotions emphasize the importance of
noticing internal bodily signals and linking them to emotions. The theory of constructed
emotions [35] explains the significance of naming emotions, differentiating between them,
and considering context and experience. Self-regulation theory [36] allows museum activi-
ties to be linked to the development of attention, reflection, impulse control, and the ability
to make conscious choices. Cognitive and experiential learning approaches underpin the
museum’s experiential logic, in which learning occurs through the body’s senses, action,
the environment, creative tools, and social interaction.

1. The concept of the Museum of Feelings is based on the idea of the connection between
the body and emotions. Emotions arise from the regulation of the body’s internal states
and are linked to the conscious experience of these states [37]. Emotions coordinate
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our behavior and physiological states during survival-relevant events and pleasurable
interactions [38]. This perspective allows us to understand emotions not only as
subjective psychological experiences or linguistic categories, but also as processes
experienced physically. Therefore, activities in which children are invited to notice
bodily signals, explore how different emotional states can be felt in the body, and
connect these sensations with naming emotions play a significant role at the Museum
of Feelings. In this way, children learn to recognize that calmness, joy, fear, and other
emotions can be expressed not only verbally but also physically.

2. The museum is based on the concept of interoception. Interoception describes the abil-
ity to perceive, interpret, and integrate signals originating from within the body [39,40].
This concept is important because a child’s ability to recognize internal bodily signals
can help them understand their emotional state more accurately and lay the ground-
work for regulating it. The Museum of Feelings provides an environment for develop-
ing interoceptive awareness through the exploration of bodily sensations—such as
breathing, tension, warmth, heaviness, lightness, or other internal sensations—and
linking these sensations to the naming of emotions.

3. The activities of the Museum of Feelings are linked to the theory of constructed
emotions. Emotions are not merely automatic reactions that manifest identically in
everyone; they are shaped by the interaction of bodily sensations, prior experience,
context, language, and existing concepts of emotion. This theory underscores the
importance of expanding one’s emotional vocabulary and differentiating between
emotions [35]. Therefore, in the museum, children are encouraged to seek out more
precise names for their feelings, recognize nuances in those feelings, and under-
stand that the same physical sensation can be associated with different feelings in
different contexts.

4. The museum’s educational logic is linked to the theory of self-regulation. Self-
regulation is defined as a process in which a person’s thoughts, feelings, and actions
are purposefully organized to achieve goals [36]. This concept allows us to under-
stand the activities at the Museum of Feelings not only as tasks of emotional cognition,
but also as opportunities to develop skills in attention, reflection, impulse control,
decision-making, and behavioral regulation. At the museum, children are invited to
pause, notice their reaction, name it, consider what caused it, and explore possible
ways to respond.

5. The experiential nature of the Museum of Feelings is based on the 4E framework of
cognitive science, according to which cognition is embodied, embedded in the envi-
ronment, extended through external objects and tools, and generated through action
and active interaction with the environment (enactive) [41,42]. This approach helps to
explain why, in a museum, it is not only verbal explanations that are important, but
also physical experience, space, objects, installations, sensory stimuli, active engage-
ment and social interaction. Museum installations act as external cognitive supports,
helping children to notice, understand, name and reflect on their inner experiences.

6. The museum’s activities are linked to the concept of embodied learning. Learning
takes place through the body, movement, the senses, the environment, and social
interaction [43]. Therefore, the textures, scents, sounds, light, darkness, visuals,
movement through space, and creative tasks used at the Museum of Feelings are not
merely supplementary educational tools. These tools constitute the primary method
of learning, as children explore their senses through real and concrete experiences.

The logic behind the installations at the Museum of Feelings: The installations at
the Museum of Feelings are designed to reflect different aspects of emotional awareness
and self-regulation. Activities related to bodily sensations help children notice their body’s
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internal signals and connect them to their feelings. Activities involving the recognition
of facial expressions and emotions promote emotional differentiation and social under-
standing. Experiences with smells, sounds, textures, light, and darkness allow children
to explore how different sensory stimuli affect attention, bodily states, and emotional
reactions. Creative and symbolic tasks, such as masks, abstract representations of feelings,
or other forms of visual expression, give children the opportunity to express experiences
that are sometimes difficult to describe directly in words.

Reflective questions and educator-led discussions help children connect their sensory
and creative experiences to personal meaning and potential ways of self-regulation. In this
way, each installation functions not as a separate object, but as a structured experiential
situation in which a child can observe, experience, name, express, and reflect on a feeling.

5. Research Methodology
The study is based on sociocultural developmental theory [44,45]. Vygotsky (1978,

1996) [44,45] distinguished between two levels of mental functioning: lower-level and
higher-level. Functions of the lower level, such as reactive attention and sensorimotor
thinking, are, according to the scholar, innate and inherited. Their development is based
on natural biological self-expression. However, the scientist claimed that higher cognitive
functions are of a social nature, regarding them as a socio-cultural construct which is not
innate but is created during the course of human historical and cultural development and
is acquired through participation in social interaction. In explaining the development of
higher cognitive functions, Vygotsky (1978, 1996) [44,45] argued that two lines of develop-
ment in the behaviour of the modern cultured human being must be distinguished: the
process of biological development, during which they became human, and the process
of historical and cultural development, during which primitive humans became cultured
humans. Culture creates specific forms of behaviour, alters the functioning of mental
processes, and ‘introduces new levels into the developing system of human behaviour’.
This theoretical perspective allows the museum to be interpreted as an educational and
cultural environment in which, through experience, reflection and interaction, various
abilities can be developed, including processes related to self-regulation.

The study also draws on various theories and concepts of self-regulation, which
define self-regulation as a composite construct encompassing emotional, cognitive and
behavioural processes [11,20]. In this context, self-regulation is understood as the ability to
recognise, reflect on, and regulate one’s feelings, emotions, attention, thought processes and
behaviour. These abilities form the basis for conscious behaviour regulation and adaptive
responses to environmental stimuli.

Although sociocultural theory and self-regulation theory explain how higher mental
functions can develop through culturally organised experience, reflection and social inter-
action, there is still a lack of research analysing how these theoretical principles manifest
themselves in museum, sensory and experiential educational settings. In particular, it re-
mains unclear how specific museum exhibits and educational activities can be theoretically
linked to the emotional, cognitive and behavioural aspects of children’s self-regulation. To
address this gap, this study employs qualitative deductive content analysis [46] to identify
the theoretical links between the exhibits and educational activities at the Museum of
Feelings and the categories and subcategories of self-regulation. Deductive qualitative
analysis [47–51] is one form of deductive qualitative research suitable for the application,
testing and refinement of theory. By applying deductive qualitative analysis, researchers
can empirically investigate existing theory [47–50]. In the case of our study, the researchers
justified the selection of activities and exhibits at the only Museum of Feelings established
in the Baltic states, which can help foster children’s self-regulation skills. Once researchers
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have selected a theoretical framework, they formulate the research question in such a way
that it clearly links the research question to the theoretical framework. In the case of our
study, as self-regulation skills are being investigated, they are scientifically grounded by
identifying key categories and subcategories according to which the objects and educational
activities of the Museum of Feelings are analysed. Since, from a deductive perspective,
a wide variety of empirical data can be investigated and analysed, in our study, the ob-
jects of the Museum of Feelings and the educational activities associated with them have
been selected.

Research objective
The aim of this study is to conduct a qualitative, deductive analysis of the content of

the exhibits and educational activities at the Museum of Feelings in order to identify their
conceptual links with the theoretically defined categories and subcategories of children’s
self-regulation.

Research questions
Q1. How is self-regulation defined scientifically, and what main categories and subcat-

egories can be distinguished when discussing the expression of self-regulation skills?
Q2. How can the exhibits and educational activities at the Museum of Feelings be

theoretically linked to the development of children’s self-regulation skills?
Q3. How is self-regulation defined in the scientific literature, and what are its main

categories and subcategories that can be identified in the context of this study?
Q4. How are the exhibits and educational activities at the Museum of Feelings con-

ceptually related to the theoretically defined categories and subcategories of children’s
self-regulation?

Data analysis method
The study employed qualitative deductive content analysis to identify conceptual links

between the exhibits and educational activities at the Museum of Feelings and theoretically
defined aspects of self-regulation. The analysis is based on sociocultural developmental
theory [44,45], which emphasises the importance of culturally organised experience, lan-
guage, reflection and social interaction for the development of higher mental functions.
This theoretical perspective allows the museum to be understood as an educational and
cultural environment in which processes related to self-regulation can be examined through
structured experiential activities.

In this study, self-regulation is understood as a multidimensional construct encom-
passing emotional, cognitive and behavioural processes [11,20]. Based on these theoretical
perspectives and an analysis of the scientific literature, a deductive coding system was
developed, comprising categories and subcategories of self-regulation. Qualitative de-
ductive content analysis is suitable for applying existing theoretical concepts to a specific
dataset and systematically assessing how the analysed data correspond to predefined
categories [46–49]. In this study, the coding system was applied to determine how the
content and educational purpose of museum exhibits and related educational activities
conceptually correspond to the categories and subcategories of emotional, cognitive and
behavioural self-regulation.

Subject of the study and units of analysis
The subject of the study is the exhibits at the Museum of Feelings and the educational

activities associated with them.
The unit of analysis was defined as an individual museum exhibit together with the

educational activity associated with it. Each unit of analysis was evaluated based on the
actions, experiences, forms of reflection, or skills it elicits. When analyzing each exhibit, the
following aspects were taken into account [52]:

The purpose of the exhibit or activity;
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The action or experience offered to the child;
The intended direction of reflection or discussion;
Possible connections to categories of self-regulation;
The theoretical justification for classification into a category.
Thus, the unit of analysis was not merely a physical object or a museum installation.

The analysis focused on the combination of the exhibit, the related activities, and the
educational intent.

Criteria for selecting exhibits and activities
The analysis included those exhibits and educational activities at the Museum of

Feelings that met the following criteria:

• Had a clearly identifiable educational or psychoeducational purpose. For example,
the body silhouette installation was included because it invites visitors to mark the
parts of the body where different emotions are felt, and to link bodily sensations with
emotional states.

• Had written instructions for the activity or a clear logic of use. For example, the
instructions accompanying the fragrance vials suggest that you smell each fragrance
and associate it with a particular feeling.

• Were related to the exploration of children’s emotions, bodily sensations, attention,
behavior, reflection, or social interaction. For example, the comic strip on the cognitive
cycle was included because it encourages reflection on the interrelationships between
thoughts, emotions, bodily sensations and behaviour.

• Allowed for the theoretical identification of connections with at least one category
or subcategory of self-regulation. For example, an exhibit setting out steps on how
to express criticism constructively was linked to self-regulation of behaviour, as it
presented socially acceptable ways of expressing dissatisfaction and responding in
conflict situations.

Technical, decorative, or organizational elements of the museum that lacked indepen-
dent educational content or a clear connection to the study’s objective were excluded from
the analysis.

Development of the categorization system
The categorization system was developed deductively, based on the concept of self-

regulation described in the scientific literature. First, three main areas of self-regulation
were identified: cognitive, emotional, and behavioral self-regulation. Each area was then
broken down into subcategories, which allowed for a more precise analysis of the content
of the museum exhibits and educational activities.

The category of cognitive self-regulation included activities related to focusing at-
tention, self-observation, monitoring thought processes, reflection, weighing choices, and
metacognitive skills.

The category of emotional self-regulation included activities related to recogniz-
ing feelings, differentiating emotions, naming feelings, linking bodily sensations to
emotional states, reflecting on emotional experiences, and discussing possible ways of
responding emotionally.

The behavioral self-regulation category included activities related to impulse con-
trol, choosing response strategies, inhibiting or modifying behavior, socially acceptable
expression of feelings, cooperation, and adaptive responses to environmental stimuli.

The system of categories and subcategories was used as a coding framework, allowing
for a consistent evaluation of each unit of analysis. Each exhibit or activity could be assigned
to more than one category if the content of the activity theoretically corresponded to several
aspects of self-regulation.

Analytical Procedure
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The analysis was conducted in several stages.
In the first stage, all exhibits at the Museum of Feelings and the related educational

activities were reviewed. Only those exhibits and activities that met the predefined in-
clusion criteria were selected. Technical, decorative, or organizational elements lacking
independent educational content were excluded.

In the second stage, each selected exhibit and its associated educational activity was
described and evaluated according to a uniform analytical framework: the purpose of
the exhibit or activity, the action proposed to the visitor, the nature of the experience, the
potential direction of reflection, and connections to categories of self-regulation. To avoid
an overly expansive table, these aspects are presented in summary form in the final analysis
table: the exhibit or activity, the psychoeducational objective, connections to the categories
of self-regulation, and the theoretical rationale.

In the third stage, deductive coding was applied. Each unit of analysis was compared
with a pre-established system of self-regulation categories and subcategories. Classification
into categories was based not on general impressions but on specific characteristics of the
activity: what action the child performs, what experience they explore, what ability the
activity develops, and what theoretical connection allows this ability to be assigned to a
specific area of self-regulation.

In the fourth stage, a rationale was developed for assigning each exhibit or activity
to the self-regulation categories. In each case, it was specified why a particular exhibit or
educational activity was linked to the corresponding category or subcategory.

In the fifth stage, the classifications were reviewed. To minimize potential researcher
bias, the application of categories and the classification of exhibits were discussed with a
co-author who is not involved in the creation of the Museum of Feelings. During these
discussions, cases were clarified where an exhibit or activity could have been assigned to
multiple categories or where the rationale for the assignment was not sufficiently clear.
Final decisions were made based on the predefined category criteria and the theoretical
rationale for the activities.

In the sixth stage, a summary analysis table was prepared, presenting the exhibits, the
related educational activities, the self-regulation categories to which they were assigned,
and the rationale for their classification. This form of analysis illustrates the transition from
the description of a specific museum exhibit or activity to its theoretical interpretation.

Ensuring the reliability and traceability of the study
The theoretical validity of the coding system was ensured by deducing the categories and

subcategories of self-regulation from the concepts of emotional, cognitive and behavioural
self-regulation described in the scientific literature. Each category was defined in advance,
and all units of analysis were assessed according to the same analytical criteria: the aim of the
exhibit or educational activity, the action and experience offered to the child, the direction of
reflection, and the theoretical link to the categories and subcategories of self-regulation.

In order to enhance the reliability of the coding and minimise the risk of single-
researcher bias, the initial categorisation of exhibits and educational activities was reviewed
together with a co-author who had not been involved in the creation of the Museum of
Feelings. During the review, ambiguous cases were discussed, as were units of analysis
that could have been assigned to several categories and decisions that were not sufficiently
clearly grounded in theory. The final classifications were agreed upon by mutual consent,
based on predefined category criteria and theoretical justification.

As one of the authors of the article is the creator and founder of the Museum of
Feelings concept, the study took into account the potential risk of researcher bias. This
risk was mitigated by applying a pre-defined deductive coding system, applying uniform
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criteria to all units of analysis, and involving a co-author who was not involved in the
museum’s creation in the review process.

The traceability of the analysis was ensured by presenting the results in a table listing
each exhibit analysed and its associated educational activity, the category or subcategory of
self-regulation to which it was assigned, and the rationale for this assignment. However, a
formal index of inter-coder reliability was not calculated. Consequently, the reliability of
the coding system is based on theoretical consistency, the uniform application of analytical
criteria, peer review by the co-authors, and the transparent presentation of analytical
decisions, rather than on a statistical assessment of coding reliability.

Ethical Considerations
No personal data was collected in this study, and no people were directly studied.

Only the exhibits and the content of the educational activities at the Museum of Feelings
were analyzed. The study was conducted in accordance with the principles of academic
integrity, transparency, and responsible research.

Presentation of the analysis results
During the analysis, each exhibit and its associated educational activity were systemat-

ically assessed in order to determine their conceptual alignment with predefined categories
and subcategories of self-regulation (see Table 2). Table 2 presents the exhibits included in
the analysis and their associated educational activities, their psycho-educational objectives,
the self-regulation categories and subcategories assigned to them, and the theoretical basis
for their classification. The table illustrates how the description of a specific exhibit or
activity has been translated into a conceptual interpretation within the context of emotional,
cognitive and behavioural self-regulation.

Table 2. Justification of the Museum of Feelings exhibits by educational area (compiled by
the authors).

Exhibit and Related Activities
Psychoeducational Objectives, Their Links to the Categories and
Subcategories of Self-Regulation, and the Research Justifying the

Selection of Exhibits

Objects designed to explore smells, various textures
and surfaces:
Scent bottles. Visitors should smell the scent in each
bottle and associate it with a feeling (the museum’s
glossary of feelings may be used).
A wall of touch panels. Each object on the wall is
associated with the name of a specific emotion.
Sensory detectives. With eyes closed, put a hand
through a hole and associate the sensation with the
name of the emotion.
Masks. Try on a mask and assign names of feelings
to it.
Sound box. Climb inside the sound box and
associate what is heard with a specific sensation.

Training in interoception—exploring sensory objects encourages conscious
attention to bodily sensations and their connection with emotional
reactions. This creates the conditions for the development of interoceptive
abilities. [emotional, cognitive category, subcategories: naming and
recognising feelings, metacognitive abilities]
The development of associative, divergent thinking—establishing
connections between sensory stimuli and feelings activates associative
cognitive processes and encourages divergent thinking, as there cannot be
a single correct answer here.
[cognitive category, subcategory—metacognitive skills]
Differentiating feelings and expanding the vocabulary used to describe
them—museum visitors are encouraged to distinguish between sensations
and feelings; by using a vocabulary of feelings, they expand their list of
words describing emotional experiences.
[emotional category, subcategory—naming and recognising feelings]
Understanding the influence of past experiences on feelings—sensations
trigger emotional memory, thereby activating certain feelings associated
with memories. Visitors have the opportunity to see that the same
sensation can evoke completely different feelings.
[emotional and cognitive categories and subcategories: naming and
recognising emotions, metacognitive skills]
The development of metacognitive skills—establishing links between
sensations and emotions—encourages reflective thinking and self-reflection.
[cognitive category, subcategory—metacognitive skills]
[53–56]
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Table 2. Cont.

Exhibit and Related Activities
Psychoeducational Objectives, Their Links to the Categories and
Subcategories of Self-Regulation, and the Research Justifying the

Selection of Exhibits

Installations that help to understand the connections
between bodily sensations, facial expressions
and emotions:
Installation with a body silhouette. Place magnets on
the parts of the body where a person feels
different emotions;
The face of emotion. Arrange magnets so that they
reflect the facial expression of the chosen emotion.

Developing interoceptive skills is a very important aspect of self-regulation,
as recognising bodily sensations helps to become aware of emotions, the
underlying needs, and to consciously choose one’s behaviour. [emotional
category, subcategory—naming and recognising emotions]
Developing emotional literacy—visitors, by learning to recognise and
distinguish emotions (for example, realising that the intensity of feelings
differs and that irritation, anger and rage are distinct feelings), become
familiar with different physical ways of expressing feelings, thereby
strengthening their ability to recognise and name their emotional states.
Improving self-regulation skills—participants are introduced to a specific
model of behaviour regulation, which begins with recognising what is
happening in the body, linking these bodily sensations to feelings and
becoming aware of them, identifying the need underlying the feeling, and
choosing constructive behaviour that satisfies that need. [behavioural
category, subcategories: ability to control impulses; the ability to initiate,
maintain, inhibit and modify one’s own behaviour; self-motivation; the
ability to choose and carry out actions that help achieve set goals; the
ability to control and modify behaviour in accordance with social norms
and rules].
Development of social-emotional awareness. Constructing facial
expressions helps to understand the interconnections between emotions,
thoughts and bodily sensations. Visitors also learn that feelings are
expressed differently in every culture; for example, the Inuit Utqiaqtuq
language has no word for ‘anger’. This helps to understand that cultural
and linguistic characteristics have a significant influence on the
understanding and expression of feelings.
[emotional, cognitive categories, subcategories: naming and recognising
emotions, metacognitive abilities]
[35,37,53–58]

The Dark Room.
A dark room is a structured psychoeducational space
in which, using a UV lamp, visitors can explore their
inner processes in a focused manner through visual
means. Reducing light helps to minimise external
stimuli and enhance concentration.
Phobia peephole. Look through the peephole to
learn about the various phobias people experience
and discover their scientific names.
The Wall of Needs. Use a UV torch to explore
human needs.
Cognitive Cycle Comic. Analyse a comic illustrating
the cognitive cycle, the essence of which is to realise
that thoughts influence feelings, bodily sensations
and behaviour.
Steps to assertive communication. Learn how to
express things we do not like in a constructive way.
A comic strip explaining what to do with difficult
feelings. Read and familiarise yourself with specific
steps to help you cope with difficult feelings.

Cognitive diffusion—the realisation that ‘I am not my fear’; it is merely a
feeling I am experiencing, and the same applies to thoughts—they are not
necessarily facts, but, in many cases, distortions of thinking. [Cognitive
category, subcategory—metacognitive skills].
Cultivating cognitive awareness—the aim is to familiarise people with
universal human needs, to show that behind every emotion lies an unmet
or met need, which encourages a constructive relationship with emotions.
A visually explained cognitive wheel, illustrating the interconnection
between thoughts, feelings, bodily sensations and behaviour, helps visitors
understand the influence of thinking on their well-being and empowers
them to change their own mindset.
[cognitive category, subcategory—metacognitive skills].
Developing social self-regulation skills—visitors are introduced to simple
methods that foster empathy, help resolve conflicts constructively, and cope
with difficult emotions.
[behavioural category, subcategories: ability to control impulses; ability to
initiate, maintain, inhibit and modify one’s own behaviour; self-motivation;
the ability to choose and carry out actions that help achieve set goals; the
ability to control and adjust behaviour in accordance with social norms
and rules].
[19,35,37,57,59–66]

https://doi.org/10.3390/soc16080269

https://doi.org/10.3390/soc16080269


Societies 2026, 16, 269 13 of 22

Table 2. Cont.

Exhibit and Related Activities
Psychoeducational Objectives, Their Links to the Categories and
Subcategories of Self-Regulation, and the Research Justifying the

Selection of Exhibits

The Happiness Room:
The Wall of Joy. Read the thoughts on the
wall—associations that arise when you hear the
word ‘happiness’.
The Musical Carpet. Jump from one musical carpet
to another to create your own music of happiness.
Visualisation of Happiness. Using coloured wooden
pieces on a tray, create your own image or symbol
of happiness.

Developing metacognitive skills and attention regulation. The realisation
that a person can choose where to consciously direct their attention helps
them to understand that everyone can enhance positive feelings.
Identifying specific things that bring joy strengthens visitors’ inner
resources, contributes to improving their psycho-emotional state, and
fosters self-awareness.
[emotional, behavioural, cognitive categories, subcategories: naming and
recognising feelings, self-motivation, executive functions and
metacognitive abilities] [67–70]

As can be seen from Table 2, the exhibits and educational activities analysed were
conceptually linked to all three categories of self-regulation, whilst some activities were
assigned to more than one category. Sensory activities were mainly linked to emotional and
cognitive self-regulation through the recognition and naming of bodily sensations and emo-
tions, the differentiation of emotions, and reflection. Activities exploring the links between
bodily sensations and facial expressions were associated with interoceptive awareness,
emotional literacy and reflection on the choice of possible behavioural responses. Dark
room activities were linked to metacognitive reflection, impulse control, understanding
strategies for managing complex emotions, and exploring constructive ways of respond-
ing in social situations, whilst activities in the Happiness room were linked to attention
regulation, self-reflection, emotional recognition and self-motivation. These results reflect
conceptual links and should not be interpreted as empirical evidence of the impact of the
museum’s activities on children’s self-regulation.

6. Results of the Deductive Content Analysis
6.1. Identification of Self-Regulation Categories and Subcategories Based on the Scientific Literature

Following an analysis of the scientific literature, three categories of self-regulation
were identified [1–9]: emotional, cognitive, and behavioural. When analysing charac-
teristics related to emotional self-regulation, the following subcategories were identified:
recognition of emotions, naming, control of intensity, and conscious choice of expression
and coping. When examining behavioural characteristics, the following subcategories
were identified: the ability to control impulses; the ability to initiate, maintain, inhibit, and
modify one’s own behaviour; self-motivation; the ability to select and perform actions that
help achieve set goals; the ability to control and adjust behaviour in accordance with social
norms and rules. The scientific literature has also highlighted subcategories of cognitive
self-regulation: executive function-related abilities (attention and impulse control, working
memory), metacognitive abilities (cognitive flexibility, goal-setting and planning, and the
application of strategies to achieve them, reflection, evaluation).

6.2. The Museum of Feelings—A Psychoeducational Resource and Tool for Developing
Self-Regulation Skills

The Museum of Feelings is the only museum of its kind in Lithuania and the Baltic
states. The museum’s aim is to foster individuals’ emotional literacy, self-regulation and
psychological resilience through experience—the exploration of interactive exhibits and
reflection on activities. The concept of the museum as a form of psychoeducation was
not chosen by chance. Research has shown that visiting a museum and engaging in the
special activities taking place there statistically reduces indicators of anxiety, depression
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and general psychological distress [71]. It is also worth mentioning the review by M. D.
Trupp, C. Howlin, A. Fekete, J. Kutsche, J. Fingerhut, & M. Pelowski (2025) [70], which
highlighted a correlation between viewing works of art in museums and galleries and
an enhanced sense of eudaimonic well-being. This correlation manifests itself in the
experience of meaningfulness, life purpose and personal growth. Thus, it can be assumed
that museums and experiential art spaces not only have an aesthetic impact but also
contribute in themselves to the strengthening of an individual’s psycho-emotional health.

The Museum of Feelings was developed based on the principles of cognitive and
behavioural psychotherapy. This approach was chosen because it is one of the therapeu-
tic approaches with the most scientific research confirming its effectiveness. This is also
demonstrated by the latest scientific studies and systematic reviews conducted between
2023 and 2025 [60,63,64,66]. Each exhibit was created with a specific psychoeducational
objective in mind. For example, objects designed for exploring smells, various textures
and surfaces potentially foster interoception, divergent thinking and creativity; they help
expand the vocabulary of sensations and the understanding that sensations are intercon-
nected and influence emotional experience, yet they are not identical to the sensations
themselves. This relates to the categories of cognitive and emotional self-regulation and
the subcategories of metacognitive abilities and the naming and recognition of sensations.

Another group of exhibits consists of installations that link emotions and bodily
sensations with facial expressions. The installation featuring the silhouette of emotions
may help visitors identify which parts of the body are activated when one emotion or
another is felt. This exhibit also has a scientific basis, as research highlights a correlation
between interoception—the ability to recognise and interpret bodily sensations—and self-
regulation [53,54,56]. Thus, based on these theoretical assumptions, the recognition of
bodily sensations and the ability to interpret them correctly may be one of the key self-
regulation skills, linked to the conscious choice of actions, as opposed to impulsivity. An
exhibit in which visitors are invited to assemble a face representing a chosen emotion
helps them to understand that the expression of emotions is very strongly linked to our
past experiences, beliefs, cultural characteristics and linguistic nuances. According to
constructivist theory of emotions [35], emotions and feelings are subjective and constructed
by the brain based on prior experience, linguistic features and cultural context. The
instructions accompanying this exhibit ask a group of people to choose the same emotion
and create a facial expression representing it (Figure 1). With the help of an educator,
the expressions are then examined, and it is always observed that the expressions do not
repeat themselves—different people construct the facial expression for the same feeling
in different ways. This leads to a discussion about the fact that feelings are not universal,
and emotions are not predetermined reactions, but are shaped depending on individual
experience, language and existing beliefs.

Therefore, it can be assumed that this relates to the categories of cognitive, emotional
and behavioural self-regulation, as well as the recognition and naming of feelings, the
ability to control impulses, the ability to initiate, maintain, suppress and correct one’s
behaviour, self-motivation, the ability to choose and perform actions that help achieve set
goals, the ability to control and adjust behaviour in accordance with social norms and rules,
and subcategories of metacognitive thinking skills.
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Figure 1. The face of emotion. Photo by ©Simas Bernotas/Keliauk Lietuvoje.

Another important feature of the museum is the dark room, where visitors can explore
the exhibits in the dark using UV torches. It is precisely the absence of light and other
stimuli that may encourage greater concentration and help achieve psychoeducational
goals—introducing the basics of cognitive behavioural therapy—by analysing specific
examples to understand how thoughts influence behaviour, feelings, bodily sensations;
what phobias people have; how to speak firmly and constructively about things one
dislikes; how to understand what need lies behind a difficult feeling and, in general, what
needs people have. The content of this room is based on the works of A. Damasio & H.
Damasio (2022), L. F. Barrett (2025), and Z. Schuman-Olivier et al. (2020) [35,37,64]. In
the museum, visitors try out several methods for staying with difficult feelings, which
help them practise self-compassion, as research confirms that individuals with greater
self-compassion are less likely to suffer from depression and, in general, are more resilient
to stress [59,62]. Thus, based on the analysis, the exhibits in the dark room can be linked
to cognitive and behavioural categories, as well as metacognitive abilities and the ability
to control impulses, initiate, maintain, inhibit and adjust one’s behaviour; self-motivation;
the selection of actions that help achieve set goals; and the ability to control and adjust
behaviour in accordance with social norms and rules.

The Museum of Feelings features a ‘Room of Joy’, where the walls display reflections
on happiness and joy from various people, gathered during a public survey on social media.
In this room, visitors can visualise happiness, create their own ‘melody of happiness’, and
are encouraged to name the things they associate with these feelings (Figure 2). Such
activities can be interpreted as encouraging the conscious recognition and naming of posi-
tive experiences. Research shows that the ability to consciously notice, name and become
aware of joyful things strengthens internal resources and contributes to an improvement
in psycho-emotional well-being [68], whilst the ability to savour and immerse oneself in
pleasant experiences is associated with a greater subjective experience of happiness and
fewer depressive symptoms [67].

Based on theoretical assumptions, all of this can be linked to the categories of cognitive,
emotional and behavioural self-regulation, as well as the ability to recognise and name
emotions, the ability to control impulses, and the ability to initiate, maintain, inhibit and
adjust one’s own behaviour, self-motivation, the ability to choose and perform actions that
help achieve set goals, the ability to control and adjust behaviour in accordance with social
norms and rules, and subcategories of metacognitive thinking skills.
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Figure 2. Detail of the Room of Joy, Wall of Liestukai, Human silhouette. Photographs by
Monika Tekutienė.

In summary, it can be said that the exhibits and educational activities at the Museum
of Feelings are theoretically linked to the categories of self-regulation; however, this link
should be understood as conceptual rather than as an empirically proven effect on chil-
dren’s self-regulation skills. The analysed activities can create conditions for recognising
and reflecting on feelings and emotions, teach specific ways of dealing with difficult and
unpleasant feelings, help to understand how to create a pause between feeling and be-
haviour, and, in general, help to get to know oneself. Such a structured and purposeful
experience can be interpreted as a theoretically grounded context for learning related to
self-regulation. The activities are designed to invite pupils to recognize bodily sensations,
connect them to emotions and the underlying needs, and consider constructive ways to
respond. In this sense, the museum provides a meaningful educational environment in
which the key components of self-regulation can be explored through bodily, sensory,
reflective, and social experiences. All of this potentially strengthens dialectical thinking and
the realisation that I can feel or think one way, yet choose a completely different behaviour.
Furthermore, such experiences in the museum create the conditions for cognitive defusion
to develop—the separation of a person’s thoughts and feelings. This may be linked to more
adaptive self-regulatory processes, which are important for psycho-emotional well-being,
the development of self-regulatory learning skills, and academic outcomes.

7. Discussion
Following a qualitative deductive analysis of the exhibits at the Museum of Feelings

and the associated educational activities, it can be assumed that this is a space where an
individual’s self-regulation-related abilities can potentially be cultivated. All exhibits, the
associated activities and the psycho-educational objectives are conceptually linked to the
identified categories of self-regulation. This is highly significant, as other studies also
indicate that it is important to view self-regulation as a multi-dimensional construct [7–9].
Therefore, in order to develop self-regulation skills, it is important to take into account the
interrelationship between the emotional, cognitive and behavioural dimensions and to cre-
ate conditions for the development of these skills. Preventive psychoeducational measures,
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including museum-based education, may provide suitable contexts for addressing these
interconnected aspects of self-regulation. Their benefits for psycho-emotional well-being
have already been demonstrated in scientific studies [29,34,68,71,72].

We would like to discuss the significance of smells in evoking emotions in greater
detail. At the Museum of Feelings described in our study, one of the activities offered
involves smelling different scents and reflecting on them, linking one’s sensations to specific
emotions. Research shows that the sense of smell is closely linked to the limbic system,
which is responsible for emotions and memory; therefore, smells can be interpreted as a
‘bridge’ between the present sensory stimulus and the associated past emotional experiences
and memories [72].

Thus, smells prompt the emergence of subjective memories from the subconscious;
this activates the feelings associated with those memories and provides an opportunity to
link, recognise and name them. Furthermore, the reflection on smells can be interpreted
as a process in which subconscious experience is transformed into conscious perception—
awareness. These abilities are particularly important for self-regulation.

It is also important to note that when learning experiences are supplemented with
various sensory stimuli (auditory, visual, olfactory), children recall more information [73].
This effect is further enhanced when the time between the presentation of information and
its recall is longer, particularly when there is a longer time interval between the presentation
of information and its recall.

Furthermore, it is worth noting that the combination of different sensory stimuli (par-
ticularly smell and sound) may be associated with greater attentiveness, which in turn
facilitates better task performance [74]. The results of the latter study showed that multi-
sensory stimulation involving smell and sound had a more effective impact on participants’
attention than a single sensory stimulus. This combination improved participants’ ability to
orient themselves in space and perform the visual search task more accurately. Thus, we see
that multisensory experiences can influence attention regulation processes. Concentration
of attention and its directed regulation are considered a very important component of
cognitive self-regulation. For this reason, it can be assumed that the use of various sensory
experiences, particularly those related to smells, in educational activities may contribute to
the development of self-regulation processes, particularly those related to attention focus
and information processing.

8. Conclusions
Self-regulation is one of the most important competencies necessary to ensure every

individual’s academic success and psychosocial well-being. Following an analysis of the
scientific literature, three categories of self-regulation were identified: emotional, cognitive
and behavioural. Emotional self-regulation was linked to the following subcategories:
recognition and naming of emotions, control of intensity, and conscious choice of their
expression and resolution. In analysing the behavioural category, the following subcat-
egories were identified: the ability to control impulses, and to initiate, maintain, inhibit
and modify one’s behaviour in accordance with social norms and rules; self-motivation;
and the conscious choice of actions that help achieve set goals. The category of cognitive
self-regulation was divided into the following subcategories: executive function-related
abilities (attention and impulse control, working memory), metacognitive abilities (cogni-
tive flexibility, goal-setting and planning, and the application of strategies to achieve them,
reflection, evaluation). These categories and subcategories form the theoretical basis for
further analysis.

The exhibits and educational activities at the Museum of Feelings can be interpreted as
theoretically linked to the identified categories and subcategories of self-regulation. Based
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on the analysis conducted, it can be assumed that the primary psycho-educational objectives
of the exhibits and activities relate to the expansion of emotional vocabulary, the recognition
of bodily sensations triggered by certain emotions, familiarisation with specific methods to
help cope with difficult emotions, and the application of constructive conflict resolution
strategies, which are identified in the scientific literature as important components of self-
regulation. These insights should be regarded as theoretical assumptions that would be
appropriate to test through empirical research in the future, in order to assess the actual
impact of museum activities on children’s self-regulation skills.

An analysis of the scientific literature has shown that self-regulation can be understood
as a multifaceted construct encompassing emotional, cognitive, and behavioral components.
In the context of this study, emotional self-regulation was associated with recognizing and
naming feelings, regulating the intensity of emotions, and consciously choosing emotional
expression and response. Behavioral self-regulation was associated with impulse control,
the ability to initiate, maintain, inhibit, and modify behavior in accordance with social
norms and situational demands, self-motivation, and the conscious selection of actions that
help achieve set goals. Cognitive self-regulation was associated with executive functions,
including attention regulation, impulse control, and working memory, as well as with
metacognitive abilities such as cognitive flexibility, goal-setting, planning, strategy use,
reflection, and evaluation. These categories and subcategories formed a deductive coding
framework applied in the subsequent analysis.

A qualitative deductive content analysis revealed that the exhibits and educational ac-
tivities at the Museum of Feelings are conceptually linked to theoretically defined categories
and subcategories of self-regulation. The activities analyzed were primarily associated with
expanding the vocabulary of emotions, recognizing and naming emotions, noticing bodily
sensations related to emotional states, reflecting on the connections between thoughts, feel-
ings, bodily sensations, and behavior, becoming familiar with possible strategies for coping
with more difficult emotions, and exploring constructive ways of responding in social
situations. These connections should be understood as conceptual and theoretical, rather
than as evidence of the museum’s actual impact on children’s self-regulation. The study’s
results allow us to view the Museum of Feelings as a theoretically grounded educational-
experiential environment in which aspects related to self-regulation are actualized through
sensory exploration, embodied experience, symbolic expression, reflection, and social inter-
action. However, this study did not assess changes in children’s self-regulation skills. In the
next phase of the study, we plan to empirically examine how participation in museum edu-
cational activities relates to children’s emotional, cognitive and behavioural self-regulation,
as well as to analyse teachers’ views on the benefits and applicability of these activities in
the educational process. To this end, the study will employ observations, interviews with
children and teachers, and the recording and assessment of behaviour before and after the
activities, with the qualitative data collected being analysed using thematic analysis. The
aim will be to assess children’s emotional awareness, attention regulation, impulse control,
behavioural responses and strategies for managing complex emotions, as well as to reveal
teachers’ insights into observable changes in children’s behaviour and self-regulation. Such
research would make it possible to determine whether the conceptual links highlighted in
this article are reflected in children’s actual experiences, teachers’ assessments and changes
in self-regulation.

9. Limitations of the Study
This study is conceptual in nature. It analyzes the content of the Museum of Feelings’

exhibits and educational activities, but does not examine museum visitors or their experi-
ences. Therefore, the results cannot be interpreted as empirical evidence of the museum’s
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impact on children’s self-regulation. For this reason, the insights presented should be inter-
preted as theoretical assumptions rather than empirically validated statements. Therefore,
it would be appropriate in the future to conduct empirical research using observation,
interviews or other methods to assess the actual impact of these activities and to evaluate
how participation in such educational programmes affects visitors’ emotional awareness
and self-regulation skills. It would also be useful to investigate the experiences and per-
spectives of educators, which could shed further light on the possibilities for applying and
integrating educational activities into the teaching process, as well as their impact on the
development of pupils’ emotional intelligence.
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