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ABSTRACT  

This essay presents an ecocritical reading of water imagery in selected poems by Carol Ann 

Duffy, with focus on Duffy’s personified water-voices, how water illuminates history, and 

Duffy’s metaphor of language as water. After a consideration of the problematics of teaching 

poetry in the EFL classroom, the essay concludes that Duffy’s poetry holds potential for 

students to develop environmental literacy, both in content and in form.  
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Notes on Abbreviations and Editions 

All poems, with the exception of ‘The Thames’, are quoted from Collected Poems: Carol 

Ann Duffy, Poet Laureate (2015). Titles of Duffy’s individual collections, along with the year 

of their original publication, will be given when first referenced in the essay, and abbreviated 

as follows:  

Standing Female Nude: SFN 

Selling Manhattan: SM 

The Other Country: OC 

Mean Time: MT 

The World’s Wife: WW 

Feminine Gospels: FM 

Rapture: Rapture 

The Bees: Bees 
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Introduction – ‘It was the best of times, it was the worst of times’ (Dickens, 1859, 3). 

In her introduction to Critical Encounters in High School English: Teaching Literary Theory 

to Adolescents (2009), Deborah Appleman comprehensively summarizes the state of affairs 

for global citizens today: ‘We are all, in the 21st century, submerged in ecological, economic, 

and political crises’ (1). For Appleman, these crises necessitate a change of pedagogical 

purpose, method, and application; language teachers can no longer ‘simply […] help students 

read and write’, but must instead ‘help [students] use the skills of writing and reading to 

understand the world around them’ (2). This essay proposes to examine the potential of 

poetry as a pedagogical tool for developing environmental literacy, and will do so specifically 

through a close reading of water imagery in Carol Ann Duffy’s poetry, using ecocriticism as 

a theoretical framework. 

The pedagogical paradigm shift towards teaching transferrable skills in order to 

prepare students for an ever-changing, postmodern reality is not a new one, and is 

increasingly linked with notions of democracy and environmental sustainability. The Swedish 

secondary school curriculum makes explicit the connection between students’ ‘skills’ and 

‘abilities’ and their ‘ability to affect […] today’s and tomorrow’s society’ as early as 1970 

(Lgy70, 12),1 and in their 1994 ‘Prototype for Environmental Education Curriculum’, 

UNESCO and UNEP (United Nations Environment Programme) call for the ‘development of 

an environmentally literate global citizen’ (Hungerford et. al, v). Given the mission of 

Swedish education to promote, maintain, and further democratic values, we must consider 

environmental ‘literacy’, or environmental ‘awareness’ (Hadzigeorgiou and Skoumios, 2013, 

405), an essential skill for students to develop. Not only will students need to engage with 

                                                           
1 Lgy70, translated by author from the Swedish: ‘I gymnasieskolan skall eleverna kunna tillägna sig sådana 
färdigheter och kunskaper, vanor, attityder och värderingar som är av betydelse för deras personliga utveckling 
och för deras möjlighet att påverka och leva i dagens och morgondagens samhälle och att där fungera som 
yrkesutövare och samhällsmedlemmar’. 
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environmental questions and crises in their lives, but these crises in themselves undermine 

democratic values and human rights for those disadvantaged by pollution, overfishing, 

urbanisation, or climate change. 

How then, do we teach environmental awareness? The current Swedish curriculum for 

secondary schools specifically highlights the complexity of ‘environmental questions’ (Gy11, 

7),2 which suggests that transferrable skills such as pattern-recognition and problem-solving 

are more useful to students than detailed, factual knowledge of specific environmental issues. 

Similarly, UNESCO’s curriculum prototype wryly notes that ‘there seems to be little room 

for educators who wish to keep to traditional ways and stand in front of class and lecture’ (v). 

Instead, the prototype suggests ‘inquiry-based learning’, for students to feel ‘ownership’ of 

the issue in question, and for students to feel ‘empowered to somehow effect change’ (v). 

Despite the fact that the skills and approaches mentioned so far are by no means limited to 

the natural and earth sciences, environmental awareness seems to have been almost 

exclusively taught within these knowledge areas. UNESCO’s curriculum prototype includes 

extensive material on ecology, population growth, and waste disposal, but completely by-

passes language and arts as ways of developing environmental ‘literacy’. As such, 

UNESCO’s scope is emblematic of the research that is done on the pedagogy of 

environmental awareness, which appears to focus almost exclusively on developing this skill 

through the lens of natural science, such as in Hadzigeorgiou & Skoumios’s excellent study 

of science and environmentalism (2013). Some philosophical and linguistic debate is held by 

authors such as Michael Bonnet (1999, 314), who question the implications of the 

terminology used in environmental studies, but based on the author’s observations from work 

placement, literature in the classroom is used almost exclusively as a carrier of thematic and 

cultural content. This suggests that literary form is rarely considered as a tool for helping 

                                                           
2 Gy11, 7, translated by author from the Swedish: ’miljöfrågorna’ 
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students develop environmental ‘literacy’, despite the implication that such a skill is related 

to the reading and understanding of texts.   

As subject for pedagogical considerations, Duffy, who has held the position of Poet 

Laureate in the United Kingdom since 2009, appears almost uniquely qualified. Not only is 

she one of the most prolific poets writing in English today, she is also outspoken about the 

many uses of poetry in the classroom: 

I think poetry can help children deal with the other subjects on the curriculum by enabling 

them to see a subject in a new way. So you'd have a maths lesson, and the teacher would hand 

out a poem about mathematics. Poetry is a different way of seeing something, and seeing a 

subject in a different way is often a very good tool to better learning.  

     (Duffy, The Guardian, September 5 2011) 

While Duffy has written poems specifically for a younger audience – the majority of which 

were collected in New & Collected Poems for Children (2009) – even her ‘adult’ poems are 

in many ways accessible to readers who are new to poetry, or to the English language. 

Duffy’s language is contemporary, ‘everyday’, and the tone is often sardonic – ‘jokey’ in a 

way that ‘offers teachers an opportunity to interest pupils in a genre that might otherwise 

appear opaque’ (Michelis & Rowland, 2003, 1). Moreover, while Duffy and her work have 

been read in a multitude of ways – Duffy as a female, feminist, queer, Scottish, working-class 

poet; her poems as surreal, local, global, post-modern – little has been written about Duffy’s 

engagement with the natural world. Jane Dawson (2016, 166) dedicates a brief section to 

Duffy’s ‘Things-of-Nature’, but links them mainly to the loss of British rural culture, moving 

swiftly on towards Duffy’s role as a political poet. Reading Duffy through an ecocritical lens 

will not only provide insight into its pedagogical potential, but add new work to the 

significant body of criticism that already exists on Duffy. The literary analysis will be 

complemented by a consideration of the pedagogical implications of an ecocritical reading, 
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specifically in relation to theories of literary understanding as outlined by Gillian Lazar 

(1993) and Judith Langer (2000), and the use of inquiry-based learning (Duckworth, 1987) 

that is relevant to the students’ interests (Showalter, 2003).  
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Theory and Method 

This essay will consider poetry written throughout Duffy’s career, but focus specifically on 

poems with images and references to bodies of water. While the analysis builds on a 

comprehensive reading of all of Duffy’s water imagery – over fifty poems – a close reading 

will be done of no more than ten poems deemed particularly interesting by the author. These 

close readings are supported and developed through the lens of ecocritical theory – perhaps 

the only major critical movement that has not yet been applied to Duffy, who, as current Poet 

Laureate, has received her fair share or critical attention. This essay endeavours to address 

ecocriticism as an important aspect of Duffy’s work, while also exploring the ways in which 

Duffy’s poetry can be used in the EFL classroom, with specific focus on teaching 

environmental ‘literacy’. 

I. Carol Ann Duffy – A multitude of (critical) voices 

 Previous criticism of Duffy’s work can be divided roughly into three, often 

intersecting, areas of interest: her stylistics, including influences from other poets, her use of 

voice, and techniques of rhythm and sound (Gregson, 1996, Rees-Jones, 1999, Dawson & 

Entwistle, 2005); her politics, which are often liberal, outspoken, and critical of authority 

(Caraher, 2011, Dawson, 2016, Roberts, 2014); and her feminist/queer politics, which are 

outspoken, and perhaps the most well-known of her poetic personae (Montefiori, 2015, 

Holownia, 2012). She is reviewed frequently and generally favourably, both in The Guardian 

and in The Sun, a British tabloid where she occasionally also publishes poetry, and has given 

several interviews, of which Jane Moorhead’s ‘Poems are a Form of Texting’ (The Guardian, 

2011) and Andrew McAllister (Bête Noire, 1988) are perhaps the most illuminating from a 

pedagogical standpoint. One of the most recent publications, and perhaps the most 

comprehensive work of Duffy criticism, is Jane Dawson’s Carol Ann Duffy: Poet of Our 
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Times (2016), which traces the various periods and aspects of Duffy’s writing, as well as 

public and critical responses to her work. Deryn Rees-Jones (1999), and Machelis & 

Rowland (2003) have also published collected work on Duffy specifically, exploring general 

stylistic tendencies in her writing in the former, and a variety of topics centred on gender in 

the latter. 

 What is notably absent, however, is criticism on Duffy’s ecopoetics – despite poems 

such as ‘Atlas’, ‘Parliament’, and ‘Virgil’s Bees’ which explicitly engage with crises of the 

natural world. ‘Virgil’s Bees’ was written as Duffy’s contribution to The Guardian’s 10:10 

campaign to reduce carbon emissions (Benjamin, The Guardian, October 28 2011), and in 

2015 Duffy was asked to curate what she herself describes as an ‘anthology of poetry on 

climate change’ (Duffy, in Johns-Putra, 2016, 272). Yet, Neil Astley’s impressively 

expansive collection Earth Shattering: Ecopoems (2007) does not include a single work of 

Duffy’s, nor does Dawson do more than allude to the environmentalist tendencies in Duffy’s 

work. Jie Zhou’s paper ‘Vegetarian Eco-feminist Consciousness in Carol Ann Duffy’s 

Poetry’ (2015) approaches an ecocritical reading, but is unable to extract Duffy’s ecopoetics 

from larger, feminist concerns – a tendency that appears to hold true across the field of Duffy 

criticism. It should be noted that Bees, published in 2011, is by far the collection that most 

deliberately engages with environmental concerns, although the T.S. Eliot-prize winning 

Rapture (2009) contains a, for Duffy, surprising amount of rural and natural imagery. As 

such, future criticism may take to heart these emerging strands in Duffy’s work, which 

currently remains underexplored. 

As introduced above, Duffy is a poet who has written for children and young adults, 

and who has been explicitly denoted as a ‘teacher’s friend’ (Rosen, The Guardian, October 

31 2009). Michelis and Rowland outline how her approachable, contemporary styles, has at 

times undermined her credibility as a ‘real’ poet: 
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Other detractors from Duffy’s poetry may argue that the jokiness of the verse offers teachers 

and opportunity to interest pupils in a genre that might otherwise appear opaque, or that she 

writes children’s poetry for adults. (1) 

Yet, as Duffy herself states in an interview with McAllister: ‘I like to use simple words but in 

a complicated way’ (1988, 75), and the complexity of her poems unfolds on a second and 

third read, as Duffy deftly weaves stylistic, intertextual, and rhythmical meaning even in her 

shortest, most ‘jokey’ poems. As such, she presents a good starting point for students who 

may be unfamiliar with poetry, as if often the case in the Swedish EFL classroom. However, 

the lack of poetry in schools does not, according to Duffy, necessarily originate from the 

student’s lack of interest:  

She [Duffy] believes there's a myth that poetry is considered "difficult" or "complicated" by 

teachers – but says that's simply not borne out by what's really going on in the nation's 

classrooms, where poetry is enjoying a major revival. "The poem is the literary form of the 

21st century," she says. "It's able to connect young people in a deep way to language ... it's 

language as play." Just, one might say, as text messaging is language at play. 

  (Moorhead, interview with Duffy, The Guardian, September 5 2011) 

Whether a similar revival of poetry is occurring in Sweden, the author is unable to say, but 

Duffy’s poetry does take an active stand against arguments that poetry is an archaic or 

irrelevant textual form to young people today. Duffy seeks to engage with the world as we 

live it today, not only in style, but in content – she writes in response to political, social, 

popular, and environmental events, as diverse as the oil spill in the Gulf of Mexico 

(‘Parliament’), the Queen’s Diamond Jubilee (‘The Thames’) and David Beckham’s 

retirement from sports (‘Achilles’). Reading Duffy’s poetry, then, not only provides 

opportunity for students to improve their abilities to read and interpret fiction, but also 
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furthers their understanding of ‘life, society, and cultural events in […] parts of the world 

where English is used’ (Gy11, 53).3 

II. Ecocriticism 

  Ecocriticism itself is, as a mode of criticism, still inventing and defining itself. 

Louise Westling, in The Cambridge Companion to Literature and the Environment (2014), 

notes that ‘self-conscious environmentalist attention to literature is only two decades old’, 

and her own work, along with that of Timothy Clark (2011) and Glotfeldy & Fromm (1996) 

spends a significant number of words defining the terminology and gathering the various 

strands of this emerging critical mode. Glotfeldy & Fromm state that ‘[s]imply put, 

ecocriticism is the study of the relationship between literature and the physical environment’ 

(xvii), but as Clark muses, ‘ecocriticism [represents a] challenge to the way human 

knowledge is organised’, as it engages ‘provocatively both with literary analysis and with 

issues that are simultaneously but obscurely matters of science, politics, and aesthetics’ 

(2011, 8). However, by virtue of its inter-disciplinary nature, ecocriticism appears well suited 

both as a lens for examining Duffy, who integrates a variety of topics into her work, and as a 

pedagogical approach. William Newell (2001) makes explicit the connection between 

interdisciplinary learning and the ‘comprehensive understanding’ of complex systems, and 

ecocriticism inherently lends itself to an interdisciplinary methodology, both in the classroom 

and in literary analysis.   

The breadth of the ecocritical discipline is indicative of its subject – ‘nature’, defined 

as what lies outside of human influence, can no longer be said to exist, and so the discipline 

                                                           
3 Gy11, 53, translated by the author from the Swedish: ‘livsvillkor, samhällsfrågor och kulturella företeelser i 
olika sammanhang och delar av världen där engelska används’ 
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that examines the engagement between literature and environment can no longer be focused 

on ‘nature’ in conventional terms: 

Environmental criticism has moved beyond earlier preoccupations with subjective experience 

of wild or rural places to increasing considerations of urban environments, collective social 

situations such as those of oppressed minorities forced to live in polluted surroundings, 

postcolonial social and political realities, and global threats from pollution and climate 

change. (Westling, 6) 

The notion of ‘nature’ has, in other words, forcibly expanded to include humanity – yet at the 

same time, ecocriticism is symptomatic of emerging concerns with human impact on the 

earth’s climate and ecosystems. The ethical notion of environmental justice (see Adamson, 

2014), paired with the impulse of academics to ‘contribute to environmental restoration […] 

from within [their] capacity as professors of literature’ (Glotfeldy & Fromm, xxi) is central to 

much ecocritical thought. Critics such as Alex Goodbody (2013) and Trevor Norris (2011), 

building on the philosophical thoughts of Martin Heidegger, are suggestive of poetry as a less 

anthropocentric ‘mode of letting [nature] be’ (Goodbody, 66), while Christopher Manes goes 

even further and calls for a ‘viable environmental ethics’ that requires ‘a language 

appropriate to an environmental ethics’ (1996, 16-17).  While Timothy Clark’s excellent 

essay ‘Nature, Post-Nature’ (2014) convincingly argues against the sort of ‘romantic 

humanism’ in Goodbody and Manes that commits itself ‘to the claim that some forms of 

language are more in tune with the natural/real than others’ (Clark, 2014, 78), there is some 

merit to both Clark and Manes’s ideas in relation to Duffy’s poetry. Duffy is, similarly to 

Clark, suspicious of the term ‘natural’, and her poetry interrogates not only the notion, but its 

surrounding mythology. However, she proves equally sensitive to Manes’s notion that ‘nature 

is silent in our culture […] in the sense that the status of being a speaking subject is jealously 

guarded as an exclusively human prerogative’ (15). This prerogative is, in Duffy’s poetry, 
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extended to the natural world, in ways that upsets the ‘easy alliance of power […] that 

sustains those institutions involved in environmental destruction’ (Manes, 17). 

III. Literature in the classroom, and learning through inquiry 

 The role of literature in the EFL-classroom is a contested one, and the role of poetry 

perhaps even more so. This essay endeavours to give some insight into the possibilities of 

using Duffy’s poetry, as well as some general reflections on the methodology and 

problematics of using complex texts in English with Swedish students. Charles Altieri in 

Teaching Literature: A Companion (2003), somewhat helplessly notes that he ‘spent two 

fruitless weeks attempting to write an essay offering practical advice on how to teach lyric 

poetry’ (80), and the author’s classroom workplace experience confirms the lament of Ann 

Thompson, King's College London’s head of English, that students ‘don’t like poetry very 

much’ (Crown, The Guardian, January 27 2005). These two sentiments, that teaching poetry 

in the EFL-classroom is difficult, and that students appear to have little interest in it, seem 

generally agreed upon by pedagogical critics and commentators (See Showalter, 2003, 62-65, 

and Crown, 2005). Moreover, in his insightful chapter ‘The role of literature in foreign 

language teaching’ (1995/6), Willis Edmondson convincingly dispels the somewhat romantic 

notion that literature has, ‘in some sense, a special role to play in the foreign language 

classroom’ (42, emphasis not in original), a claim that is supported by the lack of ‘empirical 

research into literature in language teaching’ observed by Amos Paran (2008, 466).  The 

question, then, of why we should teach poetry, or indeed literature, appears pertinent both for 

the purpose of this essay, and to teachers working in the EFL-classroom.  

Firstly, it could be argued that the assumption that students are not interested in poetry 

is mistaken; Duffy herself fights back against this image by proclaiming that poetry is ‘“able 

to connect young people in a deep way to language ... it's language as play” Just, one might 
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say, as text messaging is language at play.’ (Duffy, quoted in and with Moorhead, 2011). 

Similarly, Elaine Showalter suggests that teachers, not students, are to blame, as a New 

Critical approach with ‘technical terminology […] took precedence over human interests and 

feelings’ (2003, 64). ‘Accessibility’, Showalter insists, should be considered as a feature of 

poetry rather than its ‘difficulty’ (64). Duffy’s poetry, which explicitly engages with both 

contemporary events and students’ learning experiences (‘Mrs Schofields’ GCSE’, Bees, 

2011), could be considered a viable example of poetry that is relevant to students’ interests. 

As such, it is also in line with the Swedish curriculum requirement that ‘the content of the 

course should be considered in relation to the experiences and knowledge of the students’ 

(Gy11, 53).4 

Secondly, while Edmondson takes issue with ‘essentialist’ assumptions regarding the 

innate value of literature, he does not suggest literature is not useful in foreign language 

acquisition – only that there is little empirical evidence for it being more useful than, say, 

grammatical exercises (46, 50). As to the possibilities of using literature, however, a number 

of critics (Gillian Lazar 1993, Judith Langer 2011, and Billy Collins 2001), are prepared to 

offer insights. Collins highlights the cognitive possibilities of reading poetry, and claims that 

‘[t]o follow the connections in a metaphor is to make a mental leap, to exercise an 

imaginative agility, even to open a new synapse as two disparate things are linked’ (The 

Chronicle, November 23 2001), and is supported by Langer’s notion of ‘envisionment’, or 

the process by which ‘questions, insights, and understandings develop as the reading 

progresses’ (7). Poetry, then, as an exercise in ‘imaginative ability, holds the potential at least 

for developing the ‘versatile communicative ability’ called for in Gy11 (53).5   

                                                           
4 Gy11, 53, Translated by the author from the Swedish: ’I undervisningen ska eleverna […] få sätta innehållet i 
relation till egna erfarenheter och kunskaper.’ 
5 Gy11, 53, Translated by the author from the Swedish: ’allsidig kommunikativ förmåga’. 
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In a different vein from Langer and Collins, Lazar approaches literature by dissecting 

the various forms that teaching it can take, in order to clarify the relation between aims, 

methods, and outcomes – an approach closely related to the structure of Swedish curricular 

documents, where the subject ‘English’ is understood in terms of aims, core content, and 

knowledge requirements (Gy11, 53-65). ‘Too often’, Lazar writes, ‘students are expected, as 

if by osmosis, to acquire a kind of competence in reading literature […] but just what its 

components are remains mysterious to teachers and students alike’ (13). To clarify the aims – 

and consequently, the method – of teaching literature may serve to de-mystify literary 

‘competence’, or indeed, a vague term such as environmental ‘literacy’.   
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Analysis  

I. water = language = water 

Carol Ann Duffy’s poetry is a project(ion) of many voices – through dramatic monologues 

she ventriloquizes humanity’s ‘discarded and disadvantaged’ figures (Caraher, 181), from 

transvestites (‘Liar’, OC, 1990) and scorned wives (‘Mrs Darwin’, WW, 1999) to serial killers 

(‘Psychopath’, SM, 1987) and tabloid journalists (‘Poet for Our Times, OC). Through these 

various speakers, Duffy deftly confronts her readers with the brutality of everyday language – 

‘EASTENDERS’ BONKING SHOCK IS WELL-OBSCENE’ (‘Poet for Our Times’) – , 

often highlighting instances of disturbing dissonance, such as when the murderous speaker of 

‘Psychopath’ sighs ‘Some little lady’s going to get lucky / tonight’.6 As Dawson notes, 

Duffy’s poetry has the tendency to ‘make something familiar seem alien’, signalling ‘what 

Freud famously called the ‘unheimlich’ (‘uncanny’), thereby ‘pushing the reader to a new 

awareness’ (Freud, 1919 in Dawson, 2016, 3). While speakers in Duffy’s poems are 

frequently alien, or ‘outside’ in some sense of the word (an idea developed by Roberts, 2014, 

and Gregson, 1996), they are not the source of this ‘uncanny’ sense – rather it is language 

itself that is examined, the words ‘sucked’ like pebbles by the various mouths in which Duffy 

places them (‘The Kissing Gate’, OC). ‘The Kissing Gate’ introduces a motif of words 

surrounded by water that resonates throughout Duffy’s work; language is positioned in, and 

formulated through images of water: rivers, pools, seas, and rain. Indeed, the medium of 

water facilitates fluency of language – a notion made explicit in ‘Invisible Ink’ (Bees). Bees 

was Duffy’s first collection after becoming Poet Laureate in 2009, and its poems explore the 

poetic legacy that a contemporary Poet Laureate must negotiate:  

                                                           
6 Italics in original. 
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   I snap a twig 

 from a branch as I walk, sense 

 the nib of it dip and sip, dip 

 and sip, a first draft of the gift – 

 anonymous yet – texted from the heart 

 to lips; my hand dropping a wand 

 into this fluent, glittery stream 

    (‘Invisible Ink’, lines 15-21) 

The first-person poet persona – easily read as Duffy the poet – navigates both past and 

present poetic modes as they switch freely between ‘texting’ and writing with ‘nib[bed]’ ink-

pens, while also acknowledging the oral roots of poetry when it moves to their ‘lips’. The act 

of writing, however, is explicitly liquid, as the pen ‘dip[s]’ and ‘sip[s]’, an onomatopoeic 

‘dripping’ of sound as the pen immerses itself into the ‘glittery stream’ of language. The 

stream as a source of poetic tradition, from which inspiration may be drawn, is made alive by 

these onomatopoeic effects and the visually striking ‘glitter’ of its surface – in contrast to the 

rigid branch from which the poet must ‘snap’ her twig. The creative impulse, Duffy seems to 

suggest, that ‘first draft’, must originate from the very liveliness of language, and take a 

delight in its surfaces and movements. Thus, imagery of water, with its conceptually 

linguistic collocations – ‘fluent’ – is effectively used to muse on the nature of writing poetry.  

Duffy’s poetry demonstrates fervently that language cannot be comprehended as a 

static element; rather, it continuously and self-reflexively re-invents itself. This notion is 

elaborated through the metaphor of language as a stream or a river. In ‘The Light Gatherer’ 

(FM), the simile is explicit: ‘language […] glittered like a river, / silver, clever with fish’, and 

in Duffy’s ‘most concentrated meditation on language’ (Roberts, 191), the first of her two 

‘River’ poems, she muses on the fluidity of word, meaning, and sound: 
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  At the turn of the river the language changes, 

 a different babble, even a different name 

 for the same river. Water crosses the border,  

 translates itself  

 […] 

 What would it mean to you if you could be 

 with her there, dangling your own hands in the water 

 where blue and silver fish dart away over stone, 

 stoon, stein, like the meaning of things, vanish? 

    (‘River’, OC, lines 1-4, 12-15) 

The water of Duffy’s linguistic river is sentient; it ‘translates itself’ – echoing the ‘clever’ 

waters of ‘The Light Gatherer’ – thereby rescinding itself to perpetual, self-reflexive 

linguistic change. The arbitrariness of the relationship between sign and signifier is 

emphasized by the river’s onomatopoeic ‘babble’: a nonsensical discourse, concerned more 

with the production of sound than the production of meaning. The argument is carried further 

in the third stanza, where the babbling playfulness of ‘stone, / stoon, stein’ dissolves the 

‘meaning of things’, and ‘nonsense’ is sung ‘loudly’ (line 17). Fluidity of meaning, and 

playfulness of sound, thus constitute Duffy’s conception of poetry.  Despite its emphasis on 

babbling nonsense, the final stanza of ‘River’ does concede to the role of authorial intention 

in the production of poetry: similarly to the ‘nib’, ‘dip’, and ‘sip’ of ‘Invisible Ink’, it is the 

poet’s hand (or wand) sinking into ‘River’ that functions as catalyst for its linguistic 

playfulness.  

 Despite the argument above, it would be reductive to ascribe to Duffy some sort of 

Romantic notion of the natural world as an essential source for poetic inspiration – the 

linguistic collocations of water, rather than its status as a ‘natural’ element, are what make it 
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interesting as a conceptual metaphor. In fact, the bodies of water in ‘Invisible Ink’, ‘The 

Light Gatherer’, and ‘River’ are exceptions in that they are not filled with ‘litter’ such as the 

rivers in ‘Liverpool Echo’ (SFN, 1985) and ‘Selling Manhattan’ (SM), or ‘filthy’ and 

‘sluggish’ like the river in ‘Dies Natalis’ (SM). Indeed, the nuances of the connection Duffy 

makes between water and language prove her to be acutely aware of the ecopoetical 

implications of her metaphor – when oceans and rivers are polluted, language is stifled and 

silenced. In ‘Parliament’, one of Duffy’s most explicitly environmentalist poems, water no 

longer speaks – instead, it is the gull who laments its state: 

Where coral was red, now white, dead 

under stunned waters.  

The language of fish 

cut out at the root. 

Mute oceans. Oil like a gag 

on the Gulf of Mexico 

  (‘Parliament’, lines 18-23, Bees) 

Duffy’s imagery translates itself from poem to poem: as such, the ‘cut’ ‘language of fish’ 

directly laments the lost fish-words of ‘Invisible Ink’ and ‘River’, while the seemingly 

innocent ‘muted colours’ of ‘Poem in Oils’ (SFN, 1985) become an oily gag on ‘mute 

oceans’.7 But even for a reader previously unfamiliar with Duffy’s work, the emotional 

pressure of ‘Parliament’ is felt, and its unflinching representation of pollution is in itself an 

environmentalist statement. More subtly, but no less profound, is the interdependency that 

Duffy allows when she speaks about water through vocal imagery: ‘mute’, ‘gag[ged]’. If 

rivers and oceans give shape to the notion of linguistic playfulness, then this playfulness must 

                                                           
7 Further examples of Duffy’s fish-like-words motif can be found in ‘Dies Natalis’ (SM), ‘Death and the Moon’ 
(FG), ‘Ithaca’ (Rapture), and ‘Orta St Giulio’ (Bees).  
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be affected when bodies of water are polluted and destroyed. In acknowledging the feedback 

between the metaphor’s ‘vehicle’ (water/language) and its ‘tenor’ (language/water),8 Duffy 

rejects the Romantic anthropocentrism that uses nature and natural imagery as a static frame 

through which humanity and culture can be explored, and which thereby effectively removes 

considerations of nature – rivers, oceans, streams – as things-in-themselves. Additionally, 

Duffy’s conceit acknowledges the dysfunctionality of a culture-nature dualism, a topic 

explored extensively by Clark in ‘Nature, Post Nature’: ‘[w]hat was once the nature/culture 

distinction becomes the incalculable interaction of imponderable contaminated, hybrid 

elements with unpredictable emergent effects’ (Clark, 2014, 80). That language – and culture 

as a condition for and result of language – must acknowledge and respond to crises in the 

natural world, is a central thesis of ecocriticism, and one embodied in Duffy’s metaphor of 

language as water / water as language.  

II. Water as History 

In his discussion of ecopoetics, Timothy Clark finds in Roger Deakin’s work an ‘ecological 

sense of the normally hidden interconnectedness of things’ (Clark, 2011, 10). Such a criticism 

may well be applied to Duffy, whose poem ‘Drams’ (Bees), seems to exemplify the 

ecological ‘sense’ that Clark calls for. In twenty-three haiku-stanzas, the poem captures the 

environmental and cultural presence of a dram of whisky by examining the various natural 

processes that produce it: from the ‘rainclouds’ of ‘Glen Strathfarrar’ to ‘Allt Dour Burn’s 

water’. The sense of immense ecological scale is, much like the whisky itself, condensed into 

three terse lines of haiku:  

                                                           
8 Terminology taken from the definition of ‘Metaphor’ in The Princeton Encyclopedia of Poetry and Poetics, 
which states that ‘we can call the word or phrase that seems anomalous the “vehicle” of the trope and refer to 
the underlying idea that it seems to designate as the “tenor” (2012, 863) 
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 Barley, water, peat, 

 weather, landscape, history; 

 malted, swallowed neat.  

  (‘Drams’, lines 22-24) 

In some ways, the haiku reads like a recipe: the listed nouns of the first two lines are ‘malted’ 

into whisky, and then consumed – yet the seemingly unordered list presents a subtle network 

of processes, to which ‘water’ is the key. It ‘greets’ the barley (line 3), waters the peat, 

essentially comprises the weather as it ‘gathers’ in rainclouds (line 6), and through these 

processes shapes the landscape. As a result of these effortless connections, the leap to water 

also shaping ‘history’ is implicit. Yet the word ‘history’ stands apart, not only because of its 

length – the three syllables break up the easy rhythm of the shorter words – and its position – 

at the end of the second line, it appears to distil the previous elements into itself before the 

verbs are introduced – but because it imposes an anthropocentric construct onto what 

previously could be considered a ‘natural’ process.9 As such, Duffy’s poem appears to 

exemplify an instance of environmentalism which ‘foster[s] an understanding of how a wide 

variety of both natural and cultural places and processes are connected and shape each other 

[…] and how human impact affects and changes this connectedness’ (Clark, 2011, 137). With 

the introduction of ‘history’, the reader is made aware of the extent to which (hi)stories are 

constructed, and specifically the way in which the above stanza romanticises what is 

essentially a human industry for human consumption – the production of whisky – into 

something that happens as ‘naturally’ as the melting of snow (line 1). ‘Drams’ itself skirts the 

edge of cloying nostalgia, as it muses on the ‘peppery, sweet’ taste of Talisker while ‘heather 

sweetens the air’ (lines 17, 7) – but Duffy’s lavish descriptions of the Scottish Highlands 

                                                           
9 The growing of barley may, perhaps, be the exception. Additionally, the term ‘natural’ is problematic, as 
explored by Clark (2014), and is here used to denote processes and objects that take place or exist without any 
direct human interference. 
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carry enough self-awareness to induce some scepticism: the image of the ‘stag’ which ‘dips 

to the river’ (line 5) in particular appears to echo the marketing materials of various 

distilleries, while the conclusion of the above stanza emphasizes the extent to which the 

natural delights are designed chiefly for human consumption – ‘swallowed neat’.  

 Duffy may not concede to the myth of whisky as a natural process in ‘Drams’, but 

neither does she consider this a detriment to the ‘history’ that she is telling. The haiku-

stanzas, her poetic drams, become Proustian madeleines as Duffy writes ‘now I remember’ 

(line 12), and images of water – whether as whisky, snow, river, rain, bay, Burn, loch, 

‘aquavitae’ (line 51), or finally ‘an unfinished dram / on the hospice side-table’ (line 65) 

carry the poem and the memories along. The water, in shaping the landscape of her heritage, 

shapes Duffy’s history, and the poem mentions a grandmother explicitly, and through the 

image of the unfinished dram, a mother implicitly. In Bees, ‘Drams’ is directly preceded by 

the poem ‘Water’, which depicts the final – suggestively autobiographical – interactions 

between a dying mother and her daughter, as the latter fetches a cup of water that is never 

finished. Water, then, does not simply shape history; to Duffy, it shapes personal history, as a 

medium that can both reaffirm the rituals and meanings of said history – ‘men in hats taking a 

dram / on her coffin lid’ (‘Drams’, line 55), and simply contain it: ‘Your last word was water 

[…] Water. / What a mother brings / through darkness still / to her parched daughter’ 

(‘Water, lines 1, 17-20). 

 The process of constructing of history, some post-colonial and feminist critics 

suggest, simplifies and reduces the multiplicity of human experience (Patchay, 2001, 146), 

which may leave the disempowered ‘other’ in silence (Spivak, 1988:83). Duffy, as expanded 

upon previously, actively counters such authoritarian narratives, instead giving voice to those 

that historically go unheard – her collection The World’s Wife most explicitly exemplifies this 

feminist revisionist project. However, Duffy’s reclaiming of voice is not limited to the human 
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– she frequently anthropomorphizes animals and objects, and in two of her poems (‘Nile’, 

Bees, and ‘The Thames’ (Jubilee Lines, 2012) she returns to her well-practiced mode of 

dramatic monologue, in order to give voice to the titular rivers, with particular focus on their 

role as shapers and witnesses to history. As such, Duffy reverses the anthropocentric power 

dynamic, where nature is reduced to object for the human, speaking subject. As Mane notes 

in his essay ‘Nature and Silence’: ‘the status of being a speaking subject is jealously guarded 

as an exclusively human prerogative’ (15). Both the Nile and the Thames are granted the 

status of speaking subject by Duffy, and the former embraces this role with a linguistic tour-

de-force that dwarfs the ‘clever’ waters of previous, unnamed rivers: 

 When I went, wet, wide, white and blue, my name Nile 

 you kneel near to net fish, or would wade 

 where I shallowed, or swim in my element 

 […] 

 without me, drought, nought, 

 for my silt civilized -  

  from my silt, pyramids. 

 Where I went, undammed, talented,  

 food, wine, work, craft, art; 

 no Nile, nil, null, void 

  (‘Nile’, lines 1-3, 8-13) 

The abundance of alliteration and assonance gives ‘Nile’ a voice that swells like river it 

personifies, and one which overshadows the humans that ‘kneel’ in the shallow waters. Much 

like ‘Drams’, ‘Nile’ lists the products of the civilisation that the Nile has created – food, 

wine, work…-  but unlike ‘Drams’, the river makes explicit its own pivotal role in the 
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process, and the human dependency on water: ‘without me, drought, nought’. Published in 

Bees, the collection to date which most explicitly engages with questions of 

environmentalism, ‘Nile’ implies a bleak, drought-stricken future – ‘dust, thirst, burn’ (line 

15) – should water be rendered ‘nil, null, void’. The mentions of ‘Pharaoh’ and ‘Cleopatra’, 

whose taste ‘lingers on my old tongue’ (16-17), recall Shelley’s Ozymandian warning of 

human hubris, as water bears witness to the rise and fall of civilisations. The bleak warnings 

of ‘Nile’ do not, however, diminish the rhythmic and alliterative celebration of water as the 

source of life, and it remains ‘undammed, talented’. In contrast, the ‘The Thames’ presents a 

more domesticated image: its tides are ‘dammed’ and ‘choked on sewage’ (lines 22, 16), and 

its alliterative ‘r’ is unassuming, compared to the large vowels and ‘w’s repeated in ‘Nile’: 

History as water, I lie back, remember it all. 

You could say I drink to recall; run softly 

till you end your song. I reflect.  

  (lines 1-3) 

Like the Nile and the madeleine-water of ‘Drams’, the Thames remembers ‘it all’, but the 

telling pun on ‘reflect’ denotes a crucial difference between the two rivers: where the Nile is 

the foundation of civilisation, the Thames merely reflects it, and passively ‘lie[s] back’ as 

civilisation proceeds in and above the water:  

There was a whale 

in me; a King's daughter livid in a boat. 

A severed head 

fell from its spike, splashed. 

There was Fire – 

birds flailed in me with burning wings – 
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Ice – a whole ox roasting where I froze, frost fair – 

Fog – four months sunless, moonless, spooked by ships – 

Flood – I flowed into Westminster Hall 

where lawyers rowed in wherries, worried – 

Blitz – the sky was war; I filmed it. Cut. 

I held the Marchioness. 

  (lines 3-14) 

The history witnessed in ‘The Thames’ is less forgiving than the wine, art, and craft of ‘Nile’: 

war, suffering and violence are only briefly alleviated by a ‘frost fair’, suggestive of a 

moment frozen in time, before history’s waters melt and the chaos returns. The personified 

body of the Thames is a traumatized one: ‘gargling’ desperately with ‘lament / at every stroke 

of every oar’ (lines 27, 18-19); but, as Duffy puns in the second line, cannot drink to forget, 

only to ‘recall’. If the Nile shapes history, the Thames is forced to witness it, and through 

Duffy’s poem, bear testimony. As such, Duffy is able to inhabit an outsider position to 

humanity in order to comment on it, while simultaneously maintaining a very concrete, 

environmentalist argument about the pollution of London and the river that sustains it.  

III. Pedagogical Implications 

Teaching literature in the EFL-classroom is subject to much – justified – debate; to 

what extent should the course focus on literary texts? How are they to be taught? What texts 

are best chosen, given the specific age, skill, and socio-religious backgrounds of a given 

group of students? What is the aim of teaching literature? Lazar, in Literature and Language 

Teaching, outlines various responses to these questions, and most significantly distinguishes 

between three general approaches to teaching literature:  
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1) a language-based approach, where ‘detailed analysis of the language of the literary 

text will help students to make meaningful interpretations of informed evaluations of 

it. […] Material is chosen for the way it illustrates certain stylistic features of the 

language but also for its literary merit’ (23) 

2) literature as content, where ‘literature itself is the content of the course, which 

concentrates on areas such as the history and characteristics of literary movements; 

the social, political and historical background to a text, literary genres and rhetorical 

devices […] Texts are selected for their importance as part of a literary canon or 

tradition.’ (24) 

3) literature for personal enrichment, as ‘a useful tool for encouraging students to 

draw on their own personal experiences, feelings, and opinions. […]Material is 

chosen on the basis of whether it is appropriate to student’s interests.’ (24) 

Lazar’s list is helpful in outlining the approaches, but also somewhat reductive in that it 

suggests one mode of literature teaching must necessarily be separate from the others. For 

instance, a ‘detailed analysis of the language’ may further an understanding of power 

dynamics between characters, which may correspond well to the personal experiences and 

feelings of students. In fact, in order to avoid the fallacy where students ‘focus on “right” 

answers and predetermined interpretations’ (Langer, 2000, 2), it is in the teacher’s interest to 

encourage both the students personal interest in the work, and their analytical skills, so that 

they are equipped as well as motivated for independent response. After all, the aims for the 

subject ‘English’ in the Swedish secondary school curriculum state that students should 

develop ‘versatile communicative ability’10 (Gy11, 53, italics not in source), which 

                                                           
10 Gy11, 53, Translated by author from the Swedish ’allsidig kommunikativ förmåga’. 
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necessarily means that teachers of literature cannot rely on simply leading students to the 

‘right’ interpretation; they need to ensure students develop skills to do so on their own. 

  The preceding analysis of Duffy’s water imagery has been two-fold: firstly, it 

explored the ways in which Duffy’s metaphor of water as language elaborates on the function 

of poetry, as well as the way in which language must respond to environmental crises. 

Secondly, it has sought to illuminate how water in Duffy constructs history, both through the 

personifications of rivers that bear witness to it, and by embodying the – usually hidden – 

interconnected processes of human and natural histories. The main pedagogical implications 

of this analysis, and for using Duffy’s poetry in the EFL classroom, are correspondingly two-

fold: firstly, that Duffy’s poetry may enable students to develop transferrable skills to aid 

their ‘versatile communicative ability’ (Gy11, 53), such as pattern recognition and critical 

readings of texts, and secondly, that it may further their sense of environmental awareness. 

Taking into account Lazar’s list of approaches to teaching literature, teaching Duffy with 

these aims would be largely consistent with approaches 1) and 3) – a focused analysis of the 

language of the poems, which nonetheless seeks to elicit response and personal development 

in the students.  

 The reading of poetry is an essentially different skill than the reading of novels, and 

one that many Swedish students are unfamiliar with. Indeed, many students consider poetry 

to be something that you ‘get’, or in most cases, ‘don’t get’, as their conception of verse is 

similar to what Terry Eagleton outlines in How To Read A Poem:  

People sometimes talk about digging out the ideas ‘behind’ the poem’s language, but 

this spatial metaphor is misleading. For it is not as though the language is a kind of 

disposable cellophane in which the ideas come ready-wrapped. In the contrary, the 

language of a poem is constitutive of its ideas. (2007, 2) 
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While a teacher, or advanced student of poetry, may take delight and interest in the manifold 

ways that language constitutes meaning, it is the author’s experience that a majority of EFL 

students consider language a barrier that is keeping them from the ‘meaning’ of the poem, 

rather than constitutive of it. Duffy’s poetry offers the advantage of contemporary, accessible 

diction, which may aid students in gaining confidence in their poetry reading. The difficulty, 

however, lies in the fact that any more complex reading of Duffy’s poems does, more often 

than not, require contextual knowledge, which must be either provided by the teacher or 

sought out by students. ‘The Thames’ proves an excellent example of the need for further 

knowledge in order to engage with the poem; it’s historical references are specific and 

interesting, and while the gist of the poem may be guessed at without knowledge of the Great 

Fire of London, or of Queen Elizabeth II’s Diamond Jubilee – for which the poem was 

written – they certainly add to the understanding of the work.11  

 This need for contextual, ‘frame-related’ (Edmondson, 51) information has the 

potential to either frustrate students – because they feel unable to ‘crack’ the poem – or 

reinforce the traditional active-teacher/passive-student dynamic, if all information is too 

readily supplied. Moreover, it presents a unique challenge for students in the EFL-classroom, 

a criticism brought up by Edmondson, who states that ‘the use of texts which presuppose and 

creatively exploit frame-related knowledge would seem a priori not to be particularly suitable 

for learners who do not have, as yet, the relevant, presupposed schematic knowledge’ (51-2). 

However, this feature of Duffy’s poetry also holds the potential for inquiry-based learning, 

which would both put the students in charge of their own learning, as well as developing their 

abilities to search, process, and evaluate new information. Eleanor Duckworth emphasizes in 

The Having of Wonderful Ideas (1987) that it is the individual’s own inquiry that must initiate 

                                                           
11 The lesson plan on ’The Thames’ in ‘Tales of the River’, developed by The City of London (date unknown) 
for their ‘London Curriculum’, focuses largely on providing the students with information that will explain or 
expand upon the references made in the poem. 
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learning, and for the students to work – preferably together – at finding information provides 

the opportunity for them to familiarize themselves with all aspects of the learning process. 

First, the poem is encountered, and –likely – not fully understood. The students may then 

pursue –teacher-supported – inquiries that will gather new information, such as reading 

articles on the history of the Thames, which can be used to re-assess the poem, and their 

understanding of it. Aside from an understanding of the poem’s content, the students have 

opportunity to develop their investigative and evaluative skills, while also encountering and 

overcoming the state of ‘not getting’ the poem. Moreover, if ‘poem’ above is substituted by 

‘English text/speech act’, the process prepares students for encounters with other forms of 

English that require additional processing and information before they can be understood. 

This model of learning echoes Langer, who in her essay on ‘Literary Understanding and 

Literature Instruction’ suggests a constructivist notion of ‘envisionment’, a concept that 

denotes ‘the understanding a reader has about a text at a particular point in time: what the 

reader understands, the questions that develop, and the hunches that arise about how the piece 

might unfold’ (7). A similar process may – in the best of worlds – take place when students 

encounter and investigate Duffy’s poetry.  

 As mentioned in the introduction, the ideal outcome of inquiry-based reading of 

Duffy’s poetry corresponds to the suggested curriculum on environmental awareness outlined 

by Hungerford: ownership of the questions, problem-solving skills, and the ability to make 

connections (1994, Foreword). However, the content of poems such as ‘Parliament’, ‘The 

Thames’, ‘Nile’ and ‘Drams’ offers plenty of discussion in its own right on topics such as 

pollution, climate change, human versus natural processes, and what we consider to be 

‘nature’. Indeed, the question of what is, or isn’t ‘natural’ isn’t restricted to ecocritical 

inquiry, rather, it can prove a useful entry-point to discussing the power-dynamics at play in 

rhetoric and other persuasive language: 
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To say that something is “natural” or is “naturally” x or y is to use a word that seems 

to validate itself as a matter of course, “naturally”. […] Western history has been 

plagued by kinds of dogmatic politics in which some appeal to nature or to what is 

natural for a human being was central, as, for instance, in assertions about hierarchy, 

ethnicity, or about some same sex relationships. (Clark, 2014, 75) 

Duffy’s sensitivity to language, and the power-dynamics that it constructs or de-constructs, 

may help students develop their skills of critical thinking. Much like the misconception of the 

poem as a riddle, there is often the misconception of the ‘voice’ of the poem as the honest 

opinion and emotions of the poet. As Eagleton wryly notes:  

They [the students] treat the poem as though its author chose for some eccentric 

reason to write out his or her views on warfare or sexuality in lines which do not 

reach to the end of the page. Maybe the computer got stuck. (3) 

This approach may initially lead to confusion, for instance if hasty students assume that the 

speaker in ‘Nile’ is human. Rarely, outside of poetry, is the artifice of first-person writing 

made explicit – however, it offers the potential for developing a sensitivity to style, word-

choice, intention, and audience, which would allow students to reflect not only on the work 

before them, but also on their own production of writing and speech.  
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Conclusion 

This essay set out to examine the potential of poetry as a pedagogical tool for developing 

environmental literacy, specifically through a close reading of water imagery in Carol Ann 

Duffy’s poetry. The need for teaching environmental literacy skills, it has been argued, is 

central to the Swedish curricular documents, and in line with international guidelines by 

UNESCO, as well as with contemporary notions of democracy. Literature, and Duffy’s 

poetry specifically, the essay has suggested, are valuable tools for teaching environmental 

literacy, not only because they provide students with opportunity to develop cognitive skills, 

but also because they allow for discussion and reflection of the natural world, and the ways 

we interact with it. 

 Before engaging with the literary analysis of Duffy’s poems, the essay explored the 

problematics of teaching literature in the EFL-classroom, addressing concerns that poetry is 

difficult to teach, not relevant to student’s interests, and perhaps holds little potential for 

learning. In response to the second and third concerns, the essay has put forth arguments that 

may suggest poetry can be made accessible, if it engages with relevant topics in a language 

appropriate for EFL-students, and that it holds potential for cognitive, possibly 

interdisciplinary, development. As to the first concern, that poetry is difficult to teach, the 

essay suggests a careful methodological approach, which may clarify exactly what the role of 

literature in the teaching process may be. The argument has then continued to consider Duffy 

as a poet both useful and suitable for the EFL-classroom, by virtue of her accessible language 

and engagement with contemporary events, which may be argued to align well with students’ 

interests. 

 As to the methodology of the essay itself, and its implications in pedagogical terms, 

ecocriticism has been presented as a theoretical lens suitable to understanding complex 
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systems, as it re-categorizes the ways in which we understand the natural world. The 

interrogation of the term ‘natural’ that ecocriticism pursues also, the essay suggests, offers 

opportunity to explore human interaction with the natural world, which aligns it with Duffy’s 

interrogation of language and power dynamics. The essay has considered previous critical 

work on Duffy, and concluded that while Duffy has been studied extensively in regards to 

politics of voice and gender, few studies have been made of the ecocritical concerns in her 

poetry, despite its clear engagements with the natural world.  

 The analysis of Duffy’s poetry has presented two distinct ideas: firstly, that Duffy’s 

metaphor of water as language elaborates on the function of poetry, and the ethical 

engagement language must have with its subject, in this case the natural world. Secondly, that 

through the personification of water, Duffy presents rivers as witnesses to climate change, 

pollution, and human history, which casts light on the interconnectedness of human and 

natural processes. As such, the study of her writing has the potential to raise awareness of 

how nature is represented in literature and in culture, and the power-dynamics implied by 

giving nature a voice. Her poetry also necessitates an inquiry-based approach, as it frequently 

requires knowledge of the poem’s context and reference. As such, students can develop their 

ability to see connections and their lateral thinking skills. 

 In conclusion, this essay has argued that Carol Ann Duffy’s poetry is a useful tool in 

the EFL classroom, as its study contributes towards attaining environmental literacy, which 

much be considered as a set of skills more so than a set of facts. Reading poetry is not the 

only option for students to learn these skills, but it certainly holds potential. Future studies 

may develop this idea by exploring, from a cognitive standpoint, the effects of studying 

poetry, or perhaps further investigate the reasons for students’ resistance to doing so. In terms 

of literary analysis, more work needs to be done in exploring Duffy’s ecocriticism, as this 

essay by no means has exhausted her engagement with questions of environmentalism, the 
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voice of water (an analysis of repetition and rain was, in consideration of word count, 

excluded from this essay), the difference between place and space, and Heideggerian modes 

of being. Until then, we can only take our cue from Duffy and ‘hold [our] hand out to the 

rain, simply feel it, wet / and literal.’ (‘Bridgewater Hall’, Rapture, 2009, lines 5-6). 
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