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Introduction

The present paper highlights the need to reframe interdisciplinarity in conjunction to pandisability cultural experiences to enhance genuine diversity in the collaborative creation of mathematics learning contexts inside and outside schooling. Pandisability refers to the full scope of disability categories, including disability modes of identity not yet labeled as such by system actors or not fully accepted by recipients of disability labels. The unique knowledges afforded by this sense of difference must be deliberately incorporated into mathematics learning pedagogical interventions, competency assessment, and process standards in meaningful ways. Doing so enriches not only the collective experiences of students with disabilities but most especially those imbued with privileged status as expressions of embodied normalcy [START_REF] Davis | Enforcing normalcy: Disability, deafness and the body[END_REF][START_REF] Davis | Bending over backwards: Disability, dismodernism and other difficult positions[END_REF][START_REF] Davis | The end of identity politics: On disability as an unstable category[END_REF][START_REF] Goodley | Against a politics of victimisation: Disability culture and selfadvocates with learning difficulties[END_REF][START_REF] Hughes | Being disabled: Towards a critical social ontology for disability studies[END_REF]. In this introductory section we touch on interdisciplinary knowledges as typically conceived in ways that marginalize experiential spaces such as those afforded by pandisability culture. In the next section, we tackle the link between pandisability cultural knowledges and mathematics learning. The section that follows dives into the theoretical and practical implications of using culturally sustaining pedagogies (CSP) in conjunction with interdisciplinarity. We conclude by drawing a few critical notes on ways to enhance CSP as it becomes part of the everyday practices of disability studies in mathematics education (DSME). To this end, we use the example of the braille literacy crisis, showing how expansive views on pandisability culture can help CSP and mathematics education practices transcend typical interdisciplinary boundaries and knowledge creation pre-conceptions. Importantly, the reader should note that DSME's pedagogical and learner-centered practices are radically distinct from special and mathematics education approaches that rest on medical and behaviorist models with their fixing, deficit-driven attitude toward students with disabilities (see, for example, the DSME-centered meta-analysis of recent mathematics education empirical work carried out by [START_REF] Tan | A disability studies in mathematics education review of intellectual disabilities: Directions for future inquiry and practice[END_REF].

Interdisciplinarity is portrayed as a set of practices designed to bridge multiple knowledges. Unfortunately, by its very definition, the implementation of interdisciplinarity privileges disciplinary knowledges [START_REF] Bhasker | Metatheory, interdisciplinarity and disability research: A critical realist perspective[END_REF]. Therefore, the experiential wealth of knowledges such as those afforded by disability identity and alterity tends to be neglected and/or marginalized as external to the making of interdisciplinarity. Likewise, parallel knowledges of interdependence actors, for example, families or friends of learners with disabilities tend to be discarded as insignificant or completely ignored.

We are appealing to an international audience. Our positionality is grounded in DSME research and practice contextually based in the United States. As such, through the present paper we aspire to engender an invitational dialogue which revolves around the need to explore ways to articulate a new, much more embracing conceptualization of interdisciplinarity that transforms the way everyday mathematics education practices inside and outside the classroom are conceived and enacted. The aim is to incorporate disability difference and the knowledges it affords into why and how things are approached and learned by students with and without disabilities. Our purpose is to capture the multiple layers of diversity associated with disability knowledges and ways of knowing in the making of mathematics as their equity-centered learning space for belonging and reciprocal interactions of collaborative creativity. Such creativity is nurtured by special modes of disabilitycentered multicultural difference and parallel spheres of intersectionality with identity areas such as gender, class, race/ethnicity, multi-lingual richness, and so on.

Why pandisability?

Disability is a social category of culture in action. It flows in reciprocal interaction with institutionalized settings [START_REF] Blanton | Interrogating the intersections between general and special education[END_REF][START_REF] Kuppers | Disability culture and community performance[END_REF]. Each disability category constitutes a sub-cultural sphere. Disability's unique difference-based sense of richness can enhance collective contexts for mathematics learning in special ways. Take for example the meaning of musical silences as a mathematical unit susceptible to rhythmic and trans-melodic embodiments. How many of our readers have ever wondered if or how deaf learners and their interdependence partners would contribute to enriching our understanding of the mathematical depth of musical silences? The absence of questions such as these in mathematics learning circles is quite telling. Yet, answering these questions is only viable by unleashing the power of true belonging in co-learning spaces for sharing. Those knowledges are already brewing within the vitality of deaf learner experiences and those of their interdependent partners. Excluding them, we are also depriving the contextual whole from one of its core learning parts. Now consider visual mathematics dimensions as they get experienced by blind and/or visually impaired individuals and their interdependent partners. To what extend do stereotypical conceptions of visuality prevent us from dialoguing with these kinds of learners? An example outside mathematics may help us appreciate the power of non-visual knowledges and ways of knowing in terms of their intuitional relationality. We allude to an essay by critical anthropologist Michael [START_REF] Taussig | Tactility and distraction[END_REF] who builds on Walter [START_REF] Benjamin | The work of art in the age of mechanical reproduction[END_REF] suggestion that one should place the sense of sight under the guidance of tactility for the sake of aesthetic interpretation. From this idea, Taussig implies that tactility can guide everyday interpretations to an extent non-realized by actors. [START_REF] Taussig | Tactility and distraction[END_REF] states: Surely this sense includes much that is not sense so much as sensuousness, an embodied and somewhat automatic 'knowledge' that functions like peripheral vision, not contemplation, a knowledge that is imageric and sensate rather than ideational and as such not only challenges practically all critical practice across the board of academic disciplines but is a knowledge that lies as much in the objects and spaces of observation as in the body and mind of the observer. What's more, this sense has an activist, constructivist, bent; not so much contemplative as it is caught in media res working on, making anew, amalgamating, acting and reacting. We are thus mindful of Nietzsche's notion of the senses as bound to their object as much as their organs of reception, a fluid bond to be sure in which … 'seeing becomes seeing something'. (pp. 147-148) Taussig is talking here about the interpretative processes and intuitional knowledges experienced and created by sighted individuals. If he had developed statements like these in relation to experiences of blind students or scholars, the depth of what he was saying would immediately vanish. This vanishing is the byproduct of ableist readings of blindness as mere impairment or as an incapacitating/ paralyzing state.

What if pedagogically one takes Taussig's idea of tactility and asks blind students to become teachers of sighted students and perhaps prospective teachers on how they enact and embody tactility as students of disciplines like mathematics and the arts? In doing so, one should be prepared for all kinds of outcomes. For instance, thinkers with visual impairments such as David [START_REF] Bolt | The metanarrative of blindness: A re-reading of twentieth-century Anglophone writing[END_REF] criticize the over-representation of haptic constructions in relation to the blind. In Bolt's view, this haptic over-emphasis is an expression of ocularcentrism, that is, the belief that knowledge is only possible under sighted guidance, under the "light" of wisdom and proper directionality, which contrasts with the frightening darkness and vacillation inherently associated with tactility. What if there is a culture of resistance toward tactility among these teaching blind students? What if there is more cultural plurality among them than initially anticipated by non-blind audiences? Ultimately, only these teaching individuals could show us the lights and shadows of tactility as a dynamic knowledge-creating tool and as a multifaceted expression of cultures of blindness.

Exploring interdisciplinarity along with culturally sustaining pedagogies and dialogicality

A great part of the problem with narrow conceptualizations of interdisciplinarity stems from a dualist split between thinking and doing, and knowing and experiencing. Disciplinary knowledges, if they do something, the doing is conceptually framed as encapsulated within abstract thinking. This is a Cartesian legacy. Our mind is always "in interaction with others, that is, with individuals, groups, institutions, cultures, and with the past, present and future" (Marková, 2016, p. 91).

It is precisely with our mind's interaction with, within and beyond the boundaries of disability cultures that we are concerned with as we reframe the dialogical enactment of interdisciplinarity to encompass experiential knowledges typically excluded from its purview. Our invitation engages the special implications of these culturally contextualized interactions for the making and re-making of mathematics as a learning space for all and of all. Therefore, the value of CSP as a core component of this process becomes paramount. [START_REF] Paris | Culturally sustaining pedagogy: A needed change in stance, terminology, and practice[END_REF] suggests the use of CSP terminology as a much more accurate conceptualization of the dynamics pursued as one engages with cultural contexts of diversity that are threatened by their systematic marginalization within learning spaces. It does not suffice to keep talking of culturally relevant or culturally responsive pedagogies (as has been done in United States educational contexts of critical multiculturalism for at least three decades, but especially with the publication of Ladon-Billings, 1995; along with this terminology there are other less diffused similar terms that have been used in the literature such as culturally congruent pedagogy, [START_REF] Au | Cultural congruence in instruction[END_REF], culturally compatible pedagogy, Jacob & Jordan, 1987, engaged pedagogy, hooks, 1994, everyday pedagogies, Nasir, 2008, and critical care praxis, Rolón-Dow, 2005) The next logical step is to grapple with another core question: What are the concrete areas of cultural practice one is trying to sustain and why? [START_REF] Paris | What are we seeking to sustain through culturally sustaining pedagogy? A loving critique forward[END_REF] interrogate this dimension. They argue that important as it is to employ asset-based pedagogies, it is paramount to dynamize their applicability to keep up with the evolving transformations of youth cultural processes at the local level and throughout the globe, as well as counteract the myriad of institutionalizing practices that aim at stifling this relational learning dynamicity. The latter is of crucial significance for youth and adults with disabilities in their mathematics of all experiences inside and outside schooling contexts. [START_REF] Paris | What are we seeking to sustain through culturally sustaining pedagogy? A loving critique forward[END_REF] point out their own sense of responsibility in the areas of practice they criticize:

[S]ome of our own research and teaching has uncritically taken up and built on previous notions of asset pedagogies, has at times reified traditional relationships between race/ ethnicity and cultural practice, and has not directly and generatively enough taken up problematic elements of youth culture. ... we live, research, and write with the understanding that our languages, literacies, histories, and cultural ways of being as people of color are not pathological. Beginning with this understanding ... allows us to see the fallacy of measuring ourselves and the young people in our communities solely against the White middle-class norms of knowing and being that continue to dominate notions of educational achievement. Du Bois ... of course, theorized this over a century ago with his conceptualization of double consciousness... (p. 86) 1 . Double consciousness means a state in which people of color, students with disabilities, gendered and lower-class subaltern individuals reject their own selves, adopting a stance that favors dominant cultural patterns. For students with disabilities this might entail rejecting sign language, in the case of deaf youths, or, in the case of blind individuals, rejecting braille or wanting to continue driving motor vehicles at the onset of visual impairments to deny any pandisability linkages. All of these self-isolation and self-rejecting behaviors are likely to impact negatively the enactment of edifying mathematics learning habits as well as collaborative learning prospects grounded on pandisability culture and interdependence.

Let us transpose this to the field of DSME. In terms of teaching and research practices, the plight of students with intellectual disabilities illustrates quite well what happens. There is a dualism that tries to transform deficit-centered scenarios but falls into rather ritualistic mathematics learning attempts. Many modalities of direct teaching with their repetitious behavioralist exercises guided by deficit-centered conceptions of intellectual disabilities seldom involve youth with disabilities themselves as drivers of their own transformational mathematics learning as well as that of the institutional environments where their education takes place. Our own review of the specialized mathematics education literature for the past decade [START_REF] Tan | A disability studies in mathematics education review of intellectual disabilities: Directions for future inquiry and practice[END_REF] makes evident a minoritarian status for those instances of research where DSME principles are explored. Sadly, this exploration is often timid and, in none of the studies we found are students with disability involved as co-designers of their learning or the mathematics education research that pertains to them. Of course, we know that this very prospect would alarm many mathematics education researchers For whom the very configuration of research studies is a continuous exercise that corroborates their self-fulfilling prophecy: that these students are not capable of complex operations. Thus, it would be temerity to leave their learning destiny in their disabled hands or pretend that one can have a meaningful collaboration toward pedagogical ends and processes with them as responsive agents. Double consciousness acquires an internalized status in the lives of these students with disabilities. Learned helplessness, learned hopelessness are not an unlikely outcome for them. After all, the symbolic exposure to exclusion messages in classroom settings for years at times is taken to heart [START_REF] Ayres | I can identify Saturn but I can't brush my teeth: What happens when the curricular focus for students with severe disabilities shifts[END_REF][START_REF] Baglieri | Disability studies and the inclusive classroom: Critical practices for embracing diversity in education[END_REF]Connor, 2008a[START_REF] Connor | Urban narratives: Portraits-in-progress-Life at the intersections of learning disability, race, and social class[END_REF][START_REF] Connor | The conflict within: Resistance to inclusion and other paradoxes in special education[END_REF]Connor, Ferri & Annamma, 2016;[START_REF] Duckworth | The having of wonderful ideas" and other essays on teaching and learning[END_REF][START_REF] Erevelles | Educating unruly bodies: Critical pedagogy, disability studies, and the politics of schooling[END_REF][START_REF] Erevelles | Understanding curriculum as normalizing text: Disability studies meet curriculum theory[END_REF][START_REF] Gallagher | The importance of constructivism and constructivist pedagogy for disability studies in education[END_REF][START_REF] Graham | An illusory interiority: Interrogating the discourse/s of inclusion[END_REF][START_REF] Paris | Culturally sustaining pedagogies: Teaching and learning for justice in a changing world[END_REF]).

Concluding Remarks

One example of possible interdisciplinary applications of CSP and disability-centered double consciousness examinations is the so-called braille literacy crisis faced by students with visual impairments in the United States. This is a crisis that indirectly impacts mathematical inclusivity practices. It involves youth self-advocates, families and blind membership organizations. Teaching institutions and researchers could design collaborative research models aimed at tackling culturally sustaining ways to approach the crisis and transform it creatively into a broad, long-term colearning opportunity. This collaborative research approach would build momentum. It would allow multiple layers of collaborating partners to discover, discuss critically and undo from the inside out those youth cultural practices collectively identified as detrimental and alienating, instead of assuming a priori things about which researchers only have very tenuous knowledge. Most significantly, it would avoid blaming the victim and perpetuating the very top-down systemic practices that originated the braille literacy crisis in the first place (teacher certification requirements, limited incorporation of blind teachers, distancing from youth needs, downplaying of braille, special mathematics coding tools developed with and for the blind, etc.), letting it deepen as years went by.

There are many other innovative paths of interdisciplinary applications of CSP and disabilitycentered double consciousness examinations which are in their own right interdisciplinary and desperately needed in order to change the lives of individuals with disabilities in and out of mathematics classrooms. Yet, one problem in tackling these explorations is that CSP in its original design has ignored disability issues. [START_REF] Waitoller | Cross-pollinating culturally sustaining pedagogy and universal design for learning: Toward an inclusive pedagogy that accounts for dis/ability[END_REF] suggest remedying this by combining CSP with Universal Design for Learning (UDL) techniques. This solution only addresses the problem in part. Both UDL and CSP lack a genuinely global/international approach for dealing with educational contingencies and are too circumscribed to narrowly conceived schooling dynamics. Therefore, we hope that our CERME discussions will help elucidate innovative ways to correct these deficiencies particularly in relation to how disability studies and mathematics education can embody a true sense of interdisciplinary collaboration.

see also, Du[START_REF] Bois | The souls of black folk[END_REF].